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tributes a wide range of publications designed to provide easy access
to important information on topics in education. ERIC clearinghouses
collect, produce, and disseminate education information in various
subject areas. ERIC/CLL's subject area includes foreign language edu-
cation, the teaching and learning of English as a second language,
bilingual education, and all areas of linguistics. ERIC/CLL is operated
by the Center for Applied Linguistics through a contract from the
U.S. Department of Education, Office of Educational Research and
Improvement, National Library of Education.
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The Professional
Practice Series

Like almost everyone else in today’s fast-paced world, teachers and
education administrators are very busy people. In addition to work-
ing with students in the classroom and designing and overseeing
educational programs, they are likely to be involved in curriculum
development; design and development of instructional materials;
committee assignments; coordination of after-school activities; and
communication with parents, counselors, community leaders, and
others invoived in the education of their students. In addition, they
need to stay abreast of new research and developments in their sub-
ject areas and in the field of education. Reading the literature, at-
tending conferences, and participating in and leading workshops and
in-service training sessions are all part of their ongoing professional
development.

Teachers and administrators need ready access to clear and reliable
information about effective practices in language education. The Pro-
fessional Practice Series, developed by the ERIC Clearinghouse on Lan-
guages and Linguistics and published by the Center for Applied
Linguistics and Delta Systems, is designed to provide practitioners
with current information on topics, trends, and techniques in lan-
guage teaching. Each volume begins with an overview of the topic
and the chapters in the book. Each chapter focuses on a particular
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program, practice, or practitioner that has been shown to be suc-
cessful. The chapters describe the strategies and techniques used by
effective teachers and administrators and offer practical guidelines
and suggestions to help others implement similar strategies in their
own classrooms, schools, and districts. Each volume closes with a
summary of key points in the book and general guidelines and rec-
ommendations.

It is our hope that the Professional Practice Series will provide lan-
guage educators with accessible, timely information, supported by
theory and research, that will help them improve or enhance their
teaching and their programs.

Jeanne Rennie and Joy Kreeft Peyton, Series Editors
Center for Applied Linguistics
Waishington, DC

For online information about this series and other books included in
it, visit www.practiceseries.com.
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Introduction

This is an exciting time in the field of early foreign language educa-
tion in the United States. A recent survey indicates that 31% of el-
ementary schools are offering foreign language instruction, up from
22% a decade ago (Rhodes & Branaman, 1999). National standards
for K-12 foreign language education are now helping to guide in-
struction, assessment, and teacher preparation. The number and vari-
ety of early foreign language programs are growing, giving students
new opportunities to gain proficiency in a second language.

As parents and educators become more aware of the benefits of
early language learning, they are increasingly seeking information on
how to establish language programs in their own school or district.
They need information in areas as diverse as funding; advocacy and
public relations; curriculum and materials; evaluation and assessment;
and teacher qualifications, preparation, and certification. Lessons
Learned aims to address these information needs by describing seven
successful early foreign language programs. It is hoped that these
programs will serve as models from which others can draw informa-
tion and ideas for developing their own programs.

All of the programs described in this book are early-start, long-se-
quence programs that start in preschool or the elementary grades
and continue through high school, and all have been in operation
for at least 4 years. But each is unique. Some are in stable, middle-
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2 Introduction

class neighborhoods; others are in far more fluid or less affluent com-
munities. Several receive funding through federal or state grant pro-
grams, whereas others are supported entirely by local district funds.
The amount of foreign language instruction children receive in these
programs varies from a few lessons each week to half of every school
day. Some programs offer only one foreign language; others offer
four or five. But in all seven programs, children are learning to un-
derstand and communicate in a new language.

Selecting the Seven Programs

The seven foreign language programs described in this book were
identified through a nemination and selection process informed by
national standards for foreign language education and by research
on effective language instruction for elementary and middle school
students (Curtain & Pesola, 1994; National Standards in Foreign Lan-
guage Education Project, 1996). The programs selected met the fol-
lowing criteria:

e Curricula based on the “five Cs”of the national foreign language
standards—communication, cultures, connections, comparisons,
and communities

* Regular program evaluation

* Qutcomes that meet program goals

* Accessibility for all students

¢ Communication and coordination across content areas

* A student population that reflects the ethnic and socioeconomic
diversity of the local population

* Articulation from elementary to middle school and from middle
school to high school

* Professional development for teachers

* Support from the community

In addition, programs had to be at least 4 years old and willing to
share their curricula with other programs. (See Appendix 1 for a
fuller description of the selection and information-gathering process
for this project).

54
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Naturally, the seven programs vary in how fully they exemplify any
one of these attributes. It is important to note that these are mode/
programs, not dream programs. As the program implementers them-
selves would agree, none is perfect. Each of these programs has
faced the kind of challenges typically encountered by innovative edu-
cational programs: Budgets are cut, grants expire, and skeptical ad-
ministrators question the value of the program. At the same time,
federal and state governments are demanding greater accountability
and adherence to ambitious standards that may not have been an-
ticipated in original program plans. Staff in the seven model pro-
grams described in this book know these and other problems very
well. They have had to find and keep qualified teachers, develop
practical and reliable assessment procedures, and generate or main-
tain community-wide support for the idea of foreign language in-
struction in the early grades. The staffs of these seven model
programs have addressed these challenges in creative ways, as will
be seen in the following chapters.

The Seven Model Programs

The seven model programs include five content-enriched FLES
programs, one partial immersion program, and one middle school
immersion continuation program. “Content-enriched” programs are
those in which language lessons include concepts from subjects such
as math, science, or geography, mostly as reinforcement of subject
matter classes taught in English. In this book, “content-based” refers
to programs in which students take a subject such as science,
mathematics, or social studies in the foreign language. The French
immersion program in Prince George’s County, Maryland, for
example, is a content-based program.

One of the seven programs is located in the west/scuthwest, two in
the southeast, one in the mid-Atlantic, one in the midwest, and two
in the northeast. (See 1.01, next page.) The schools visited in these
programs taught Spanish, French, jJapanese, and Russian. Other lan-
guages, such as German and Chinese, are taught at some program
schools but not at those visited by project researchers. Grade levels

18




range from kindergarten through Grade 8. Three of the programs
exist at a single school, the other four are district-wide programs.

101 =
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Geographical Distribution of Programs

Program Qualities

Many qualities and characteristics have contributed to the success of
these programs, but at least four merit special attention. One is flex-
ibility. Unanticipated events have often forced programs to change
their well-developed plans. For example, when a shift in the state’s
priorities and mandates left the school district in Chapel Hill, North
Carolina, without the anticipated level of support from the state, pro-
gram leaders succeeded in developing such strong community sup-
port for the FLES program that the local district assumed
responsibility for almost all of the necessary funding.
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Another key to success is teamwork. Foreign language professionals
in these programs work closely with district superintendents, mem-
bers of the board of education, school principals, regular classroom
teachers, parents, and others in the community. Many have formed
fruitful partnerships with nearby universities, with benefits ranging
from professional development opportunities and shared technical
expertise to long-range articulation plans and teacher recruitment
possibilities.

A third characteristic evident in all seven of the model programs is
leadership. One or two individuals with a vision of foreign language
teaching and learning lead(s) each of these. They inspire others and
organize the people and resources recessary to build an effective
program. These individuals, who are described in the following chap-
ters, have been key to the success of their programs.

Finally, staff in these programs share a deep commitment to their
programs and to the goal of providing foreign language education
for young learners. Teachers and program leaders spend many hours
communicating with colleagues and building the relationships that
contribute to high-quality language programs. They write grant pro-
posals and engage in other fund-raising and advocacy activities to
ensure the continuation of their programs. They develop and adapt
curricula that are suitable for young language learners. And they de-
vise ingenious means of motivating and educating their students.

The chapters that follow provide concrete examples of these pro-
gram qualities at work. The founders and staff of these programs
want to share what they learned while developing and implementing
their programs, so that others can benefit from their experience. it is
hoped that other schools will adopt and adapt the ideas provided
here to develop or enhance foreign language programs for young
learners throughout the United States.

o -
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6 Introduction

Overview of This Book

Each of the model programs is described in a separate chapter of this
book. Some chapters include the story of how the program was de-
veloped; others emphasize specific program strengths, such as con-
tent-enriched curriculum or articulation. Each chapter includes a
description of these aspects of the program:

 general characteristics of the community and the program

e program goals and philosophy

¢ Jillustrative classroom activities and samples or descriptions of cur-
riculum outlines

e people behind the program—roles, responsibilities, and perspec-
tives of program administrators, teachers, parents, and students

¢ assessment practices—how student progress is assessed and how
the programs themselves are evaluated

* ongoing challenges

* keys to success

Many chapters also describe specific ways that programs incorporate
the five Cs of the national standards (communication, cultures, con-
nections, comparisons, and communities) into their teaching and
provide examples of student work, suggestions for parents, and other
items of interest.

It is important to note that language learning activities described in
classroom vignettes in each chapter are not just a collection of frivo-
lous fun and games. These lessons were frequently special events or
the culminating activity of a thematic unit. One characteristic of all
seven programs is that lesson activities are carefully sequenced, and
each lesson is based on carefully developed curricular guidelines,
building on previously learned material and helping to develop skills
for subsequent learning. As Kathleen Riordan, Foreign Language Di-
rector of Springfield (MA) Public Schools, says, “The activities have to
be more than busy work or fun; they must have a purpose.”
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Facts about the programs and quotes from teachers, principals, other
school staff, parents, and students are based on interviews and other
information-gathering activities carried out during site visits to each
program in 1998. In most instances, students’ real names have not
been used.

A concluding chapter summarizes lessons learned by the programs in
10 areas:

¢ Implementing national standards

¢ Student assessment

* Teaching methods

¢ Articulation

¢ Funding

s Program evaluation

¢ Use of technology

¢ Advocacy

 Staff development

* Incorporating content from other subjects into language curricula

In this concluding chapter, readers can quickly identify effective strat-
egies or promising directions in a specific area of program design,
implementation, or evaluation.

Appendices provide background information on the model schools
project, selected materials from two programs (scanned exactly as
received from the programs), a table summarizing the features of the
seven programs, and contact information for each of the programs.




Bay Point
Elementary School

Pinellas County Public Schools, St. Petersburg, Florida

Twenty-five enthusiastic third graders file into the classroom clutch-
ing imitation passports, plane tickets, and small suitcases, eager to
board a plane to Mexico. The smiling teacher at the classroom door
chats with them in Spanish, asking about their destinations and oc-
cupations as she checks passports and collects tickets. The students
scramble to find their assigned seats in the airplane outlined in mask-
ing tape on the classroom floor, and soon the teacher pantomimes
closing the aircraft door. She welcomes her passengers to this flight,
and after announcing the rules about smoking and fastening seat
belts, she pushes the PLAY button of the cassette player, which then
roars with sounds of a plane taking off.

Once piloto automadtico kicks in, the teacher turns on an educational
video about Mexican life for the students to watch as she makes her
way down the aisle with a cart of snacks—tostitos, salsa, and soda.
After the movie, students review information about Mexico, such as
the capital city, the colors of the flag, names of the indigenous
groups who live in the south, and traditional dances. Soon, more
taped sound effects indicate that the plane has landed.
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Now on Mexican soil, the teacher leads the students in a rendition of
“La Bamba,” encouraging them to follow the lyrics on a colorful
poster. Then a small group of the third graders put on sombreros
and dance with the teacher, entertaining the other young visitors to
Mexico. Soon, everyone reboards the plane for the return flight.

2.01 ®
“La Bamba”
Para bailar la bamba . . . Para bailar la bamba
se necesita una poca de gracia,
una poca de gracia y otra cosita.

CORO:

Ay arriba . . . arriba.

Ay arriba y arriba, arriba iré,

Yo no soy marinero.

Yo no soy marinero, soy capitan.

Soy capitén, soy capitan

BAMBA BAMBA . . . BAMBA BAMBA.

En mi casa me dicen . . . En mi casa me dicen
el inocente por que tengo chamacas.

Por que tengo chamacas de quince y veinte,
CORO

Para subir 2l cielo, para subir al ciclo
se necesita una escalera larga.

Una escalera larga vy otra chiquita
CORO

e —_— | ]
La Bamba (traditionat Mexican song)

Now students answer questions about Mexico as they are prompted !
to look out the windows and identify the Sierra Madre Oriental
Mountains, the Gulf of Mexico, and other geographical features. ;
After landing in the United States, everyone applauds. In closing, stu-
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dents talk about their trip to Mexico, describing what they saw and
did. Students are given a sticker to place in their passports, indicating
that they have visited Mexico. In addition to completing a lesson rich
in vocabulary and culture, students have learned a bit about traveling
to a Spanish-speaking country.

Program Overview

This lesson is an example of the content-enriched Spanish FLES (For-
eign Language in Elementary School) program at Bay Point Elemen-
tary School, a magnet school for math, science, technology, and
foreign language in St. Petersburg, Florida. Pinellas County is an ur-
ban school district with 106,687 students (1997-1998); 33% of the
students qualify for free or reduced-price lunch. Of Bay Point’s 799
students, 355 are from the school attendance zone; the remaining
444 were selected by lottery from throughout the school district. In
1997-98, 62% of the students at Bay Point were Caucasian, 33% Af-
rican American, 2% Hispanic American, and 2% Asian American.

All Bay Point students (Grades K-5) have 20 to 30 minutes of Span-
ish instruction each day. The language lessons are carefully linked to
content instruction in other subjects, with the language taught in a
meaningful context based on themes relevant to the children’s inter-
ests and needs. Teachers use visuals, realia, songs, and drama that
help children with different learning styles to learn in an enjoyable,
non-threatening environment.

Program Philosophy and Goals

The Bay Point program was founded on four key beliefs:

¢ Young children will readily accept foreign language study and wil
develop increased cognitive skills as a result of learning a new lan-
guage. Early foreign language instruction supports academic
achievement in general and leads to foreign language proficiency.

¢ Starting fcreign language instruction at a young age is important
to achieving proficiency: The longer the students study the lan-
guage, the more proficient they will become.
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¢ For effective early foreign language learning, there should be daily
instruction conducted entirely in the target language.

* Children should be encouraged and supported in learning at their
own rate.

The primary purposes of the program are to expose elementary stu-
dents to another language and culture and to reinforce the students’
own language and culture. Bay Point program staff hope that lan-
guage study will not only improve the communicative abilities of the
students but also encourage love for and further study of the
language.

These are the specific goals of the program:

* To support academic content area instruction (math, science,
technology, language arts, social studies, art, and music)

* To develop increased cognitive skills

* To enhance reading development in both English and Spanish

* To promote global awareness and cross-cultural understanding

* To develop increased functional proficiency in all aspects of the
language with each year of study

* To meet district, state, and national foreign language standards of
communication, culture, connections, communities, and compari-
sons

* To support the district plan, which includes high student achieve-
ment, partnerships, a high-performing work force, a safe learning
environment, and an integrated management system

(Pinellas County Schools, 1998, p. iii)

Spanish was selected as the language of study because of the large
Hispanic community in Florida, and because, after English, Spanish
is the most widely used language in the local area. Further, district
schools were surveyed to identify teachers who were either bilin-
gual or proficient in another language and could be trained in el- ,
ementary foreign language teaching. Results showed that Spanish |
was clearly the language for which there were the most potentially ‘
qualified teachers.
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In the Classroom

Schedules

Students in kindergarten through second grade have 20 minutes of
Spanish instruction each day; third and fourth graders have 25 min-
utes; fifth graders have a half hour. Each of the four foreign language
(FLES) team members at Bay Point teaches eight class periods a day,
usually traveling from one classroom to another with a materials cart.
The teachers have an instructional planning period and a short break
for lunch, which they usually spend exchanging information about
the morning classes and planning for the afternoon. Much of their
materials preparation is done together after the school day.

The FLES team also meets once a month with regular classroom
teachers to plan for instruction that integrates foreign language study
with the regular curriculum. In addition, they use articulation forms
on which regular classroom teachers indicate the content they are
working on and would like to have reinforced in the foreign lan-
guage class.

Curriculum

The Spanish curriculum for each grade includes a performance objec-
tive, a specific cultural emphasis, curriculum integration, and con-
tent/linguistic focus (with suggested vocabulary and activities), as
well as suggested resources. Foreign language instruction is linked to
all content area subjects taught in the regular curriculum. For ex-
ample, when numbers are covered in the first grade curriculum, the
students learn numbers in Spanish as well. Fifth graders studying ants
and spiders in science learn to talk about them in Spanish, too. His-
tory, geography, and culture are also taught in Spanish class, al-
though with less formal linkages to the regular classroom curriculum.
Throughout the school year, Spanish and the other subjects share
themes, such as spring, the circus, discoveries, celebrations, new
worlds, moving around, “my house,” and the state of Florida. |

The Spanish curriculum is based on statements of specific expecta- !
tions for foreign language learners at each grade level for each of the |

27




1 4 Florida

five Cs of the national foreign language standards (National Stan-
dards in Foreign Language Education Project, 1996). For example, it
is expected that fourth-grade students will be abie to do the follow-
ing in the area of comparisons:

e Recognize that languages use different patterns to communicate
and apply this knowledge to their own language

e ldentify cognates related to parts of the house and household
items

e Compare and contrast patterns of behavior of the target and na-
tive cultures related to family living

e Compare and contrast objects from the target culture, such as
kitchen utensils

(Pinellas County Public Schools, n.d.)

202 W
The Five Cs in the Bay Point Program

Communication in languages other than English. During language les-
sons all communication is in Spanish. Aside from regular class activi-
ties, there are Spanish-speaking visitors, e-mail correspondence with
native-Spanish-speaking peers, and daily school announcements in
Spanish by fifth graders. Teachers continue to communicate in Spanish
with a number of students via e-mail throughout the summer.

Connections with other disciplines and acquisition of information. At
Bay Point, the language class content is closely linked with the other
magnet school focus areas: math, science, and technology. Shared
themes, such as spring, discoveries, and the state of Florida, bring these
subjects together throughout the school year.

Comparisons that develop iusight into the nature of language and cul-
ture. The curriculum and lesson activities encourage comparison of |
Spanish and English languages and cultures. Comparisons are made
between the United States and Spanish-speaking countries in such areas l
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as food, dance, clothing, traditions, and geography. Activities such as
fantasy trips reflect a different in-depth cultural focus for students each
year, as they learn about Mexico, Spain, South America, Central
America, and Puerto Rico. There is an increased focus on noting simi-
larities and differences among the cultures throughout the program.

Knowledge and understanding of other cultures. Students see films
about each of the Spanish-speaking countries as they study them. In
addition, cultural content is woven into other lessons through songs,
drama, and stories. Teachers have access to nearly 400 Spanish films
from the district resource library.

Participation in multilingual communities at home and around the
world. Students practice their Janguage with Spanish-speaking commu-
nity members, and native Spanish speakers volunteer their time to visit
the schools and talk with the students. Some Bay Point teachers outside
the FLES program are also native speakers of Spanish, and FLES students
have opportunities to interact with them in Spanish. Students learn
about people and communities around the world through e-mail ex-
changes, particularly with e-mail buddies in classes in Panama, with
whom they also exchange pictures, t-shirts, and biographies.

n
1he Five Cs

Classroom Environment

Although the Spanish teachers have to transport their teaching mate-
rials from room to room on carts, many of the regular teachers help
out by incorporating language-related decorations in the classrooms.
The student work displayed on classroom walls is in both “»anish
and English. There are signs, posters, and other decorations with
numbers, months, holidays, and rooms of the house, all identified in
Spanish. In addition, most regular classrooms have five computer sta-
tions, a television and VCR, bookshelves of textbooks, student art
work displays, print-rich bulletin boards, and other grade-level appro-
priate materials.




The FLES teachers may not have individual classrooms, but they do
have Café Olé. Used for techrology-related classes, theatrical presen-
tations and rehearsals, and Spanish Club meetings, Café Olé is a
stand-alone, realia-rich classroom that also serves as the Spanish
teachers’ office and materials room. A quick glance around Café Olé
reveals a Spanish flag, globes, computer stations, a television and
VCR, and a menagerie of stuffed animals corresponding to those cov-
ered in the regular curriculum. Near the teachers’ desks are several
long racks of coat hangers draped with hundreds of song and lesson
charts. Beneath the hanging materials are huge boxes of labeled en-
velopes filled with instructional materials from past lessons. There are
Spanish posters and signs on the walls and child-size furniture for a
bathroom, bedroom, and kitchen, all labeled in Spanish. Each Span-
ish teacher has the Café Olé classroom one day a week for special
classes, such as the fantasy trip to Mexico, that combine technology
with foreign language instruction.

Special Programs and Events

Special program activities and events provide an opportunity to high-
light student accomplishments in the program in a way that parents,
other teachers, administrators, and the community can understand
and enjoy. These events include talent nights, an economics fair, fies-
tas, and the yearly Magnet School Fair at the local mall, where prin-
cipals promote their programs and students perform. There is also a
yearly spring concert, a hilarious Hailoween program based on the
Addams Family theme, and Spanish Club presentations, such as a
Rosie O’Donnell show in Spanish featuring performances from Bay
Point students playing Rosie, the Spice Girls, and Leonardo DiCaprio.

Club Olé (Spanish Club)

Club Olé is a voluntary after-school Spanish language club where stu-
dents and teachers continue to use the foreign language as they
work on special foreign language activities, practice and perform tal-
ent shows and presentations, and take field trips. Club Olé activities
have included performing for Governor Jeb Bush at their school, per-




forming at the school fair, and taking a field trip to a Mexican restau-
rant with money raised from lollipop sales. Due to space constraints
and logistical difficulties, membership is limited to 40-50 children,
distributed over all grades, with a particular emphasis on fifth grade.
Because so many children want to join, there is a selection process
twice a year so that a larger number of students will have a chance
to participate each year. Membership is by lottery, but preference is
given to children who are willing to perform, sing, and show off.

Teaching Methods and Approaches

Spanish instruction is proficiency oriented, meaning there is a greater
focus on meaningful and purposeful communication than on gram-
matical mastery. The program content and design show the strong
influence of Curtain and Pesola’s book, Languages and Children: Mak-
ing the Match: Foreign Language Instruction for an Early Start (Grades
K-8) (1994). In fact, Helena Curtain conducted early staff develop-
ment activities for the foreign language teachers and administrators
at Bay Point. In line with Krashen’s Natural Approach (Krashen &
Terrell, 1983), teachers make sure to provide opportunities for stu-
dents to hear and speak the language just at or slightly above their
current level of comprehension in a communicative, meaningful, and
engaging context. Students are encouraged first to understand the
language and show their comprehension by responding to simple
questions, then to produce language when they are ready. Classes
focus on listening and speaking, and on thematic learning that rein-
forces the regular elementary curriculum while incorporating infor-
mation about Spanish-speaking cultures.

Teachers plan activities to appeal to all of the senses: sight, hearing,
touch, taste, and smell. Some lessons use Total Physical Response ac-
tivities, which have the children pointing, pantomiming, or moving
about the room. During a lesson on sea animals, for example, the
students see and touch bright-colored stuffed sea animals, and when
they hear the Spanish word for the movements the animals make,
they wiggle, slither, and dive.
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Grade Jevel: First
Unit: Science—"Bajo el mar”
Lesson: Identification of sea animal
Use of verbs that describe actions of sea animals

National Standard (Student Expectation):
Students engage in conversations, provide and
obtain information, express feelings and
emotions, and exchange opinions.

Specific Lesson Outcome:
Students will be able to provide information
about the animals drawn in the class books.

Lesson Plan

Warm-up: “Sj, si, si” song
Calendar/weather
Assessment

Review: 1) “Bajo el mar” song
2) “Los pajaritos” poem
—Class adds verses to poem, coming up with
verbs that describe actions of animals in the new
verses.

Core: Read class books
—Students attempt to identifv the animal drawn
in the book, then name an action that goes with
the particular animal.

Evaluation: Students naming animals and actions in core
lesson.

Closing: “Adi6s mis estudiantes” song

e S r———

L.esson Plan for Sea Amimals Lesson
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Spanish is used exclusively by teachers during foreign language class
periods, and students are expected to use only Spanish as well. To
encourage this; the teacher awards the class a Todo en Espariol green
slip at the end of a lesson if everyone has used only Spanish. After
earning enough Todo en Espafiol slips, the class is rewarded with a
special technology- or theater-related foreign language class in the
Café Olé classroom.

Particularly in the lower grades, academic reading, writing, and
grammar are kept to a minimum in Spanish class. There are text-
books and some handouts that include the written language, but
Spanish reading skills are learned implicitly rather than through spe-
cific reading activities. Reading is emphasized more in the upper
grades. For example, Spanish language science texts were recently
purchased to supplement the fifth grade science curriculum. Simi-
larly, although the teacher does not teach a lesson on adverbial and
verb endings, the students learn them as they sing or recite rhymes
and songs, or as they see the endings spelied correctly on a song or
story chart.

Language Learning Activities

Taking a fantasy plane trip to another country with ticket, passport,
and a small suitcase is one of the more elaborate activities. Others
are creative but less time-consuming to prepare. To review colors,
the teacher puts big colored circles on the floor and has students
step or jump into each color that she calls out. To review numbers,
students try to guess the number of fingers the teacher has behind
her back. Alternatively, they try to predict the number that will be on
a piece of paper that appears in a magic box after the teacher’s “ab-
racadabra” incantation and tap with a wand. To review sea animals,
students play a memory game, matching pairs of sea animals on a
board. These review activities enable students to participate confi-
dently as the lessons proceed to more substantive content-enriched
concepts, such as classification of animals or making numerical
comparisons.
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One innovative way that students in the foreign language program
use technology is to produce a video news program in Spanish that
airs during the school’s morning announcements. The adjacent Bay
Point Magnet Middle School has a studio where staff have trained
fifth graders, who act as announcers for weather segments, the date,
current events, school news, and information about Café Olé.

Videotape, Audiotape, and Coniputer Software
Video

La Familia Contenta is a Spanish video instructicnal program devel-
oped by the district foreign language teachers. it airs fairly regularly
on the district television station, connecting parents and the commu-
nity to the foreign language learning of the students. Children come
to school excited, saying “l saw you on TV last night!” to their for-
eign language teachers.

The three videotapes feature Bay Point and Perkins Elementary for-
eign language teachers in a dramatic presentation filmed by students
with technical help from county media services. The topics of the
videos include: Family, Occupation/Store, Zoo, and Grocery Store. In
the classroom, the videos are first presented in their entirety and
then broken down into smaller segments. Teachers ask comprehen-
sion questions, and students complete cloze exercises. The TV screen
is covered while the audio is played and students pantomime appro-
priate actions. Finally, children are encouraged to select parts and
role play them, using their own vocabulary. As followup, children
write a script and present it in context.

Audio

The teachers have taken traditional melodies from Spanish-speaking

cultures and added their own lyrics, which young language learners

can understand and enjoy. They have recorded the songs, and they

use the cassette tapes and lyric books in classes to supplement |
authentic songs and poems. (Ordering information for videotapes

and song books is available at http://www.geocities.com/Athens/
Acropolis/8714.)
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Software

The Bay Point FLES program uses a number of commercial materials,
such as The Wiggle Works software program and the Primary All in
One Language Fun! (Playing with Language Series, Syracuse Lan-
guage Systems Program). Other materials include the Muzzy Spanish
video course. Older gfades use Laureate Learning Systems 1st Verbs,
Mi Pueblo: Actividades lingliisticas de la vida diaria. The Grandma and
Me Series by Braderbund’s Living Books and Sitting on the Farm
series by Learn-Sanctuary Woods are also used.

Assessing Student Achievement

The Home Assessment System

Developed on the premise that individual children acquire language
in different ways and at different rates, the Home Assessment System
provides ongoing assessment of student progress. In addition, this
system makes the regular classroom teachers and parents active part-
ners in the students’ foreign language learning. A letter is sent to
parents explaining the purpose of the system and asking for their
participation. (See 2.04.)

Attached to the parent letter is a sheet of performance activity cards
(see 2.05). Activities are at 10 different language levels, with 10 per-
formance activities to complete at each level. When the children ac-
complish an activity (e.g., “l can name three farm animais”), the
parents cut the card from the sheet, sign and date it, and have their
children return it to the school. The children then file the cards on a
pocket chart in the regular classroom. As the cards are filed, the
regular classroom teacher will practice or review the activity on that
card with the student who has accomplished it. The foreign lan-
guage teachers may also quiz a few students at the beginning of the
Spanish lesson to make sure that they can complete the activity eas-
ily and accurately.

Chiidren take pride in accumulating the cards, which eventually form

a portfolio that can be passed on to middle school and high school
foreign language teachers, documenting what the students have
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Dear Parents,

iHola! We are pleased to inform you that your child’s teacher has vol-
unteered to participate in the home assessment program for Spanish.
The purpose of the program is to provide children with the opportu-
nity to practice Spanish at home, thereby assisting you to assess your
child’s progress in Spanish, and to involve the classroom teacher in the
practice of basic Spanish skills throughout the school day. Since the
Spanish lesson is only between 20-30 minutes daily, this additional
home and classroom practice is essential in order for children to ac-
quire maximum proficiency.

Attached you will find the first sheet of “performance activity cards.”
Please read each performance activity and keep the sheet for future ref-
erence. As you feel your child has accomplished and successfully
shared each activity with you, please cut the appropriate card from the
sheet, fill in the required information, and return it to school with
your child. He/she will be instructed to file the card behind his name
in a pocket chart located in his classroom. Children will collect as
many cards as possible in this manner. Once filed in the pocket chart,
cards will be used by the classroom teacher for classroom practice. The
accumulation of cards should become a source of pride for your child,
much like a portfolio.

Children should be under no pressure to complete skills until they are
ready, and parents should not be overly concerned with accuracy, since
all skills are practiced and monitored extensively in the Spanish class-
room. Because children new to Bay Point may be in the same class
with children who have studied Spanish for several years (with the ex-
ception of kindergarten), there are no deadlines for completion of per-
formance activity sheets.

We hope that, with the information we are able to offer you via this
format, your child might be abie to share with you some of what he/
she is learning. Your encouragement should help your child to achieve
cven greater future success. Thank you for vour help and HAPPY
SHARING!

nellas County (FL) FLES Team, 1997

Parent Letter (Home Assessment)




I can say what | ate for
breakfast.

NEITIE. 1ovice e ererree st e
Date: e
Parent’s Signature:

| can describe (order) a well-
halanced dinner.

NaIME. ..o
Date: ......c......

Parent's Signature: ... ceecinn e

i can name the planets in
Spanish.

NAME: .ot e .
Date: ...... e e e
Parent’s Signature: ...

I can name the four seasons in
Spanish.

NAME: <o e e
Date:
Parent’s Signature: ... ... ...

I can say a sentence abont what
my mom or dad does for a
living.

NAME. .ot et et e e
DAt o e
Parent's Signature: ...

I can desrihe the contents of my
backpack.

Date: ..o v
Parent's Signature: ... ... ... .

i can describe a spring day with
4 phrases.

Name: ... e o e e
Date . .

Parent's Signature: ... ... .. L L

| can name five foods that are
served in our school cafeteria.
Narﬁe: .............................................................
DatE i e e e e
Parent’s Signature: ..o

I can name 5 modes of
transportation.

NAME: «ooiiees et
Date: ..o
Parent's Signature: ....... oo

I can name the Spanish
speaking countries of North and
Gentral America.

Name: ... et e e v
Date: oot e e
Parent’s Signature: .........cccocoovvcneinviccocecnen,

| can say four different rooms of
the house in Spanish.

NBME: .o
Date: o
Parent's Signature: . ...... ... oo i

I can say four objects in the
kitchen in Spanish.

Parent’s Signature: ......... e e s

i can name all the Spanish
speaking countries in the
continent of South America.
NaMe: ... e e e
Date: ..o oes

Parent’s Signature. .

i can say four objects in the
tiving room in Spanish.

NBMIE. .. e e .
Date . .. ..
Parent's Signature ...t

Sample Assessment Cards
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accomplished. By working through the performance activity cards,
new students are able to catch up with their peers at their own pace.
Children and their parents can use the home assessment system as a
tool for informal review of recent material or even from one year to
the next. Teachers and administrators use it as one element of pro-
gram evaluation, because it provides a record of specific student
achievements that reflect program objectives.

Home Assessment Calendar

For younger children (Grades K-2), a monthly calendar is sent home
to parents listing things the children should be able to do. Parents
can review these activities with their children, which keeps them
aware of what their children are learning and involves them in the
learning process. The parents send the homework calendars back to
school at the end of month.

Grade level performance objectives are indicated in the Home Assess-
ment System, but students are not expected to meet these objectives
according to a rigid timetable. For example, a student may complete
a nurnber of the higher level objectives before attempting some of
the ones listed for a lower grade level. Students are not required to
show their class results to a parent unless the parent requests it. The
information remains in the student’s portfolio.

Other Assessment

To complement the Home Assessment System, teachers use outcome
rubrics to document student performance during various group and
paired activities. Five different types of outcome rubrics are used:

* Paired activity (students negotiate meaning in the target language
to complete a paired activity)

* Performance (students demonstrate comprehension of language
through performance of a song, mime, dialogue, or drama piece)

* Fantasy trip (students demonstrate comprehensioit and use of lan-
guage through participation in a fantasy trip)

\
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* Content (students demonstrate a content-area skill in the target
language)

* Publishing (students develop or create a product using the target
language)

Each of the rubrics has six or seven objectives on which the teacher
rates student performance as exemplary, acceptable, or not yet. The
teacher completes the rubrics after activities such as a fantasy trip.
The rubrics are used primarily for program evaluation rather than for
individual evaluation. Rubrics help teachers decide if they need to
change instructional activities for specific lessons.

In addition, a Pinellas County FLES Program Exit Rubric for fifth grade
lists 50 separate performance outcomes for students. There is a place
for the student, peer, and teacher to indicate what the student can
do in Spanish. (See Appendix 2 for examples of these rubrics.)

The People Behind the Program

The Foreign Language Teachers

In Pinellas County Schools, elementary foreign language teachers are
required to be either elementary school certified native speakers or to
be certified in the target language and have native or near-native
proficiency. Local universities play an important role in providing
teacher training programs near the district schools. Teachers in the
program have been recruited from the University of South Florida,
which has a highly regarded elementary foreign language teacher
training program. There has been almost no teacher turnover in the
program. Two of the teachers are native speakers of Spanish from
Cuba and Puerto Rico; the other two are native English speakers with
native-like proficiency in Spanish.

At Bay Point Elementary, the four foreign language teachers are re-
sponsible for all grades, kindergarten through fifth. In addition to
providing instruction, the teachers have responsibilities in four other
areas. First, they work with the other classroom teachers to integrate
foreign language instruction with the rest of the curriculum. They
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provide staff development sessions for the regular teachers to keep
them involved and informed, encouraging their collaboration. Sec-
ond, they are the primary link to parents, keeping them informed
and involved in their children’s language learning. Third, they coordi-
nate with the principal and the magnet program coordinator regard-
ing such issues as budget matters, record keeping, and articulation
with upper level schools. Finally, the foreign language team works
with the district foreign language supervisor to develop district-wide
curricula, design assessments, and provide input on state foreign lan-
guage standards and standards-based assessments.

The Regular Classroom Teachers

Because the regular classroom teachers remain in the classroom dur-
ing the Spanish lessons, they see firsthand how the content and
themes they are teaching are reinforced through the foreign lan-
guage. Acknowledging the benefits of this linkage, teachers are gen-
erally very appreciative and supportive of the foreignn language
program, even willing to advocate for it. “Foreign language definitely
adds to—and never subtracts from—the regular classroom instruc-
tion,” says one teacher. According to the classroom teachers, foreign
language is so popular with the children that “they are extremely
disappointed if anything keeps them from their Spanish class.”

The regular classroom teachers and foreign language teachers com-
municate both informally and formally about how to reinforce con-
tent in the Spanish lessons. The teachers chat about their classes
before or after the foreign language lesson, during lunch, or while
passing in the halls. The more formal system involves a communica-
tion form called “Let’s articuiate,” which the classroom teachers fill
out regularly. Teachers indicate here what the focus of instruction will
be in the regular classroom during specific months, list content areas
to be covered, and make helpful suggestions or comments for the
Spanish teacher.
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if applicatle)

August September October November December January February March April May

{ will be working with the following content during ths time period:

Let's articulale ..

Classroom teachers also try to build on foreign language instruction
by linking it to regular instruction after the Spanish lesson ends. For
example, one teacher uses Spanish words as bonus words for spell-
ing bees and reviews numbers in Spanish. The classroom teachers
also participate in the Home Assessment System and quiz their stu-
dents on the vocabulary they have been studying in Spanish ciass.

The Parents

The program reaches cut to parents through a welcome letter (see
Appendix 2) and newsletter articles. For example, one article ad-
dresses concerns that parents might have about the language learn-
ing process and what to expect from their children’s classes. Another
explains how parents can participate in their child’s learning through
the Home Assessment System. Another praises students for their par-
ticipation in developing a Spanish video program and for using
Spanish while serving a meal to guests at a school-wide event.
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Parents help their children practice their Spanish at home by using
phrases they have picked up (often from the children themselves) to
ask their children questions, such as “Have you cleaned your room?”
and “What’s for dinner?” They also quiz them on the home assess-
ment cards that the children bring home. Parents encourage lan-
guage learning and practice at home in other ways, as well. Among
the resources they may have at home for their children are Disney
sing-along tapes and videos in Spanish, small books purchased at the
school book fair, computer programs, a Spanish/English dictionary,
and the music tapes and books produced by the Bay Point program.
Children may watch the Spanish channe! at home and talk with sib-
lings who have studied Spanish also.

Parents who were interviewed say that their children use Spanish for
more than just reviewing their lessons. They hear them around the
house singing Spanish songs and repeating poems that they have
learned in class. They also use Spanish on vacation and in the com-
munity with native Spanish speakers. At school, the children speak
Spanish with friends, classmates, teachers, and on teams. When visi-
tors ask why the children believe foreign language learning is impor-
tant, they say, “It's cool to know another language.”

The majori*v of the parents are very involved at the school, particu-
larly in special events. One parent has produced a foreign language
newsletter, and many sit in on Club Olé meetings and rehearsals.
They have also helped with fundraising for a lunch-time field trip to a
Mexican restaurant.

Parents support and advocate for the program because they are im-
pressed with how communicative and excited their children have be-
come about foreign language learning. Parents call the program
“beyond excellent” and “one of the strongest programs that we
have here.” Several years ago the district announced plans to use
technology to present language instruction instead of hiring needed
personnel. Parents responded by inviting the superintendent to the
school to discuss their opposition to the proposal. The superinten-
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dent went back to the district with their comments, and the addi-
tional teachers were hired for the program.

The District Foreign Language Supervisor

Since the mid-1980s, Carmine Zinn, the district foreign language su-
pervisor, has had a vision for an elementary foreign language pro-
gram and a commitment to advocating for it and taking the
necessary steps to put it in place. With extensive foreign language
teaching experience in Grades K-12 and strong professional involve-
ment in the foreign language field at the local, state, and national
levels, Zinn was aware of elementary foreign language programs
around the country, and she was eager to see the children in the
Pinellas County schools benefit from such a program.

She began by educating the district superintendent, deputy superin-
tendent, and school board about the advantages of early foreign lan-
guage instruction for children. She received their backing, as well as
the cooperation and support of parents and regular classroom teach-
ers. She wrote a proposal in 1986 to apply for a State Elementary
Foreign Language grant, which provided the initial program funding
beginning in 1987. Severe budget cuts in 1991 led to the closing of
the program during the 1992-93 school year, but the pilot program
laid the foundation for the current program, which began in 1993
with funding from the district’s Magnet Schools Assistance Program.

During the pilot program, Zinn purchased most of the core program

materials, coordinated staff development, and oversaw curriculum

coordination and program planning. Time for curriculum develop-

ment and planning was crucial to building a strong foundation for

the program. Initially, one day a week was available for instructional

planning and curriculum writing because the foreign language teach-

ers had fewer classes to teach and more time for such activities. As |
one grade level was added each year of the precarari, the teachers |
spent more time in the classroom and had less time available for col- |
faborative planning.




At present, however, most of the curriculum has already been devel-
oped and less planning time is needed. Now, one of Carmine Zinn's
most important roles is as a program resource and contact person.
As they plan their lessons, teachers call on her with questions, prob-
lems, or requests for advice. The office of the foreign language su-
pervisor also funds development of new assessment tools, staff
development activities, and updating of the curriculum to incorpo-
rate the national standards for foreign language learning and the
Florida foreign language standards (State of Florida, 1996). “I would
especially like to see more staff development activities that focus on
using technology [in foreign language instruction],” Zinn says.

The School Principal, the Magnet Coordinator,
and the School Board

As the principal of Bay Point Elementary School, Gaye Lively is re-
sponsible for promoting the foreign language program in the com-
munity, for developing community organization partnerships, for
strengthening the articulation between foreign language and regular
classroom teachers, and for ensuring that the school’s improvement
plan is implemented.

With funds provided by the district, Lively oversees the school bud-
get, which involves dividing funds among the different magnet focus
areas. The foreign language program portion of the budget includes
items such as instructional materials, classroom resources, additional
workbooks, technology, software, hardware, a website, and a
webmaster. '

Lively also has a role in curriculum decisions and says that she is
pleased with how well the FLES team has integrated the foreign lan-
guage and regular curricula. She makes sure that each magnet focus
area (math, science, technology, and foreign language) has curricu-
lum training sessions each month, which are open to all school staff.
The foreign language sessions focus on language acquisition, con-
tent-enriched instruction, and Spanish language lessons. “I know that
the foreign language trainings are very popular,” Lively says. “During
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the year, over 50% of the school’s teachers and support services staff
attended voluntarily.”

The magnet coordinator, Linda Evers, oversees all four of the school’s
magnet area programs. In conjunction with the district foreign lan-
guage supervisor, the magnet coordinator plans for articulation be-
tween the elementary and middle school foreign language programes.
Evers maintains academic and demographic statistics on the students
and shares budget and curriculum coordination responsibilities with
the principal.

Although not involved in the daily operations of the foreign lan-
guage program, the Pinellas County School Board plays an important
role in its continuation. The seven board members approve and pro-
vide funding for teacher salaries and materials. They approve the
budget and the staffing model. Aithough the board is generally sup-
portive of the magnet program, members always have to balance it
with other district needs. One school board member says, “We are
especially interested in tangible results showing that foreign language
enhances academic achievement in other areas.”

When the district budget was cut severely in 1991, the school
board decided by a single vote to discontinue the pilot program for
the 1992-93 academic year, despite an excellent program evalua-
tion, strong parent support, and community advocacy efforts at
school board meetings. It was only with the securing of magnet
school funding that the foreign language program was revived the
following year.

Challenges

As the 1991 budget cut illustrates, Bay Point Elementary School and
Pinellas County Schools are not immune to the difficulties faced by
other public schools in the United States. Four problem areas that
have been particularly challenging to Bay Point’s foreign language
program are funding, program evaluation and accountability, articu-
lation, and changes in the student population.
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Funding

One of the biggest challenges is maintaining a program that is con-
sistent despite varying levels of funding and support. Teacher salaries
are the largest cost involved in running the foreign language pro-
gram. The cost for instructional materials and supplies was approxi-
mately $5,000 in 1997-98. More had to be spent in this area during
the start-up phase of the program when texts, technology (comput-
ers, printers, laser disc player, TV, VCR, camcorder, and tape record-
ers), and other essential items had to be purchased. During the

earlier pilot pregram, paying staff to write curriculum was another
major expense.

Magnet school funds of approximately $10,000 per year are divided
among science, technology, math, and foreign language, with tech-
nology usually receiving the bulk of the funds. Currently, the magnet
funds are provided by the district to the school, and the school allo-
cates funds to the various magnet programs, as needed.

Program Evaluation and Accountability

Although the elementary foreign language pilot program was evalu-
ated twice during the 1980s, the current program has not been the
subject of a formal evaluation. Teachers and students chart their
growth through the district’'s PSDA (plan, study, do, act) formula and
through the Student Achievement Model. Teachers are being trained
in data collection so that they can use the information for improving
instruction. They set goals and lock at the results continuously as
part of ongoing informal evaluation. In addition, teachers use rubrics
as a means of monitoring how effective their teaching activities have
been. (See earlier section on Assessing Student Achievement.) Mean-
while, the state is focusing on traditional testing in most subject ar-
eas and is rating schools according to test scores.

Articulation

Students in the Pinellas County School District have the opportunity
to study foreign language from Grades K-12, but the elementary to
middle school transition has been weak. With only two middle
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schools that offer linking foreign language programs, opportunities
for continuation are limited. The students who do well in the el-
ementary FLES program remain together in special classes during
middle school, but even for them, the transition has not been ideal.
In contrast to the emphasis on communication activities in elemen-
tary school Spanish instruction, middle school lessons tend to have a
more formal textbook focus, emphasizing accuracy of grammar and
spelling more than communication. Perhaps most important, ei-
ementary and middle school teachers have not had opportunities to
collaborate to plan instruction that links to and reinforces what was
learned in the elementary school program.

Recognizing this probiem, the district supervisor has implemented
processes to facilitate the transition from the K-5 program to the
middle school. She has met with the middle school foreign language
teachers to discuss what the students coming out of the K-5 pro-
gram can do, looking at their test results, home assessments, and
portfolios. The middle school teachers are learning how to develop a
stronger bridge for these students as they plan instruction that is
more communicative and that builds on what has been learned in
the elementary program. Setting aside time for program planning
has been important in working toward this goal.

Program staff hope that Bay Point students will continue on to the
advanced foreign language programs at St. Petersburg’s two magnet
international baccalaureate high schools. Students must meet a for-
eign language proficiency requirement to be eligible for these pro-
grams, making it necessary in middie school for them to choose
foreign language study over other activities like music and art. Al-
though articulation is a challenge, efforts are underway to meet that
challenge.

Changing Student Population

The Bay Point foreign language program has attracted many parents
and children from outside the local neighborhood and enjoys wide
community support. This kind of support may change as the school
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population increases and as admission is opened to increasing num-
bers of students from the neighborhood area. In addition, the Bay
Point program has been challenged by the transient neighborhood
population, which results in transfers and new students with no pre-
vious foreign language education joining the foreign language pro-
gram in the higher grade levels.

207 =

Integrating New Students

During the first week and a half of classes in the school year, students
new to Bay Point participate in a special program. For these 10 days,
there is no foreign language instruction in the regular classrooms. In-
stead, all new students meet with the foreign language teachers in the
Café Olé classroom for intensive, personalized instruction. They are
taught language learning strategies as well as some of the core foreign
language material already covered by the other students. The teachers
let them know before they enter the regular classes that they are not
expected to produce the Janguage right away, and that they are not ex-
pected to have achieved the same level of proficiency as the other
children. New students are also encouraged to make special use of
computer programs and materials at home and at school to aid them
in their language study. They are able to select areas to work on by
consulting materials from the Home Assessment System. Additionaily,
each new student is assigned a buddy in the class who acts as a partner
and model in the language learning process.

=
Integrating New Students
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Keys to Success
By any standard, the foreign language program at Bay Point Elemen-

tary School is excellent. Several elements have contributed to its
success:

¢ Vision and commitment from the district foreign language supervisor

* Clear articulation of program philosophy and goals

* Funding for materials

¢ Time for staff to develop curricula

* Committed, well-qualified staff, who are also creative and energetic

» Creative, communicative teaching activities

* Multi-faceted, self-paced assessment procedures

* Positive relationships and coordination with regular classroom
teachers

* Attention to state and national standards

* Outreach to and involvement of parents and the community

Perhaps the single most important element has been teamwork. The
foreign language program was designed by the foreign language su-
pervisor and the foreign language teachers as a team. Together, they
brought a high level of foreign language and elementary teaching
experience and know-how to the tasks of designing curricula, identi-
fying materials, and developing an instructional plan that reinforces
the regular elementary curriculum. The teachers worked together to
develop foreign language lessons that enhance content instruction at
each grade level, creating a vast number of visuals, posters, charts,
and other materials to support the program. Now the team has ex-
panded to include regular classroom teachers, administrators, par-
ents, the students, and the community. All are contributing to make
this model program a success.




Springfieid Public
Schools

Springfield, Massachusetts

Elementary school students in Springfield, Massachusetts, have a
number of reasons for finding their foreign language classes useful.
Alex Fleet has already been a “ring boy” in a Spanish wedding and
loves Spanish food. Jaleezah Smith is looking forward to becoming a
doctor, and she wants to be able to talk to her patients. Maria Lopez
would like to understand her grandmother’s stories better, and Nick
Stefanopoulos wants to do well in high schoo!l “and then maybe I'li
get a scholarship to a good college.” Jaleezah and Alex are fourth
graders at Sumner Avenue School; Nick and Maria are fifth graders at
Armory Street School. All four see foreign language as a key to enjoy-
ing enriching experiences and achieving their dreams. jaleezah has
been studying Spanish since preschool; the others started foreign
language learning in third grade. “Learning a language is also fun,
especially the songs,” Jaleezah adds.

Program Overview

These students are participating in a program of content-enriched
foreign language instruction that is being implemented not only at
Armory Street and Sumner Avenue Elementary Schools, but in all 32
elementary schools in Springfield, Massachusetts. Every Springfield
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student in first through fifth grade spends 90 minutes per week in
foreign language study. Language classes are scheduled for 30-
minute sessions three times per week or 45-minute sessions two
times per week. Apart from one school that offers only French, all el-
ementary schools in Springfield offer Spanish. Four schools offer both
French and Spanish; three offer French, Spanish, and Chinese. These
elementary school language programs link to language programs in
the sixth through twelfth grades.

With a population of over 150,000, Springfield is the second largest
city in Massachusetts. There are over 26,000 students in the Spring-
field School District, approximately 80% of whom qualify for free or
reduced-price lunch. Thirty-seven percent of the students are His-
panic, 31% are Caucasian, 29% are African American, and 2% are
Asian American. All elementary schools are “controlled choice”
schools as part of the district’s integration program. In this model,
each school, including the two featured here, reflects the ethnic and
racial diversity of the entire district.

Program Philosophy and Goals

Simply stated, the goals of the Springfieid foreign language program
are for students to communicate and to connect with others who
speak the target language. Foreign language instruction is aimed at
facilitating “genuine interaction with others, whether they are on an-
other continent, across town, or within the neighborhood” (Spring-
field Public Schools, 1996).

The program that Springfield has implemented to meet these goals
is based on three principles set forth in the introduction to the
district’s World Language Learning Outcomes, printed as a working
draft in 1996. The first principle is that “all students will develop and
maintain proficiency in English and at least one other language,
modern or classical” (Springfield Public Schools, 1996). All students
should be able to read, write, and converse in at least one language
in addition to their first language. This competence is critical, be-
cause it enables Americans to communicate with people in other cul-
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tures in the United States as well as in other co “tries. Foreign lan-
guage education gives people the ability to "look ueyond their cus-
tomary borders” while providing them with a greater awareness and
understanding of their own culture and language and with access to
information, experiences, and resources that are closed to people
who know only one language (Springfield Public Schools, 1996).

The second principle is that “all students can be successful language
and culture learners.” In order to support this learning, the study of
language and culture is integrated into the total school experience.
Instructors also recognize individual differences in students’ rates of
learning and in their learning styles. “The student is at the center of

an effective foreign language classroom” (Springfield Public Schools,
1996).

The third guiding principle of Springfield’s foreign language program
is that “language and culture is [sic] part of the core curriculum.”
Foreign language connects with all of the other disciplines. "It is built
on the general curriculum rather than restricted to the foreign tan-
guage curriculum,” explains Kathleen Riordan, Springfield’s Director
of Foreign Languages (Met, 1998, p. 266). Like other subjects, for-
eign language education must reflect local, state, and national stan-
dards and “incorporate effective strategies, assessment procedures,
and technologies” (Springfield Public Schools, 1996).

in the Ciassroom

Curriculum

The principles and goals of the foreign language program are re-
flected in Springfield Public Schools’ World Language Learning Out-
comes (Springfield Public Schools, 1996), which is based on The
Massachusetts Foreign Languages Curriculum Framework (Massachu-
setts Department of Education, 1999). Springfield’s outcomes docu-
ment sets forth learning goals for all grades and lists age-appropriate
topics, content, and types of texts for Grades K-5, 6-8, and 9-12.
Under the heading “Types of Text,” this framework document sug-
gests the kinds of materials to be used for the development of lit-
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eracy skills in the target language. Foreign language classes in early
grades should include print matter such as posters, rhymes, and
short readings. Classes in upper elementary grades are to use texts
such as magazines, schedules, stories, and dictionaries, and techno-
logical resources for authentic materials.

301 W

Grades K-5 Topics and Content

Topics close to the self, the home, and the school using learned words,
phrases, and expressions in social, face-to-face situations.
family

friends

home and house

classroom

ariimals

counting

days, dates, months

alphabet

colors and shapes

weather

festivals and holidays

myths

arts

music

games

introductions, greetings, and leave-takings

health, food, parts of the body

geography vocabulary

signs and symbols

daily routines

feelings

contact with other cultures _
topics from other subject areas: science, arts, math, and social studies

-
K-5 Topics and Content
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Grade-level outcomes are organized according to the five strands of
the national standards for foreign language learning: communication,
comparisons, cultures, connections, and communities (National Stan-
dards in Foreign Language in Education Project, 1996). Each strand
includes an outcome statement, progress indicators, and specified
outcome assessments. For example, the outcome stated for the
Communities strand for the end of Grades 3-5 is that “All students
will continue to use a language in addition to their first language to
participate in local and global communities.” The progress indicators
are that students will use the new language to prepare informative
posters for the local library about regions where the target language
is used; identify words from the target language used in such fields
as medicine, {aw, and science; and identify careers where knowing
more than one language is useful.

These outcomes are cumulative, so students by the end of Grades 3-
5 are also expected to be able to do the activities described in the K-
2 outcome statements and indicators. In this instance, the K-2
progress indicators are that students will use the language to “inter-
act with native users of the target language inside and outside the
classroom” and “participate in school/community activities.” (See
Appendix 3 for sample K-2 Learning Outcomes for World Lan-
guages.)

The outcome assessments specified for the Communities strand at
the Grade 3-5 level include student learning logs, a teacher observa-
tion checklist, and role plays. (The full set of outcomes is available
from Springfield Public Schools.)

In Springfield’s 1998 World Language Learning Outcomes (Springfield
Public Schools, 1998), topics or themes are divided by grade level,
K-5. Detailed curriculum information for each theme is included un-
der the headings of Content Areas, Outcomes, Vocabulary/Structure,
Culture, Instructional Activities (including recommended textbooks
and other materials), and Assessment Activities. (See Appendix 3 for
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a sample curriculum page for the fourth grade numbers theme: “Ge-
ometry, Measurement, and Working with Data.”)

This impressively detailed curriculum is largely the result of a major
initiative led by the Superintendent of Schools and the Director of
Foreign Languages. In the early 1990s, Massachusetts passed an Edu-
cation Reform Act, which included foreign languages as part of the
core curriculum for all grades. In 1995, Springfield convened a sum-
mer workshop at which foreign language specialists and elementary
teachers built on the state program to develop the district’s own
content-enriched curriculum and learning outcomes. They are “con-
tinuing this ongoing curriculum development work as the program
evolves” (Riordan, 1998, p. 264). The fifth grade curriculum was
completed in 1998.

3.02 ™
The Massachusetts Foreign Languages Curriculum
Framework

The Massachusetts Foreign Language Curriculum Framework has been
the major source for Springfield’s program design (Massachusetts De-
partment of Education, 1999). The third edition of the framework is an
85-page booklet describing the principles, strands, and standards for
foreign language programs in Massachusetts public schools. After a
four-page description of the guiding principles underlying the frame-
work, a table displays a four-stage medel of language proficiency. Each
stage includes descriptions of what students can be expected to do at
that proficiency level. Stage 2, for instance, includes this description for
modern language learners: “As they enter Stage 2, students begin to
create new combinations of the language they have learned in Stage 1.
Messages are understandable but some patterns of error may interfere
with full comprehension” (p. 9). A note at the bottom of the page cau-
tions that students do not progress through the stages in a smooth lin-
ear way but may move back and forth, “at one moment showing
confidence and accuracy, at another moment losing both” (p. 9).
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The foreign language curriculum framework is presented in five sec-
tions organized by the five content strands: Communication, Cultures,
Comparisons, Connections, and Communities. In addition, eight learn-
ing standards specify what students should know or be able to do
within each strand. In the Comparisons strand, for example, one learn-
ing standard states, “Students will demenstrate an understanding of
the nature of language through comparison of the language studied
and their own. In classical language study, discussion and writing will
be in English.” Much of the rest of the booklet describes in detail the
expected learning outcomes at different grade and proficiency levels
for the standards for each strand. Appendices include sample activities,
assessm:nt procedures, and a helpful re-casting of the framework, orga-
nized by stages rather than by strand. In addition to a well-organized
bibliography, there are two particularly useful technology-related ap-
pendices. One describes a variety of uses of technology for the lan-
guage teacher and learner; the sccond outlines “technology literacy
comptetencies” as they relate to foreign language study.

B |
The Massachusetts Foreign Languages Curriculum Framework

Spanish at Sumner Avenue School

At Sumner Avenue School, William Tarnowski is responsible for all for-
eign language instruction, which is in Spanish. His printed schedule
is a patchwork of 20- and 40-minute blocks. Typical of other foreign
language teachers in Springfield elementary schools, Tarnowski is the
only foreign language teacher at his school.

The 22 third graders look up at teacher Tarnowski when he enters
the classroom. There is a quick exchange or buenos dias and other
expressions of greeting, and the Spanish class begins. After a few in-
troductory remarks, Tarnowski quizzes the students about the conti-
nents and oceans. Referring to charts and pictures around the room,
he asks about color, weather, and compass directions to check that
students recall previous material. Raising and waving their hands,
many of the children seem prepared and eager to answer, and most
of their answers are completely in Spanish. Soon the group launches
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“Los Siete Continentes” Song
by Bill Tarmowski

Hay siete continentes en el mundo,
Pero yo vivo en Norteamérica.
Al sur esta Sudameérica.

Al este esta Europa
Y al sur de Europa esta Africa.

Asia es el mas grande.
Australia es el mas chiquito.
Antartica es el mas frio,
donde solo viven los pingiiinos.

En las Amazonas hace calor.
En los polos hace frio.
Si en California hay un tembilor,
No quiero estar alli! NO!!

Pero yo vivo en Norteamérica,
Estados Unidos de América.
Yo vivo en Norteamérica.

|
Continents song




into a spirited rendition of an original teacher-composed song, “Los
Siete Continentes,” a treatment of the geographical topic of the day.
Tarnowski taps out the beat as the children gesture and sing the lyr-
ics printed on a poster.

Next, the students place velcro fabels of continents and oceans on a
world map. “;Hay un error?” the teacher wonders aloud, and the
children scramble to put the world back in order. in a follow-up as-
sessment activity, the children listen to statements about continents,
weather, and animals and indicate their approval with “bien” and a
thumbs up or disapproval with a “mal” and thumbs down. The chil-
dren then move to the front of the room to add pictures and animal
labels to the map. As they position the animals around the world,
Tarnowski asks questions in Spanish, such as, “What kind of water do
whales like?” At one point, the students stand and use their arms as
compass needles to respond as the teacher says the directions.

Finally, there is a two-part written quiz. One girl quickly announces,
“This is easy,” as she matches numbered location names with a num-
bered map. She looks less confident as she examines the more diffi-
cult questions. Students must figure out a given continent by reading
statements about its location in relation to other continents, for ex-
ample, “Yo vivo en ___ porque al oeste esta Africa. Al noroeste estd
Asia. Al sur esta Antartica” (I live in because to the west is Af-
rica. To the northeast is Asia. To the south is Antarctica). Afterward,
the class checks their work, reading the guestions and answers aloud
and sticking the correct numbers on the map at the front. There is
time for a final rendition of the continents song and the teacher an-
nounces that next time they will turn their attention to a map of the
United States.

The framework for this class and the other Spanish classes that
Tarnowski teaches is the district’s foreign language content-enriched |
curriculum, which is based on the district’s overall curriculum con- ;
tent. “l have a general idea of what is going on in the other classes, |
and | try to match what they are doing,” he says. “When that's not
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possible, | try to focus on what has the widest application or what
has the highest interest to the children.”

He also believes in the importance of reading Spanish. Even in third
grade, the children can borrow Spanish books or magazines from the
library. They also make their own booklets and do partner reading
activities. “The main goal in these grades is speaking and compre-
hension, and there is certainly less writing than speaking,” Tarnowski
says. “But certain kids are visual learners, and we would be short-
changing them if they were not exposed to print. In the early
grades, | don't force the writing, but for those who want to, | let
them go with it. In third grade and earlier, we do formulaic sorts of
writing. Later on, in fourth through sixth grades, the children do
more original writing.”

His colleague, Jackie Pashko, a regular classroom teacher of third and
fourth grade, agrees that the foreign language program is going
well. "When this program was first introduced, | was somewhat am-
bivalent,” Pashko says. “l thought of foreign language as a kind of
enrichment for gifted children.” Now she says that she recognizes
how helpful the program is for all students. “It's an opportunity for
these children to be rewarded for being verbal, another opportunity
for them to shine,” she says.

Lisa Pion, who teaches first and second grades at Sumner, agrees
with Pashko. “There have been advantages [from their studying
Spanish] with their learning to read and write English,” she says. In
her phonics program, she refers to the Spanish word azul and com-
pares it with the English school. “It sounds similar, so we definitely
talk about it,” Pion says. She believes that the children are easily able
to handle both languages.

Fifth Grade French at Armory Street School

Barbara Consolini's world language classroom at Armory Street
School is full of props, posters, and charts in French and Spanish,
and she teaches both. Books and games fill the shelves. The only
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thing missing is a computer. Like Tarnowski, Consolini is the only lan-
guage teacher in school.

Barbara Consolini’s 30-minute French class for a group of 12 fifth
graders goes smoothly. She uses French almost exclusively and
awards stickers to children who do the same. Her lesson on animals
of the forest is rich with pictures and figures of foxes, rabbits, squir-
rels, and other wild creatures. After 10 minutes reviewing a story the
students had read previously, Consolini asks questions about various
animals. Students look in their notes and consult a chart at the front
of the room to help form their answers. Several stickers are awarded
during the activity. The class concludes with the launching of a
project. The students are going to make a book that compares a
number of forest animals. Students collaborate with the teacher in
making a diagram on the board, displaying the important informa-
tion, especially similarities and differences, for /'ours (bear) and /o
chouette (owl). The 30 minutes go by quickly, and they will have to
resume the book project next time. Students copy the chart and
store the results in folders that they keep in the room.

Compared to lessons in Tarnowski’s third grade class, this fifth-grade
lesson shows a greater involvement with print and a bit more atten-
tion to accuracy, which is consistent with the district-wide curricu-
lum. “I'm not really that concerned about grammar,” Consolini says.
“It's a gradual process, and | mostly want to expose them to as
much language as | can. They already have the content foundation
from the regular classroom teacher, so | can focus on the topics they
like. They are generally motivated, and interest is high.”

Angie Chaconas, a classroom teacher at Armory, is strongly support-
ive of the program. “It's one of the best things ever to happen to
our school’s curriculum, and | hope it is here to stay,” she says.
Chaconas observes that the children make connections from Spanish
that help to improve their English vocabulary, and they become
more confident in both languages. “I envy people who speak an-
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other language, “ she says. “it's good that they’re learning while still
so young.”
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Native Spanish Speakers Study Spanish

Both Summner Avenue and Armory Street Schools have a large number
of students whose home language is Spanish, which has turned out to
be an asset to the language program. These children are sometimes
used as Spanish classroom resources, providing Spanish vocabulary and
cultural information to their classmates. In other classes, they often
serve as transkators for monolingual English-speaking classmates. Stu-
dents from Spanish-speaking households usually profit from Spanish
instruction as well, because they are generally familiar with informal
spoken language and not so well acquainted with the more academic
register taught at school (Valdés, 1995). Of course, some Spanish-speak-
ing children simply study an unfamiliar language, such as French or
Chinese.

u
Native Spanish Speakers

Articulation

Springfield has a history of foreign language instruction in elemen-
tary school that reaches back as far as the 1950s, when French was
part of the curriculum for all fourth grade students. In the following
decades, additional languages and other elementary grades were
added. After the FLES program was all but eliminated during lean
budget years in the 1980s, it re-emerged in the early 1990s, begin-
ning to take its current structure in 1993, at least for a limited num-
ber of students (Riordan, 1998, pp. 263-264). The program became
district-wide in 1995.

Perhaps it is partly because of this long history that articulation has
been carefully built into the Springfield foreign language program.
All students begin to study a language beginning in first grade, most
often Spanish, though a number have a choice between French and
Spanish, and a few have the option of Russian or Chinese. (Russian is
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available in a two-way immersion program at one K-8 school.) Stu- _
dents continue with their initial foreign language through fifth grade. 3
In sixth grade, they can choose whether to continue with the lan- |
guage they are already studying or change to a different one.
Riordan believes that offering this choice is particularly important
since most children did not have a choice about which larguage to
study earlier. About 65% of the children choose to stay with the lan-
guage they started with.

All four of the languages offered in the elementary school program
may be studied through Grade 12, accordin/g to the district plan. In
order to accomplish this, “a number of logistical and instructional is-
sues still need to be addressed,” Riordan says. At present, only a few
schools offer the less commonly taught languages, Russian and Chi-
nese. After sixth grade, students stay within a sequential program in

the language they have selected, but students in high school can
add German, ltalian, or Latin.

In addition to strong curricular guidelines, regular meetings support
articuiation among elementary grades and between elementary and
higher grades. There are voluntary monthly meetings of all foreign
language teachers, and workshops are held to bring together el-
ementary and middle school instructional staff and principals. At
these workshops, the teachers are able to develop a “sense of what is
happening and what needs to be done” so they will be ready for the
beginning of school the following September, Riordan says.

Assessment

FLES staff try to balance holistic and discrete-point assessments. On
end-of-the-year speaking tests in eighth grade, for example, students

are tape recorded as they respond to recorded speech prompts or to

pictures, and teachers grade with a holistic rubric. Other tests rate |
students on their ability to carry out specific tasks, such as identifying |
objects in pictures or using appropriate greetings. The district-wide
tests include listening comprehension in Grade 3 and tests of speak-
ing and writing in Grades 8, 9, and 10. Teachers administer these
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tests and grade them using a holistic scoring system. To check accu-
racy, a 20% sample is spot checked by a committee, which gives a
second rating. These ratings are shared with the teachers as a way
for them to assess their own reliability as raters.

A third-grade listening comprehension test was developed for all
four languages and is administered in all the schools. On this test,
teachers read aloud 25 words and sentences from a standardized
script, and students circle the picture that most closely matches
what they hear.

Dozens of classroom assessment activities are used, as suggested in
the curriculum frameworks documents. These range from oral inter-
views and presentations to reading comprehension assessment en-
hanced by visual cues.

The People Behind the Program

Foreign Language Teachers

William Tarnowski and Barbara Consolini, like nearly all other foreign
language teachers in the FLES program, are certified for elementary
school and are proficient in the languages they teach. One of the
most important criteria during the hiring process is whether the ap-
plicant can actually speak the language. Partly because of
Springfield’s long involvement with foreign language instruction at
the elementary level, most of the teachers are from the area. Other
teachers have been recruited through advertising in newspapers, liai-
son with local colleges, and at meetings and conferences. “I never
go anywhere without my flyers,” says Kathleen Riordan. Word-of-
mouth by current teachers has also been effective. For example, find-
ing well-qualified Chinese instructors was not a problem, because the
first teachers hired helped recruit new teachers. A challenge for
Springfield is competing with more affluent districts in neighboring
Connecticut for well-qualified teachers.




Parents

Parents are very supportive of the foreign language program, al-
though their direct involvement is limited because most of them
work. Parents learn about the program through school newsletters, a
community cable network program that airs twice per month, school
open houses, and parent/teacher conferences. But mostly they hear
about it daily from their own children, especially when they bring
home classwork in Spanish or French.

Gioria Smith, mother of Sumner students jaleezah and janet, says
that this program is “right on time” for her daughters. “If they don’t
start until high school, it’s too late, and learning the language would
be really difficult,” she says. Terry Benson, who has four children at
Armory Street School, agrees. “When they are little they are aren’t so
shy or embarrassed just to jump in—and it probably sticks in their
heads better.”

Janine Fleet, whose daughter, Barbara, and son, Alex, study at
Sumner, says that although neither she nor her husband speaks a for-
eign language, she is enthusiastic about their children learning Span-
ish. She observes that foreign language study trains the mind in a
certain way and is useful in a career, but most important, “it enriches
them as human beings and builds their respect for others.” Fleet has
been active in the Sumner Avenue School Parent/Teacher Organiza-
tion, which has sponsored a Puerto Rican culture day and funded a
recent Hispanic music presentation.

School Principals

Sumner Avenue School principal Carol Costigan says that her main
role with the foreign language program is to ensure that it contin-
ues. She was the principal in 1993, when the schoois were asked to
implement the foreign language program. “I never needed convert-

ing,” she says. “I think it contributes to brain development and over-
all learning.”
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Catherine McCarthy, principal of Armory Street School, is also sup-
portive of the program. Knowing a foreign language is “beyond im-
portant and necessary,” she says. “You're at a deficit without it.”
Because the Armory school attendance area includes both Spanish-
speaking and historically French-speaking neighborhoods, both lan-
guages are offered at the school. Parents have been very enthusiastic,
she says. “They have been requesting even more languages.” But
McCarthy's priority is to offer more support for foreign language ac-
tivities after school. Possibilities include a Big Brother/Big Sister ar-
rangement with high school students, volunteer tutors, or linkages
with the YMCA and YWCA.

School Superintendent

Not all school principals have been as supportive as McCarthy and
Costigan. When the program was first being implemented, a number
of principals in the district were opposed, saying that time was being
taken away from more important things and that the funds going to
foreign language could be better allocated elsewhere. “They saw lan-
guage learning as interfering with the development of other skills,”
says Peter Negroni, Superintendent of Springfield Public Schools.

Although Negroni is not responsible for the day-to-day operations of
foreign language instruction in Springfield schools, many in the dis-
trict say that his advocacy and leadership are largely responsible for
the program’s implementation and continuation. One big step has
been that “the classroom teachers have come around” and now rec-
ognize the positive contribution that foreign language study has
made in the language development of all students. “In a way, the
traditional reputation of foreign language study has made it its own
worst enemy,” Negroni says. “There’s been a perception that it is
only for the most gifted.” Negroni has been tireless in his support of
foreign language instruction, once or twice having to tell a reluctant
principal, “You will do this.” He has also compromised when neces-
sary, delaying the phasing in of foreign language instruction in kin-
dergarten and first grade, for example, when a school wasn’t quite
ready to begin.
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District Foreign Language Directior

Kathleen Riordan’s main areas of responsibility as Foreign Language
Director for Springfield Public Schools are teacher recruitment, pro-
fessional development, and curriculum development. She is quick to
point out that she does not directly supervise the language teachers.
"I visit the classes quite often,” she says, “but not in an evaluative

way unless there is a problem. It is the principals’ responsibility to
evaluate the teachers.”

Riordan has been involved in foreign language teaching in Spring-
field for over 30 years. She taught Spanish and French at the junior
high and high school levels before becoming the district’s director
for language programs in 1978. “it is all much more school-run than
when | started,” she says. Each school has its own budget for instruc-
tional materials, for example, and decides independently how to di-
vide those funds among the subject areas. Although initial hiring
decisions are made in the central district personnel office, if there are
multiple candidates for a position in a school, the principal makes
the choice.

Professional inservice development for language teachers is impor-
tant, Riordan believes, and it must include both theory and practice.
“People like to attend workshops that offer classroom strategies or
‘make and take’ materials they can use in their classrooms right
away,” she says. “But it is important to balance these with teachers’
need for a better understanding of language acquisition. Understand-
ing ‘why’ gives the practical things their value. Then the teacher
knows how to fix an activity if it doesn’t work as planned.” She also
insists that staff development focus on instructional goals. “Successful
teaching is not just about activities,” she points out. “The activities
have to be more than busy work or fun; they must have a purpose.”

Challenges

The Springfield FLES program faces a number of challenges, includ-
ing the need for more after-school activities. Scheduling is a maijor
challenge at most schools, because there is generally only one for-
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eign language teacher for the entire school. Kathleen Riordan notes
that it would be ideal if all schools could offer more time for lan-
guage instruction. “If not enough time is devoted to language
classes, then the students don't fearn,” and the program does not
succeed. However, the ideal is not always possible, and providing
adequate instructional time for all students in the school necessitates
very creative scheduling of the foreign language teachers’ time.

Assessment is a major concern, because funding is often contingent
on test scores demonstrating success. Thus far, Springfield’s foreign
language program has fared well. Students are assessed on word,
sentence, and paragraph recognition. They listen to spoken items
and select a picture that best reflects the response for each item. Re-
sults show that students are demonstrating progress in listening
comprehension, are mastering the vocabulary in the curriculum, and
are beginning to internalize the language they hear in the classroom.
Since 1998, a listening comprehension test has been administered to
all third graders in the district. The biggest test of the FLES program
will occur when the state language assessment is administered at a
date as yet to be determined. The development of a state language
assessment is the result of the addition of foreign languages to the
state core curriculum.

Finally, the phasing in of two-way bilingual programs in many
schools during the next few years will be a challenge. Successful
implementation of one Russian and seven Spanish programs will re-
quire tremendous effort on a range of levels. The district intends to
put a major focus on the professional development of teachers, the
acquisition of appropriate instructional materials, and the education
of parents for successful student recruitment and retention. As school
board member Kenneth Shea points out, the board “has no issues
with foreign language programs, but with bilingual programs, yes,
there are political concerns.”




Keys to Success

Two elements stand out as critical to the success of this ambitious
district-wide program. Kathleen Riordan (1998, p. 266) says that flex-
ibility is an important attribute for school and district staff who are
initiating or implementing a foreign language program. She de-
scribes how important it is that school leaders and advocates recog-
nize local realities and adapt to them. Springfield is a fine example of
this flexibility, particularly since it has relied primarily on its own re-
sources. Springfield is not a wealthy district, and its language pro-
grams benefit from few federally funded initiatives. However, it has
used its limited funds creatively to support this well-organized pro-
gram in a rather decentralized school system. The flexibility of the
program is evident in the differences between schools, but the pro-
fessional quality of the curriculum, content, and instruction testify to
a core of high standards that all schools have agreed to.

The second key element of Springfield’s success is leadership. “The
best way to deal with diversity and culture is through language,” Su-
perintendent Peter Negroni stated in a video aired on Springfield’s
Channel 57 in 1997. “We believe that we are going to be the first
district in the nation to graduate fully bilingual students in a variety
of languages. And maybe, just maybe, they will know three or four
languages.” His enthusiasm is genuine and contagious. Like Negroni,
Kathleen Riordan has been tireless, eloquent, and effective in her
team building, her advocacy, and her efforts to make the program
work. It is no mere coincidence that Springfield has such a well-de-
signed foreign language curriculum and that Kathleen Riordan was
tapped for Massachusetts’s Foreign Languages Curriculum Develop-
ment Committee. “When seeking advocates for language prograims,
one can never attend too many meetings, “ she says (1998, p. 265).
Riordan and Negroni have certainly done more than their share to
ensure that the people of Springfield recognize foreign language
learning as an integral part of public education.

-
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Ephesus Road
Elementary School

Chapel Hill-Carrboro City Schools
Chapel Hill, North Carclina

Huge student-painted murals decorate the classroom walls with
scenes of the foothills, mountains, and coast of North Carolina.
Twenty-one first graders are seated on the floor, listening, pointing,
and repeating as the same number of fourth graders help them re-
view French words for numbers, animals, colors, and verbs of mo-
tion. The fourth graders take turns asking questions in French about
specific animals, such as, “Dgoes it swim, or does it run?” and “Is it
brown, or is it red?” Then the game begins. At the front of the
room, eight numbered stuffed animals are sitting on chairs. A fourth
grader pulls a numbered card from a sack and declares, “Je vois, Je
vois . . ." ("l see, | see . . .”). And the younger children ask in French,
“What do you see?” The fourth grader replies (in French) with hints:
“It's an animal. It has four feet, it can walk, and it’s brown.” When a
first grader guesses an animal (by number), a fourth grader holds up
the stuffed representative for confirmation. Another fourth grader
pulls another card and says, “l see, 1 see . . . | see an animal. . . . it
has four feet, it can jump, it is green.” And the six-year-olds guess
the number indicating a frog.
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The children describe and identify over a dozen stuffed animals with
colors, shapes, body parts, and verbs of motion. The first-grade stu-
dents are enchanted and extremely engaged. The fourth grade stu-
dents are eager for their turn to participate and read descriptions in
front of the class. When the game ends, there is a surprise. The
fourth graders show the first graders a book they have written about
the animals of North Carolina. It has already been presented to the
schoo! library, where it received official bar coding. All of the stu-
dents are extremely proud. Language teachers Carol Orringer and
Nathan Hestei are also proud. This mixed-grade activity is the result
of several weeks of planning and preparation for them and their
students.

These students attend Ephesus Road Elementary School, the largest
of seven elementary schools in Chapel Hill, a town in central North
Carolina. The Chapel Hill-Carrboro City Schools have a districtwide
enrollment of 8,227 in kindergarten through twelfth grade. Fourteen
percent of the students qualify for the federally subsidized free lunch
program. Students at the seven elementary schools participate in a
content-enriched FLES program that was initiated district-wide in
1988-1989 in response to a state initiative. French is taught at three
of the elementary schools, including Ephesus; Spanish is offered at
the other four. Foreign language study is an option at all three
middle schools and at the two high schools.

One of the fastest growing elementary schools in the district,
Ephesus Road Elementary is a community-based neighborhood
school with an enrollment of 686 students (1997-1998). All students
participate in the foreign language program except those with severe
developmental delays. The school’s student population reflects the
diversity of the community, with over 30 native languages
represented.

!
|
Program Philosophy and Goals

“The program is not just ‘Let’s teach French,” ” Carol Orringer says. \
“It's about multicultural understanding, appreciating differences, :
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reminding students daily that people interact differently.” Proficiency
is the overall goal for the district’s foreign language program. Stu-
dents should be able to “communicate directly and effectively with
people from other cultures” (Harris, 1998, p. 12). Three sub-goals
support the overall language program goal of proficiency in listening,
speaking, reading, writing, and culture.

1. Build cross-cultural understanding: The program emphasizes a
positive attitude toward others, including those who come from
other cultures. While learning the customs, cultures, and lan-
guages of other people, students learn how to live in an ever-
changing society.

2. Develop communication skills: Students develop foreign language
(called “world language” in program documentation) comprehen-
sion and expression. Instruction is carried out in the foreign lan-
guage.

3. Incorporate grade-level and content-enriched curriculum: The
World Language Program reinforces the grade-level curriculum
through interdisciplinary activities. This is especially emphasized in
Grades K-8. Content from other curricular areas is incorporated as
much as possible.

(Harris, 1998, p. 12)

“These goals are for the entire district and for all grades, but the el-
ementary program is the first step,” says Carol Orringer.

Program History

Impetus

In 1985, the North Carolina legislature mandated that a North
Carolina Standard Course of Study be developed that would make
foreign language study a basic requirement in all elementary
schools (Grades K-5) by 1993, vith the option for students to con-
tinue foreign language study in Grades 6-12. The Chapel Hill-
Carrboro City Schools system was one of the first in the state to
adopt this plan, and funding enabled it to begin implementation
by 1988.
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Planning the Foreign Language Program

Prior to implementing a program, an advisory committee was formed
to make recommendations to the local school board regarding the type
of elementary foreign language program that should be offered and to
develop a plan for implementing it. This advisory committee included
parents, regular classroom teachers from the elementary, middle, and
high schools, foreign language teachers from junior high and high
school, principals, school district administrators, a liaison from the
University of North Carolina (UNC) at Chapel Hill, world languages
coordinators from two other counties, and a graduate intern from
UNC-Chapel Hill. The committee conducted surveys, researched for-
eign language programs in other areas of the country, and conducted
meetings with parents, school staff, and community members. Their
recommendations included an overall plan for how the language pro-
gram would be phased in and firmly established.

-
Planning the Foreign Language Program

Language Choice

French and Spanisht were the two languages chosen to be taught in
the districtwide elementary foreign lanquage program, a decision
based on the recommendations of the district’s advisory committee.
These languages were chosen because they would link to the foreign
language instruction already provided in the middle schools, and be-
cause there was already expertise in French and Spanish within the
district. In addition, because both Spanish and French are Romance
languages, it was hoped that similarities between the two would fa-
cilitate the use of common teaching strategies and similar curricula
and make it easier for students studying one language to learn the
other language. To determine which schools should teach which lan-
guages, surveys were sent to elementary teachers, principals, and
parents. French was chosen as the language of study at Ephesus
Road Elementary School.
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Initial Implementation

Because of the state mandate, the district had funding to appoint a
foreign language teacher as a half-time coordinator to oversee the
development and implementation of the program. Carol Orringer,
now one of the two foreign language teachers at Ephesus Road El-
ementary School, held this position for 7 years during this early stage
of program implementation. Before the program began operating,
Orringer taught demonstration lessons in the elementary schools,
which gave her the opportunity to build support and reduce appre-
hension about the program.

Orringer’s responsibilities as coordinator included planning the cur-
riculum. This involved .-corporating state foreign language guide-
lines and integrating material from the regular elementary curriculum
into the foreign language curriculum for a content-enriched ap-
proach. During her 7 years as coordinator, she met regularly with the
elementary, middle, and high school foreign language teachers
throughout the district, made presentations to the local school
board, publicized the program, and continually looked for ways to
improve it. The position was phased out when the FLES program be-
came fully operational in ail grades and state funding ended.

State Mandate Becomes Local Initiative

When it became apparent that the 1984 mandate would not be en-
forced as a law, many North Carolina districts dropped their plans for
elementary foreign language programs. But the Chapel Hill-Carrboro
City School district remained committed to the K-12 foreign lan-
guage plan they had developed and begun to implement. They re-
tained their elementary foreign language program with district
funding, with state funding for the coordinator. At present, funding
comes almost entirely from the district.
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In the Classroom

Engaging Language Learning Activities

The French lessons at Ephesus Road Elementary School demonstrate
that content-enriched instruction is not necessarily a dull, fact-drilling
experience for the students. Even the learning objectives stated in the
lesson plans indicate how lively and interesting the classes can be. For
example, these are some of the objectives in Nathan Hester's plan for
a fifth-grade lesson on the geography and time zones of Canada:

e Civen an oral command, the students will move a cut-out of a
moose, an animal native to Canada, in the correct direction on a
map of the country.

* Based on the position of the moose, the students will identify in
which geographic region of Canada the moose is traveling.

French Class (Grade 5)

by Cassie Robertson and Megan Cullen
2/27/98

We enjoy French because it not only teaches French, but it
teaches us about the world and our surroundings. To learn
about these subjects in a fun way, we play games, sing songs,
and make stories.

One thing we have learned about, is Canada. We have made a
board game, that was about the races in Canada. It asked ques-
tions about Canada. During the second quarter of school, we
learned about the regions in Canada. She taught us this by mak-
ing a book about a moose that is looking for some leaves to eat
and to do that he traveled into the 3 regions of Canada. The
book said what was in each region. Then we made a small copy
for ourselves.

n
Reprinted with permission
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* At the end of the moose’s journey, the students will be able to tell
what time it is in the new location of the moose (since the moose
will travel through several time zones).

The lesson itself, conducted entirely in French, begins with a few
warm-up questions about the time and date. Next, a student helper
selected through a quick round of French hangman steps to the
front, faces the class holding up a large clock and moves the hands,
asking, “Quelle heure est-il?" (What time is it?). When Hester is satis-
fied that the students know their French time expressions, he asks
about the times in different parts of Canada. “If it is 5 o’clock in Brit-
ish Columbia, what time is it in Quebec?” he asks, pointing to a large
map. A geography review is next, accomplished through a group
rendition of the familiar tune of “La Cucarachg,” but with French lyr-
ics that list the provinces of Canada from west to east. Now the stu-
dents are ready to listen to the teacher’s story of the big moose that
travels across the country to be reunited with its baby moose. Stu-
dents sit in groups, each with its own map and moose figure. As the
teacher narrates the rather farfetched tale, he punctuates the story
with questions about the geographic regions and time zones that the
moose gallops through. Hester checks that each group is able to po-
sition the moose correctly and that everyone can answer his ques-
tions. This part of the lesson ends with a math problem involving the
local time where the moose began, the amount of time spent travel-
ing, and the local time at the moose’s destination. Hester circulates
among the students to help individuals with any problems they may
be having. The class closes with a song. During the entire aclivity-
packed 20-minute lesson, not a word of English has been spoken,
and the stated lesson objectives were definitely met.

No single methodology is followed by the teachers. “I'll use Total
Physical Response or maybe a game, depending on the class,” says 4
Nathan Hester. “I try to select activities so that they follow a logical |
order, beginning with something easy so there will be a high succass 1
rate to build confidence, and then working toward the harder stuff.”
Hester also takes care to include a lot of visuals and “hands-on”
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activities in the lesson and builds in opportunities for students to vol-
unteer. Although the teachers use French almost exclusively during :
the lessons, Carol Orringer says, “We make sure that the regular l
classroom teacher is clear on the lesson content and goals, and for

that we use English.”

Songs are a notable feature of the French program at Ephesus Road
Elementary School. French teachers in the district have written and
compiled collections of songs for students to sing in French. In addi-
tion to the Canadian geography song that Hester used in his lesson,
there is also a “rap” for beginning a class, and songs about parts of
the body, family relationships, clothing, and other basic topics. Con-
tent-based songs mostly focus on topics in science and geograpny,
inciuding temperature and weather, the planets, compass directions,
and even the life cycie of the frog.

Students also write poetry. For example, students in one fifth-grade
class wrote humorous poems about animals (see 4.03, “Les poemes
de Ryan Egan). In addition, students visit Web sites where they can
read about French and read other students” work in French (see
4.04, “Ethnokids”)..

District-wide activities

Ephesus Road students participate in special system-wide programs
and events such as the International Fair and Declamation Poetry
Contest that bring the elementary, middle school, and high scheol
programs together. “These types of activities are important and excit-
ing,” says Carol Orringer. “They help the teachers, administration,
and students realize that they are all part of the same program, and
they increase the chances that students will continue their involve-
ment with languages as they advance through the system.” In the
annual Declamation Poetry Contest, elementary school students
memorize and recite selected poems in their new language. A panel
of three advanced foreign language students from the high school
judges the presentations according to three criteria: knowledge of
the poem, pronunciation, and quality of the presentation. The third
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criterion refers to whether the child seems to understand the poem
and recites- it with some feeling. A minimal participation fee is
charged to cover the cost of the juice and certificates that everyone
receives and the cost of prizes for the winners. Twenty-three Ephesus
Road first graders participated in 1998.

Each spring an international fair is organized around a specific
theme, such as “Many Places, Many Faces,” and parents and others
in the community attend. Each school in the district decorates a
table or booth displaying student work and illustrating the cultures of
the people who speak French, Spanish, and other languages.
Ephesus students have the opportunity to make crépes, show books
they created, sing songs, and model costumes. A highlight of the

403 m
Les poémes de Ryan Egan
Je marche a minuit,
Je regarde les nuages.
Dans le grand ciel,
Je vois la lune de fromage!

-----------------

Je mange le déjeuner,

Vient le chien.

Le chien mange mon déjeuner,
Le chien dit, “Mmm. Tres bien!”

Il y a beaucoup d'animaux,
Dans la chaine alimentaire.
Qu'est-ce que mange 'unicorne?
Peut-étre beaucoup d’air?

Je marche dans ma maison,

Jécris a I'ordinateur,

L'ordinateur, il a faim,

11 mange !'ordinateur chip! J'ai peur!

»
Reprinted with permission
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North Carolina

Ethnokids

A recent internet project of the French program at Ephesus Road
Elementary is “Ethnokids” (http://www.ethnokids.net). This Web

site is the joint effort of FLES program teachers and students at 14
elementary schools in 14 countries, including Belgium, Vietnam,
Guyana, Romania, and Cote d’Ivoire. With all of its text in French,

the site showcases the work of language learners between the ages

of 9 and 11. When visitors select any one of the countries listed on

the site, they see group photos

of the children involved at the  F= S e T T O R
participating school, read brief [ ) ‘

essays the children have writ-
ten, and see pictures the chil-
dren have drawn. The students
at Ephesus Road, for example, {
have not only written about | : SHESERERE
their school, but also decorated ]
a photograph “frame” with the
abbreviations “USA” and “NC” and with drawings of state sym-
bols such as the cardinal, the boxwood turtle, the dogwood, and a
carton of milk (the state beverage). Each school’s contributions
will eventually include “our celebrations,” “our homes,” and “our
food.” “Our Celebrations,” the
page for Ephesus Road, for ex-
ample, features descriptive
paragraphs about Halloween
written by students Marianna
and Christina. Students at the
participating schools can use
the site in a more interactive
way by posting e-mail messages
to one another. The Ethnokids
site and its sections are under
continual development and revision by the schools involved and
by the site’s France-based proprietors.

Weh sites
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festival is a World Languages poster contest. Three posters are cho-
sen, one each from elementary, middle, and high school, and are
displayed at the international fair. Both events are organized by

Kathleen Rhodes, who teaches French at East Chapel Hill High
School.

Curriculum

State guidelines

The French language curriculum at Ephesus Road Elementary reflects
North Carofina state foreign language guidelines regarding areas of
emphasis for elementary grades (North Carolina Department of Pub-
lic Instruction, 1999). These guidelines, which have been revised sev-
eral times during the life of the Chapel Hill program, are based on
principles of child learning, the five Cs of the national foreign lan-
guage standards, and the ACTFL proficiency guidelines (ACTFL,
1989). In kindergarten through second grade the focus is on listen-
ing, speaking, and cultural awareness, with a special emphasis on lis-
tening. “One must not forget that language acquisition begins with
listening,” the North Carolina guidelines point out (p. 36). Topics fo-
cus on the self, the home, and the school, and on content from
other disciplines. Grammar is not explicitly taught, but it is not ig-
nored either. The guidelines state that at at this age, children will ac-
quire grammar most effectively “from context and when attention is
given to function rather than terminology” (p. 37). In these earlier
grades, culture is addressed in such competencies as using appropri-
ate expressions and behavior in daily situations in the target culture.
In addition, children are expected to “participate in activities related
to major holidays, festivals, and special dates celebrated by children
of the target culture” (p. 45). Foreign language reading and writing
skills are not emphasized in first and second grades.

In Grades 3 through 5, the primary goal is for students to develop
the ability to communicate purposefully, for example, to make and
respond to requests. Students are expected to develop reading and
writing skills as an extension of oral language, with an emphasis on
pre-reading and pre-writing activities that “help students generate
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ideas, vocabulary, and structures needed to accomplish a task” (p.
47). Content area study expands in these grades to include the com-
munity and other parts of the world. For example, fifth-grade objec-
tives for cultures include “demonstrat{ing] an awareness of the
different target countries by locating them on a map or globe and
identifying their major geographical features” and “identify[ing]
people and products and their importance to the target cultures.” In
these grades, grammar is stiil approached indirectly in the context of
communication activities. Teachers are encouraged to have students
work in pairs and groups in the upper elementary years. Throughout
the elementary grades, the North Carolina state guidelines recom-
mend teaching strategies that emphasize “concrete situations accom-
panied by manipulatives and realia® and giving children the
opportunity to move around the classroom (p. 48).

Curriculum revision

The elementary foreign language curricula for the Chapel Hill school
district were drafted in the late 1980s and early 1990s as the pro-
gram was developing. The K-12 foreign language curriculum was
later aligned with local, state, and national standards. “Articulation,
both across grade spans and from grade level to grade level, was un-
dertaken to assure that students would receive a continuous and uni-
form instructional program from kindergarten to twelfth grade”
(Harris, 1998, cover overleaf).

One result of this curriculum work has been a preliminary list of
clearly stated exit outcomes for speaking, listening, reading, writing,
and culture for each elementary grade level. These are shared across
the district, so that students at Ephesus Road progress toward many
of the same goals as their counterparts at the other elementary
schools where French or Spanish is taught. This provides the oppor-
tunity for better articulation with the middle school language pro-
gram as well.
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: French

(Grade 4)

This year in French we have
learned how to count backwards,
frontwards. We learned how to
write (in French), how to read,
how to do our ABC’s, and how to
name landscapes. We have also
learned about French traditions. I
have really enjoyed French this
year and hope to continue.

By: Preston Smith (Grade 4)

=
Reprinted with permission

The Five Cs

At Ephesus Road, the French program is so integrated into the rest of
the school program that it is difficult to discuss the five Cs separately.
For example, recently the early morning breakfast program in the
school cafeteria was going well, so the assistant principal decided to
treat the children to a French breakfast that involved setting the
tables with tablecloths and flowers and offering foods such as crois-
sants and fresh fruit. Word spread about the event, and the school
declared an impromptu “French Day” as Carol Orringer and Nathan
Hester scrambled to get posters up on the walls throughout the
building. Orringer sent out an e-mail announcing the day, and soon
the children were receiving best wishes for a successful French Day
from all over the world. The event exemplified how a French pro-
gram can include culture, communication, and community.

An effective way to include comparisons is when they arise
natuarally. When students transfer from another school where they

!
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have studied Spanish, Ephesus Road language teachers seize the op-
portunity to compare languages and cultures. “We look at similarities
and differences between French and Spanish,” Crringer says. “In the
process, everyone sees how Romance languages are similar to one
another and different from English, and the newcomer gains confi-
dence.” Comparisons with English arise naturally as third graders
write complete sentences in French describing themselves. “1 ask
questions about adjective placement and what letters are different in
adjectives describing a girl and a boy (gender agreement),” says
Nathan Hester.

Since the program is content-enriched, there are constant connec-
tions between French and the regular curriculum. In this program,
one strategy to keep the connections flexible is “passing notes.” The
French teacher leaves a folder in the classroom where the regular
teacher can leave a brief note, suggesting a topic that could be rein-
forced. When fourth graders were studying homophones in English
tessons, for example, the note suggested that the children be asked
to identify homophornies in French. Other connections are more
elaborate. Fifth graders who run the school store were required to
learn about monetary conversion. They noted prices of all the items
in the store and calculated what the prices would be in euros and
francs. Later they held their own simulated market, complete with
international currency made from poker chips and aluminum foil. A
class of second graders who jogged daily decided to run from
Chapel Hill to Paris in an imaginary way. They kept track of how far
they ran each day and added everyone’s miles together. When they
reached their goal of 4,055 miles, they held a French celebration.

Articulation and Alignment

All elementary students in the Chapel Hill-Carrboro City School Dis-
trict have the opportunity to study foreign language (French or
Spanish) in Grades K-12. Most Ephesus Road Elementary students
proceed to Phillips Middle School, where they have the opportunity
to continue their study of French. A curriculum for an articulated
course at the middle school level was developed in 1994 for students

&8




with 3 or more years of French or Spanish at the elementary level.
Still, there has been some controversy over the direction that the
middle school foreign language curricula should take. Should the
schools continue with a traditional middle school grammar-based
curriculum that complements (e oral communication focus at the
elementary level? Or should the middle schoo!l program become
more communicative? In any case, students of Spanish or French are
able to continue studying the same language in middle school and
high school in Chapel Hill.

Program Coordination Among Elementary Schools
Site-based management at the elementary level means that schools
have more autonomy than they had previously, resulting in a wider
range of delivery. For example, some schools, like Ephesus Road, may
hold French lessons four days a week, whereas others may have
somewhat longer lessons but only three days a week. Some schools
offer foreign language to kindergarten students as an enrichment
program, while others include kindergarteners in the regular foreign
language instruction.

Although individual elementary schools have made changes in the
frequency and duration of their foreign language class offerings,
there is a great deal of collaboration, communication, and network-
ing among all of the schools. The collaborative development of exit
outcomes, for example, has brought the programs into closer align-
ment, as has the development of a system-wide test for foreign lan-
guage students at the end of fifth ¢rade.

Program Evaluation and Student
Assessment

Student Assessment

In the elementary grades, the French classes use a four-point feed-
back system to indicate student progress. Teachers also keep a port-
folio for each fourth- and fifth-grade student throughout the year.
Students also evaluate themselves on their participation, listening,
and writing using a four-point scale.
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District-Wide Program Evaluation

After the elementary school component of the K-12 World Language
Program had been in place for 5 years, a survey was conducted to
assess the program’s effectiveness. The survey was carried out in col-
laboration with Dr. Audrey L. Heining-Boynton (Heining-Boynton,
1990), a professor in the Schoo! of Education at the University of
North Carolina at Chapel Hill, with grants from UNC~Chapel Hill and
the U.S. Department of Education. Part of a longitudinal study of
several districts, the study assessed the satisfaction and perceptions of
the parents, classroom teachers, FLES teachers, administrators, and
students. The results for the Chapel Hill schools were both positive
and constructive.

Ninety-five percent of the parents surveyed were in favor of teaching
foreign language to children at an early age. One parent com-
mented, “Teaching a world language early enables a child to learn
without the hesitancy or fear that cne experiences at an older age.”
Regular classroom teachers were also supportive. Ninety-one percent
responded that “the world language curriculum reinforces and en-
hances the topics they are covering.” One teacher said, “The world
language program is the best example of integration and active,
hands-on learning in the school!” All of the teachers surveyed
“agreed that their students are actively involved in their world lan-
guage classes and enjoy this part of the day” (Harris, 1998, pp. 2-3).

Besides showing impressive support, survey results also indicated that

parents wished to see more documentation of their children’s learn-

ing. After focusing on the development of exit outcome statements

in the 1995-96 school year, world language teachers and administra-

tors in the district turned their attention to assessment of the stu-

dents’ progress. In the 1996-97 school year, they developed

assessment instruments and procedures to determine the effective- :

ness of the world language curriculum and assess students’ progress

as world language learners. 1
F
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At the elementary level, the testing program was designed for fifth
graders. The end-of-year French test focuses on “aural comprehen-
sion, spoken language, pre-reading, pre-writing and some cultural
awareness” (Harris, 1998, p. 16). As the students had not been given
any formal tests in foreign language classes before, the regular and
foreign language teachers practiced with the students on test-taking
skills prior to the test administration in the spring of 1997.

406 W

A Special Relationship With the University

Audrey Heining-Boynton, the director of the foreign language teacher
training program at the University of North Carolina at Chapel Hill,
meets with Carol Orringer, one of Ephesus Road’s language teachers,
once a week. They talk about areas of mutual interest, possible pro-
gram enhancements, and teaching tips. Heining-Boynton ccllaborates
with the Ephesus Road teachers on conference presentations and work-
shops on content-based and content-enriched foreign language instruc-
tion. “There is a iot to be learned from the fun and joy that the kids
have,” Heining-Boynton says. The connection helps keep both the uni-
versity teacher training program and the elementary foreign language
program strong. Heining-Boynton commends Ephesus Road staff for
their cooperativeness in working with student teachers. “Ephesus pro-
vides them with an excellent model and with opportunities for foreign
language teaching, regardless of the student’s language of concentra-
tion,” she says. In addition to placing fuil-fledged student teachers at
Ephesus Road, the university also sends education students to observe
and to discover what it’s like to start a school year. The university has
given the school a reliable supply of well-qualified teachers, and the
teachers are kept abreast of current trends in the field of foreign lan-
guage teaching. The university was insirumental in conducting the
program evaluation in 1994 that has led to enhancements in curricula
and assessment systems.

-
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The People Behind the Program

The Foreign Language Teachers

At Ephesus Road Elementary School, the two full-time foreign lan-
guage teachers travel from room to room with instructional carts as
they meet with 22 classes four times a week for 20 minutes. They
work closely together as a team, with time set aside each week for
joint planning, but they have separate offices where students can
come for assistance or tutoring. Carol Orringer meets with the sec-
ond grade, fourth grade, and most of the fifth grade classes. Her col-
league, Nathan Hester, meets with all of the first and third grade
classes and part of the fifth grade. Each visits 11 classrooms a day.

Carol Orringer also serves as a mentor for student teachers from the

university who intern at the school each year. A seasoned foreign lan-

guage professional with an MAT in French, Orringer is a frequent :
presenter at state and national professional conferences. In 1998, she 5
was honored by the district as one of twelve Teachers of the Year.

Orringer has appeared on local television several times, beginning

with her introduction of the foreign language program tc the com-

munity in the mid-1980s. Her work has also been noticed by The

Chapel Hill News. A 1997 article (Tyson, 1997) describes her students

concocting a gelatin reproduction of Claude Monet’s painting of wa-

ter lilies, a creative French twist on a lesson about solids, liquids, and

gases.

Nathan Hester, a K-12 certified foreign language teacher, graduated
from the University of North Carolina’s teacher training program in
1997 after student teaching at the school the previous year. He
joined the staff of Ephesus Road soon after he graduated. “I got my
diploma on a Sunday and started teaching here on the following
Monday,” he recalls. He has quickly assumed a leadership role in the
school, serving on the School Governance Committee since 1998,

The Regular Ciassroom Teachers
Hester and Orringer are well liked by teachers throughout the school.
Because they travel from classroom to classroom, they have a natural
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opportunity to build relationships with the classroom teachers and to
involve them in their instruction. The regular classroom teachers at
Ephesus are very supportive of the foreign language program. They
tend to stay in the classroom during the foreign language lessons in
order to learn and then reinforce foreign language concepts during
regular classroom instruction.

Annie |oines, a fourth and fifth grade teacher, believes that early lan-
guage learning is important because young children have a good at-
titude toward it. “This is the time,” Joines says. “The kids love it, they
make mistakes, take risks, and learn an incredible amount of French!
They know volumes more than high school students. They sing
songs with complex French expressions and pronounce them
correctly.”

Joines gives the foreign language program credit for teaching chil-
dren not to be intimidated by cultures and customs that are different
from their own. “They could pick up and travel anywhere any time,”
Joines says. “They will always have an ease and comfort because of
the foreign language program, and you don’t get that if you wait
until high school or college to ctart a foreign language!”

joines says that having the foreign language teacher in her classroom
almost every day helps them to coordinate instruction and strength-
ens regular instruction. She is able to talk with Orringer regularly.
“We rarely go for more than two weeks without planning together,”
joines says. She praises the foreign language teachers for their flex-
ibility, such as postponing a planned lesson in order to seize an un-
expected opportunity to reinforce a geology or social studies fesson.
Classroom teachers feel that the foreign language program does not
receive enough funding or enough time for instruction, |oines says.
She believes that the teachers would support a program that met 5
times a week for 30 minutes and included kindergarten.
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The Principal

The principal of Ephesus Road Elementary School, Terrence Young,
has been involved with the program for over 4 years and has seen it
grow. His role, he says, is to facilitate the recommendations made by
the foreign language teachers. Young notes several features that con-
tribute to the success of the program. One is the proximity to a uni-
versity with an exceilent teacher training program and student
teachers. Another key feature, according to Young, is the coordina-
tion and cooperation of all the district elementary schools and the
strong support of the parents and community. “No one in the dis-
trict questions the value of foreign language in the elementary
school,” Young says. “Parents talk to me and are very pleased with
and supportive of the program.”

Terrence Young’s vision for the program is to see its continued inte-
gration with the regular curriculum, helping the regular teachers to
see that technology, science, and other areas can be integrated more
fully with language instruction. He hopes that the program can ex-
pand, and that the regular classroom teachers can become more
comfortable hearing and speaking the language.

At the District Level

The district’s foreign language lead teacher, Kathleen Rhodes, is
based at a Chapel Hill high school and has K-12 program coordina-
tion responsibilities in addition to a full teaching load. The lead
teacher is responsible for communicating with the district foreign
language teachers about program issues and for coordinating events
that integrate the different school levels, notably the Declamation
Poetry Contest and the International Fair and Poster Contest, in
which foreign language students from across the district participate.

The district director of instruction K~12, Josephine Harris, is the liaison
between the school and the district and between the district and the k
state. She is responsible for cur-icula, program planning, advocacy, ’
classroom observations, support for new staff, and staff development. ’
She meets monthly with the foreign language lead teacher and three




to four times a year with the entire foreign language staff. She has re-
spensibility for many curriculum areas, so foreign language makes up '
only a fraction of her multiple responsibilities. !

From the very beginning, the local school board supported the
state initiative to implement K-12 foreign language instruction, ac-
cording to Neil Pedersen, Superintendent of Schools. “We believe
strongly in the benefits of early language learning, and the board
has never wavered in their commitment to the program,” Pedersen
says. The Ephesus Road Elementary School foreign language teach-
ers have given presentations at schoo! board meetings and regu-
larly invite board members to observe and participate in foreign
language classes.

The superintendent’s vision is for a well-articulated K-12 program
and an elementary program that grows regardless of students chang-
ing schools. He says this excellent, well-designed district program has
always been strong at Ephesus Road Elementary, and that “the inter-
national flavor of the ‘research triangle community’ (an area that in-
cludes North Carolina State dJniversity, the University of North
Carolina, and Duke University) creates an environment in which par-
ents expect this type of program for their children.”

Parents

“I try to be a hands-on kind of parent, “ says Cindy Zwiacher, who

has two children in Ephesus Road Elementary School and one who

graduated the previous year. “I'm in touch with someone from the

school at least once a week and with a foreign language teacher at

least once a month.” A past president of the school’s PTA, Zwiacher

finds many things to like about the foreign language program. “The

early exposure is a huge benefit, and they do a really good job

here,” she says. “It’s fun, interactive and hands-on.” Her three chil- l

dren have participated in the Declamation Poetry contest, made lots
of presentations, and participated in group projects. At home, they

sometimes use French words at dinner, she says, and play games like '
“Geo Safari” using French cards. Zwiacher says that although French
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would not have been her first choice as a foreign language to learn,
she is enthusiastic about foreign language learning in general. “I
have never had a job where it wouldn't have been helpful,” she says.

Parents play an important role in the school and in the FLES pro-
gram. The PTA provides a great deal of support for the annual Inter-
national Fair, supports the school newspaper, and contributes $150
to each teacher for instructional materials. At the International Fair,
parents help with logistics and other aspects of the event. The for-
eign language teachers try to keep parents informed about school
events, inviting them to attend classes, reporting on activities in
newsletters, and working with them on the PTA and School Gover-
nance Committee. One parent who has visited classes writes, “It's
fun to watch the students in (my son’s) class perk up at 1:40 in the
afternoon when Madame Orringer rolls her cart in and transports

them to different cultures around the world. Merci, Madame
Orringer!”

Students

Fourth grader Wendy Simmons had never studied a foreign language
before when her family moved to the district in the middle of the
school year, but she is enjoying the French lessons at Ephesus Road.
“It's really different from my old school, but | like learning new stuff
like a new language,” Wendy says. “It's fun and it's interesting.”
Wendy reports that she isn't having much trouble keeping up. She
doesn’t participate orally as much as her more experienced class-
mates, but she doesn’t mind asking questions when she doesn’t un-
derstand. And Madame Orringer meets with her after school
sometimes and has given her a videotape to watch at home. “it's fun
to know something that Mom doesn't know,” says Wendy.

Wendy's classmate Preston Smith has been studying French since first
grade and had the opportunity to try out his language skills during a
trip to France with his father last summer. “I was able to buy food,
and wouldn't have been able to without using French,” he says. On
a train ride he was able to strike up a conversation about virtual pets
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with French children: “Le bouton bleu, c’est manger” (The blue button
means eating). Preston is fond of real pets, too. “I have a dog, two
cats, and three hamsters,” he says, so his favorite unit in French is
the one on the animals of North Carolina.

Preston and Wendy are not alone in their enthusiasm for French
classes. One fifth grader, Henry Jicha, has been writing regularly (in
English) about French class activities in the student newspaper since
he was in third grade. His articles include a description of the Swiss
celebration of tscalade and language activities to prepare for an up-
coming district-wide language test for fifth graders. He concludes,
“As you can see, this test is going to be relatively elaborate and offi-
cial. However, we have smart kids at Ephesus. We won't have any
trouble. . . . All in all this will be a pretty neat test to take. | am in-
deed looking forward to it and hope that you are too” (Jicha, 1997).

Challenges

One challenge identified by school principal Terrence Young is that a
high rate of student turnover in the district’s schools and redistricting
efforts result in groups of students that lack the foreign language ex-
perience of their classmates. New students with little or no foreign
language experience come to the school and join the classes of
much more experienced foreign language learners. Some students
transfer from a school that offers one language to a school that offers
a different one.

Two other concerns, articulation and assessment, are being ad-
dressed through initiatives begun in 1994. As the middle school pro-
grams sort out methodology and curriculum issues, articulation with
the elementary programs is improving. There is also a need to im-
prove reading and writing instruction in the FLES program in order
to bridge a gap between fifth and sixth grades.

In order to reliably determine the effectiveness of the foreign lan-

guage curriculum and assess student progress, testing instruments
are being revised annually. As the tests are brought into greater con-
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gruence with curricula, elementary grade exit criteria, and classroom
instructional practices, they will more accurately reflect the accom-
plishments of the children.

Keys to Success

From the start there was a strong commitment from school staff and
parents to the foreign language program in Chapel Hill. When reduc-
tions of the program were proposed, the community objected and
won. Josephine Harris, the district’s Director of Special Programs,
wrote in her 1998 report that the district’s foreign language program
aimed “to move students beyond minimum compliance with state
requirements” and set the goal of “developing functionally bilingual
citizens” (Harris, 1998, p. 1). “The people in the community realize
that it is not worth a lot of the district’s money just to provide a
‘taste’ of a foreign language program,” says Carol Orringer.

According to the district superintendent, Carol Orringer’s early efforts
were key: “to develop a well thought out plan that was supported
financially and by the community.” Principal Terrence Young says,
“Carol did everything right. She built a base of support from the very
beginning and continues to nurture it naturally, nearly uncon-
sciously.” As a result of Orringer’s involvement, Young believes that it
would be very difficult for anything to damage the program.

The strong relationship between the University of North Carolina at
Chapel Hill and the program at Ephesus has contributed to the
program’s vitality and effectiveness. Because of the excellent teacher
training prograrn at the university, there is no shortage of well-
trained K-12 certified foreign language teachers for the district’s pro-
gram. Because of numerous projects, meetings, and reciprocal
arrangements with the university, Ephesus Road Elementary School
receives the support and attention that help to make it a model for
others.

Like most good programs, this one is continually evolving. The state
guidelines and local curricula are just a staiting point as Orringer and
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Hester initiate Internet projects. or find ways to add a French compo-
nent to school initiatives and to reinforce regular classroom instruc-

tion. This is a program on the move!
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Glastonbury Public
Schools

Glastonbury, Connecticut

“Studying French in elementary school contributed to the kind of life
| lead and the job that | hold today,” wrote Richard Steffans, foreign
service officer, during his 1995 tour of duty in Russia. “| certainly
would never have gone to Russia had | not studied the language in
Glastonbury” (quoted in Brown, 1995a, p.16). Steffans mentions a
fellow Glastonbury graduate who was in charge of Federal Express
operations in Moscow at that time. “She’s a graduate of Glastonbury
High School, and has a fantastic job in Russia that she couldn't have
gotten without Russian language skills” (p. 16). Such testimonials
from graduates are common in Glastonbury, Connecticut, where the
public schools offer an articulated sequence of foreign language in-
struction from first grade through twelfth.

A Hartford suburb with a population of approximately 28,000,
Glastonbury has been called “an average community” with a middle
class income level (Christopher Cross in Brown, 1995a). But the
Clastonbury Public School District’s record of dedication to foreign
language learning has been decidedly above average for a commu-
nity of any size or income level. The foreign language program for
elementary school students has been in place since 1957. Of the
6,000 students enrolled in Glastonbury Public Schools in 1999, 88%
were Caucasian, and the remaining 12% were nearly equal numbers
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of Asian-American, Hispanic surnamed, and African-American stu-
dents. Only 6% qualified for the free lunch program. At the middle
and high school levels, nearly 15% of the students are studying two
languages. “it’s part of the town’s culture,” says Andrew Kyriacau,
guidance counselor at Gideon Welles Middle School.

The foreign language program is implemented at all eight schools in
the district. Spanish is taught to all students in Grades 1 through 5 at
all five of the elementary schools. Sixth-grade students attend Acad-
emy School, where they make the fransition to a more formal, aca-
demic study of Spanish or begin studying French. At Gideon Welles
Middle School, seventh and eighth graders may continue with Span-
ish or French, or they may choose to begin studying Russian.
Glastonbury High School offers not only these three languages, but
Latin and Japanese as well. Classes meet 20 minutes twice per week
in first grade, approximately 20 minutes per day in Grades 2 through
6, and 45 minutes a day in Grades 7 through 12. The addition of
Japanese and the extension of the program to include first and sec-
ond graders are among the more recent developments in this well-
established program. Japanese is now offered to students from
kindergarten through sixth grade at a magnet school that
Glastonbury shares with East Hartford Public Schools.

Program Philosophy and Goals

Since the 1950s, all students in Glastonbury public schools have
studied at least one foreign language beginning in elementary
school. Initially funded through the National Defense Education Act
in 1957, the FLES program in Glastonbury began as an effort to
“take the Army language method and turn it into a program that
could be used effectively throughout the nation” (Brown 1995a, p.
5). This federally funded project involved the development of cur-
ricula, materials, and instructional guidelines to support audio-lin-
gual methodology in the public schools. Based on principles of
behaviorist psychology, this methodology relies heavily on rote
memorization of dialogs and mechanica! drills and is no longer fa-
vored by applied linguists and language educators. Stifl, as Brown
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points out, the underlying purpose for adopting the methodology

was “the need for Americans to speak other languages,” rather

than study the literature, which had previously dominated foreign

language study (1995a, p. 6). This practical goal of communication |
has remained a central characteristic of the Glastonbury program

throughout its history. '

The four goals of the Glastonbury foreign language program today
parallel national and state standards:

» To teach students to communicate beyond their native languages
in order to participate effectively in the world.

* To enable students to recognize what is common to all human
experience and to accept that which is different.

* To enhance students’ ability to analyze, compare and contrast,
synthesize, irnprovise, and examine cultures through a language
and a perspective other than their own.

* To have students begin language study as early as possible in an
interdisciplinary environment.

In the Classroom

Curriculum Integration

From first grade onward, the system-wide language curriculum inte-
grates language instruction closely with social studies, mathematics,
science, language arts, and art. Language arts themes are drawn
from a language arts literature anthology used throughout the dis-
trict. Other themes in the language classes reflect the district-wide
social studies curricula and national geography standards.

These curriculum guidelines have led to thematic teaching units in
which second graders, for example, learn about the history and ge-
ography of Mexico. “So far the students have learned about the
great civilizations of the Olmecs, the Zapotecs, and the Mayas,”
writes teacher Monica Shuler. “They will also be learning about
Teotihuacan and the Aztecs. . . . The students have also been learn-
ing traditional poems and songs of Mexico” (Shuler, 1997). i

26




_—_——_————7

............................................

Fifth graders sometimes play a role in the second-grade unit on
Mexico. Janet Asikainen, second-grade teacher at Eastbury School,
says that fifth graders visit her class during this unit and teach the
students Spanish numbers, names, and colors. “The children think of
Spanish as a treat,” she says {(quoted in Brown, 1998, p. 11).

The integration with social studies continues through middle school
and high school. Topics in the French curriculum include prehistory
with a focus on the cave paintings at Lascaux (in Grade 7) and com-
parison between the French Revolution and the American Revolution
(in Grade 8). The other languages taught in Glastonbury schools—
Latin, Russian, and Japanese—are also integrated with content areas
in the regular school curriculum.

For every grade level, the FLES curriculum includes goal statements
for speaking, listening, reading, and writing based on the ACTFL Pro-
ficiency Guidelines (American Council on the Teaching of Foreign
Languages, 1989). For example, this is the goal statement for read-
ing in Grade 3:

Children will begin to associate the spoken word with the written word. They will
be able to identify isolated words and/or simple phrases when strongly supported
by context. (Glastonbury Public Schools, 1999a)

For Glastonbury students, moving from Grade 5 to Grade 6 is an
important transition in their language studies. At this time they
choose whether to switch from Spanish to French for the next 3
years or to continue with Spanish. Either can be studied in a continu-
ous sequence through twelfth grade. In sixth grade, language study
becomes more formal, with some attention to grammar and the in-
troduction of a textbook. However, the goal is still “to make the stu-
dent a more proficient communicator” in the language, and teachers
are encouraged to plan enjoyable, diverse activities related to the
sixth-grade curriculum (Glastonbury Public Schools, 1999b).

- 97



The transition to using textbooks is somewhat challenging for stu-
dents and the teachers. “Since they have been using authentic lan-
guage all along,” Christine Brown says, Glastonbury sixth graders
“usually know the vocabulary [in introductory language text books],
but the grammar is new.” As a result, the curriculum suggests spe-
cific videos, periodicals, computer software programs, and supple-
mental textbooks to provide additional challenging learning materials
for the students.

National Standards: Incorporating the 5 Cs
Beginning with Grade 6, Spanish learner goals and performance ob-
jectives are stated for each of the five Cs of the national foreign lan-
guage standards (communication, cultures, community, comparisons,
and connections). For each strand in the 1997-98 draft Spanish
Grade Six Curriculum, there are one to three learner goal statements
followed by up to 20 objectives. Under the heading “Community,”
for example, there are two goal statements:

* The students can use the language both within and beyond the
school setting. _

* The students can show evidence of becoming a life-long learner
by using the language for personal enjoyment and enrichment.

Obijectives under this heading include these:

* Students write and illustrate stories to present to others.
* Students perform for a school or community celebraticn.
* Students plan real or imaginary travel.

Engaging Language Learning Activities

After the 20 second graders have taken their seats in her classroom,
Ida Shea’s 20-minute Spanish lesson begins with a knock on the
door. “;Quién es?” “iEs Sefiora Shea!” who asks typical greeting ques-
tions in Spanish as well as questions about the date and the weather.
The children are eager to volunteer their answers. There follows a
flashcard activity with the Spanish alphabet, then a spelling game.
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Sefiora Shea spells words aloud in Spanish, and the students say the
~word. Next, she returns to questions, asking the children how old
they are. All seem to be able to answer, and a few get silly, respond-
ing with “59” or answers in the hundreds and thousands. After a
quick flashcard review of classroom vocabulary, the lesson moves to
areas that have already been introduced in the regular classroom
thematic unit on Mexico. Students try to identify geographical loca-
tions on a map, giving their names in Spanish: “Rio Grande,” “Golfo
de México,” “la Ciudad de México.” Many are eager to volunteer, es-
pecially when a classmate gives a wrong answer. Before concluding
the lesson with a vocabulary tic-tac-toe game, the students review
song lyrics for a Mexican fiesta and sing it for the first time, with
considerable success. “I take note of the regular curriculum and inte-
grate the skills and content into the language lesson,” Shea says.
“Ten years ago, the lessons were mostly just conversational. This is
much more meaningful to the kids.”

Jean Despoteris, a Spanish teacher at Gideon Welles Middle School,
decorates her classroom with student work, such as biographical
timelines with photos, and fills the shelves with Spanish books, peri-
odicals, and visual aids. Like her elementary school colleague, she
begins the day’s lesson by greeting the class of 22 eighth graders in
Spanish and asking them about the date and the weather. Next, she
asks what they did last night, reminding them to use the preterito
verb form. After collecting homework paragraphs about their recent
vacations, she reads a few aloud, asking the class to guess whose va-
cation is being described: ”;Quién es?” Most lesson activities are in-
teractive and communicative but with a conscious integration of
grammar points. There is a dual focus on form and meaning as
Despoteris asks students about daily routines, using picture cues for
waking up, eating breakfast, and doing homewaork. Their answers in-
volve grammatical forms (reflexives) that they have studied previ-
ously. When a student asks a question or gives an answer in English,
the teacher’s response is in Spanish and seems to be understood.
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The rest of the 45-minute lesson is about shopping. As with all of her
other communication with the class, Despoteris gives activity direc-
tions in Spanish, though a few students share whispered English trans-
lations. After reviewing vocabulary sheets from the previous day,
students take roles as shoppers and vendedores (sellers) and circulate
around the room asking and answering questions about items for sale.
After about 15 minutes of simulated shopping, pairs of students volun-
teer to demonstrate their ability to transact a sale in Spanish in front of
the rest of the class. The lesson concludes with a commercial video
featuring young people shopping at a market in a Spanish-speaking
country. The students are clearly interested in the video and have little
difficulty with their teacher’s true/false questions about it afterward.

501 W
Foreign Language Week

During Foreign Language Week, all of the grades and all of the lan-
guages in the program are in the community spotlight. Elementary
teachers hold demonstration foreign language lessons, which are very
popular with parents and grandparents. A number even bring video
cameras to preserve these moments for family video history. Parents
and other community members come to see exhibits, sampie toods,
and watch student performances on International Night, when accom-
plishments of students at all grade levels are featured. Joseph Kiebish
recalls one of his International Night experiences: “Groups in every
tanguage class put together displays about different foreign countries
which included souvenirs, posters, and food.” Lynn Campbell’s Russian
students also “had to research the culture and traditions of Latvia,
Kazakhstan, Lithuania, Georgia, or ancther country and prepare a dis-
play in order to gain a deeper understanding of the former Soviet
Union,” Kiebish says (1999, p. 5). He also recalls participating in a dis-
play contest that served as a fund raiser to benefit an organization that
helps women in Latin America. Between 500 and 800 people attend
the Foreign Language Week events each year (Brown, 1995a).

.m
toreign Language Week
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Articulation

The Glastonbury foreign language program is implemented district-
wide, which includes all five elementary schools, the Academy School
for Grade 6, Gideon Welles Middle Schoo! for Grades 7 and 8, and
Clastonbury High School for Grades 9-12. The Glastonbury/East
Hartford magnet elementary school is included as well. Articulation
between grades and schools is supported by the detailed curricula
and clearly stated goals for each grade. At each school, foreign lan-
guage teachers work together as a team as they plan activities
throughout the year. Not only do the foreign language teachers at
each school communicate and coordinate with each other, but once
a month all the foreign language teachers meet with the district’s di-
rector of foreign languages to discuss curriculum issues and other
district-wide priorities and activities. Assessment, for example, is
planned collaboratively across languages and levels. “All textbook se-
tection and curriculum design are undertaken by teachers represent-
ing elementary, middle, and high school,” says “hristine Brown
(1995a, p. 12). “This type of planning ensures that students will
move from level to level and build on skills rather than just repeating
low-level skills at every stage of instruction.”

One creative strategy for reinforcing articulation is exchange teach-
ing. From time to time, the foreign language teachers trade classes:
High school teachers move to an elementary school and vice versa. If
an actual switch of teaching responsibilities is not possible, observa-
tions of each others’ classes are arranged. This program has not only
enhanced the continuity in the language program from one grade to
the next, but has also encouraged teachers themselves to change
schools. [da Shea, a teacher at Buttonball Elementary School, for ex-
ample, has taught Spanish in high school, sixth grade, middle
school, and now second grade. “I really enjoyed sixth grade,” she
says, “as we start the transition to a more adult style of education,
with textbooks and homework and so on—but this is the best.” An-
other versatile instructor, Lynne Campbell, has enjoyed switching not
only grade levels, but languages as well. A graduate of the
Glastonbury program, Campbell studied Spanish in elementary




school, added Russian in middle school, then French in high school.
After further language study in college, she now teaches all three.

Christine Brown believes that if students begin a sequence of lan-
guage study, the program “should not just drop them at some arbi-
trary point.” In order to adhere to this standard, one seventh-grade
Russian |l class, for example, is held in the television laboratory at
Gideon Welles Middie School, so that the teacher can reach level li
students at the high school as well. In the elementary Japanese mag-
net program, a number of Glastonbury children attend school in East
Hartford and begin learning Japanese in kindergarten. Brown says
they will articulate the Japanese language program “not in a tradi-
tional format, but through the use of technology and distance learn-
ing strategies.” At present, Japanese classes at Glastonbury High
School use two-way video conferencing technology, which allows
students at other area high schools and Manchester Community—
Technical College to participate as well.

Articulation with post-secondary language programs is also a concern
for the staff of Glastonbury Public Schools. A grant from the Modern
Language Association is enabling the district to work with the Univer-
sity of Connecticut to enhance the high school to university transi-
tion for Glastonbury students who wish to continue their foreign
language study. The collaboration will result in improved articulation
of the entire local K-16 language curriculum and the alignment of
assessment with instructional goals at all levels. Another result will be
new professional development efforts for language teachers, focusing
on second language acquisition, the national standards, standards-
based implementation of technology into the curriculum, and im-

provements in the use of teacher and student portfolios throughout
the sequence.
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GOALS 2000

Since 1997, a Connecticut Goals 2000 grant project has enhanced pro-
fessional development, interdisciplinary sharing, and networking
among Glastonbury foreign language teachers and their non-language-
teaching colleagues in elementary and middle schools. Summer work-
shops, a newsletter, and increased e-mail capability are strengthening
articulation within the language program and promoting more inte-
gration with regular classroom instruction. For example, participating
teachers have planned instructional units that integrate seventh grad-
ers’ French lessons with the study of Egypt in social studies. An el-
ementary school Spanish teacher is collaborating with an art teacher to
develop units in which third graders use Spanish in oral descriptions of
seascapes, and fifth graders write Spanish descriptions of portraits of
relatives and friends. An additionai highlight has been electronic link-
age among the participating Glastonbury teachers and teachers in six
other school districts.

—
GOALS 2000

Program Evaluation and Assessment of
Student Achievement
Program Evaluation

Every 5 years the district conducts its own evaluation of the foreign
language program. “We take a snapshot of the program and see if it
is healthy,” says Christine Brown. “Of course we look at state and
national standards. We also look at such areas as which languages
are offered, use of technology, and curriculum.”

The 1995 program evaluation involved surveying current students,
recent high school graduates, and parents of currently enrolled el-
ementary students. Parents were asked about their own foreign lan-
guage background and use as well as their perceptions of the
language program and their children’s language learning progress.
They were invited to suggest additional languages to be included in
the elementary program. Survey responses were reviewed by a 30-




member committee made up of teachers, school board members,
guidance counselors, the director of the district’s social studies pro-
gram, school principals, and a number of community members. It
was this evaluation, in part, that led to the expansion of the foreign
language program from beginning in third grade to first grade.

Results of the evaluation also confirmed that Glastonbury’s articulated
sequence of foreign language instruction results in benefits for stu-
dents who continue their language study. Glastonbury High School
graduates generally compare their language proficiency very favor-
ably to that of other students in their university classes. For the most
part they placed “into the third semester language class at a mini-

mum and the third year course at a maximum” at various universities
(Brown 1995b, p. 3).

In 1986-87, Glastonbury students participated in the Connecticut As-
sessment of Educational Progress (Connecticut State Board of Educa-
tion, 1987), a state-wide foreign language assessment that measured
speaking, listening, reading, writing, and cultural knowledge. Ap-
proximately 1,000 Glastonbury students participated in this first-of-
its-kind language testing of 26,000 students in Connecticut. Results
showed that students who had started language study before Grade
4 outperformed students who had started language study in Grade 7
or 9 in all skill areas. Although the state has not been able to con-
tinue the testing, these compelling results have been used for the
past decade in informational packets and presentations to the school
board and the community as part of the raticnale for continuing a
strong FLES program.

Student Achievement

Portfolios document student progress in their foreign language learn-
ing from elementary grades through high school. Individual student
portfolios include results from short-answer holistic exams (such as
district-wide mid-year and final department exams), as well as from
short-answer tests and quizzes (for grammar points), oral proficiency
interviews, presentations, and student self-assessment.
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Students’ foreign language skills are assessed through formal tests,
including the Glastonbury FLES Test (Thompson, 1997), beginning in
Crade 5. Test instruments are devised, adopted, or adapted by a dis-
trict-wide committee of language teachers and administrators. Brown
wrote, “In these exams, students will listen to native speakers in real
live situations, read articles from authentic sources, and write in re-
sponses to a real life event or activity. The teacher will conduct
speaking interviews with students at all levels” (1995a, p.13).

Students’ Views

in a 1985 survey of 1,200 Glastonbury High School graduates, many
respondents cited the FLES program as their favorite component of
their educational experience (Brown, 1998). Current students are
also positive about the program, commenting on the challenge of
learning a new language as well as how much fun the teachers are
able to make it. Alice Lee, an eighth grader learning Russian in addi-
tion to Spanish, says, “There are tons of activities in Russian, like a
version of Monopoly and the computer lab—not just lecturing.” She
especially appreciates that her teacher, Lynne Campbell, has intro-
duced the students to symphonies and Russian ballet. Don Farrell, a
classmate, mentions the Spanish Club as an extracurricular highlight
for him. Both say that they mix the two languages up occasionally,
and both are less comfortable using Russian than Spanish. “it’s
harder, and we have to be more serious,” Alice says. Both report us-
ing Spanish outside school. “It’s useful in traveling in the U.S.,” Alice
says. “When [ was in Orlando and Tampa | was able to listen to a lot
of people who didn't think I could understand what they were say-
ing,” Don says. Several Eastbury Elementary School students also say
that foreign language knowledge will be useful if they ever travel
abroad. “If you know a foreign language, you .an also learn a lot

about the country, people, and history of the language,” one says
(Brown, 1995a, p. 10).

Although he describes himself as hearing-impaired, former

Glastonbury student Joseph Kiebish says that he is glad that the pro-
gram does not separate students by ability. “Teachers took special in-
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terest in those who were eager to learn more, who had difficulty un-
derstanding a concept, or who needed a little bit more attention,”
he says. “It is important to include everyone in the experience,” he
says, adding that students were able to learn a great deal from one
another (Kiebish, 1999, p. 3).

The People Behind the Program

The Foreign Language Teachers

In Grades 1 through 6, foreign language teachers have approxi-
mately 10 classes each day. The majority are assigned to a single
school, but a few divide their time between two schools. In Grades 7
through 12, teachers have five 45-minute language classes daily.

The competence of these language teachers has been key to the suc-
cess of the FLES program, according to Christine Brown,
Glastonbury’s director of foreign languages since 1983. This compe-
tence, she says, is not only in the languages, but in “their under-
standing of the broader curriculum” as well. Such teachers, Brown
says, “form good relationships with the other classroom teachers and
serve as general resources to the broader elementary school curricu-
lum, especially in social studies” (Brown, 1995a, p. 11). Usually as-
signed to one school, the foreign language teachers in Glastonbury
are better able to become part of that school’s community than
would an itinerant teacher.

Glastonbury’s program has a good reputation and is able to attract
well-qualified teachers. All of the teachers in the program are certi-
fied foreign language teachers, and most in Grades 1 through 6 have
elementary certification as well. During the hiring process, Brown
pre-screens candidates for all foreign language teaching positions to
ensure that their linguistic and academic background and experience
qualify them for the language teaching aspects of the job. All candi-
dates are interviewed in the target language. Brown and the school
principals then interview the finalists to determine how well the ap-
plicants will meet their school’s specific needs. “This partnership has
resulted in a stronger language program,” Brown says. Newly hired
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teachers are observed and evaluated for 18 months to 4 years before
becoming eligible for tenure. This process includes a mentoring pro-
gram and a formal evaluation of the teacher’s foreign language skills.

Graduates of the Glastonbury program have high praise for their lan-
guage teachers, as Kiebish describes:

They came into the classroom each day with the strong desire to teach and to
make it enjoyable. It was not simply rote memoriz_ition of numerous vocabulary
words, but a mixture of many different activities. One day it was flash cards,
another day a movie. . . . Sometimes they brought in toy phones and we had
“conversations” with classmates using the new words. They changed the way
they taught so that it would continue to be fun and engaging. (1999, p. 3)

Foreign Language Director

As foreign language director for the entire district, Christine Brown is
responsible for ensuring the quality of the program. She conducts
about 90 classroom observations each year and oversees other for-
mal program evaluation activities. In cooperation with the school
principals, she ensures that teachers are meeting state-mandated
teaching competencies, cri.eria for accreditation, and teacher evalua-
tion. She works closely not only with the school principals, but also
with all 42 foreign language teachers in the district. In addition to
monthly department meetings with all of the foreign language
teachers, Brown meets with each foreign language teacher about
twice a year, first to formulate objectives, then to evaluate progress
in meeting them. Students recognize her from her classroom visits,
her work with parents, and her appearance at school assemblies
when she helps fifth graders understand the language learning op-
tions that lie ahead of them. Much of the coordination and articula-
tion among schools is due to Brown's efforts, both as an individual
and as a team player with the teachers and school administrators.
“Christy and her personality are definitely part of the program’s suc-
cess,” says Andrew Kyriacau, a guidance counselor at Gideon Welles
Middle School. “She is dynamic, a real advocate, and she hires
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people who are enthusiastic and work well with kids at this [middle
school] level.”

Although the foreign language program is funded primarily through
the Glastonbury Public Schoots, many of the program enhancements
are the direct result of Brown’s success at securing grants from state
and federal sources. The Department of Defcnse funded the distance
learning classrooms with video conferencing capability. The United
States Information Agency has paid for foreign exchange student op-
portunities in the former Soviet Union. The Goals 2000 project was
made possible by the state’s Connecticut School Improvement Initia-
tive funds. A Modern Language Association articulation grant is un-
derwriting the project to improve articulation between the public
schools’ foreign language program and foreign language study at
the University of Connecticut.

Brown is a strong advocate for linkage between the schools and the
community. “Active, vocal, and well-informed parents can sway the
opinions of unconvinced board members,” she says (Brown, 1998, p.
8). Her office ensures that parents new to the district receive an in-
formation packet, including a student study guide and an audio tape
about the foreign language program. A strong supporter of the
district’s Foreign Language Week and other local events, Brown has
also helped publicize the program’s accomplishments in talks at re-
gional and national conferences and in articles published in profes-
sional journals for educators.

Despite this full load of district-level responsibilities, Brown also
teaches one class of either Spanish or French each school year, “usu-
ally at the high school, depending on what the needs are, ” she says.
“It helps me ensure that articulation is on track, and it uses my back-
ground.”
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Parent Involvement: Travel, Field Trips, and
Special Events

Parents are involved and active supporters of the foreign language
program. “My daughter has been in the FLES program since she was
in the third grade,” says Marilyn Hamlin, who also teaches first
grade. “Now that she is in the seventh grade, she has chosen to
continue with Spanish and is thinking about Russian for high school.
| feel the exposure to any foreign language at an early age can de-
velop an awareness and appreciation of different cultures” (quoted in
Brown, 1998, p. 9).

Parents contribute to the success of the program by monitoring their
children’s participation in distance learning projects; consulting with
teachers about their youngsters’ choice of languages for sixth grade;
and serving as guest speakers, volunteer teacher aides, or tutors for
Spanish or French. In a fourth-grade social studies unit on immigra-
tion, for example, parents acted as interviewers in an Ellis Island
simulation. Other parents work with after-school activities, such as
the French and Spanish Clubs, and serve as chaperones on trips,
such as one that French language students took to Quebec. Many
parents have hosted foreign exchange students from Latin America,
Russia, and elsewhere. When the district budget cannot be stretched
to support a worthwhile activity such as a travel or exchange pro-
gram, parents have organized fund-raising events. In 1989, the Par-
ent Teacher Organization and a parent volunteer group played an
important part, with the district foreign language department, in
raising funds for a remarkable student exchange program with the
former Soviet Union. A dozen Glastonbury students visited Russia and
Ukraine, and the same number of students from L'vov, Ukraine, vis-
ited Glastonbury.

Parent/Student Guide to Spanish in the

Elementary Grades

One of the challenges facing all schools is that many students enter
school in the district at the upper grades without the same prepara-
tion in earlier grades as their local peers. In the case of foreign lan-
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Helpful Hints for Incoming 6* Graders

For foreign language class Academy students need:
1 soft cover 3-ring binder
index cards (3x5 or 4x6)

Helpful hints:

1.

9.

Success will be in direct proportion to the amount of organized effort put
into studying, reviewing, and practicing outside of class.

Be organized: Keep all handouts and worksheets in your foreign ianguage
notebook.

Do homework every day as assigned.

5|99

S
Be prepared to try, to take “risks,” to participate
in class activities. We learn a language by using [ Parent/Student 1
the language. Guide to

Spanish in the
Remember that short, simple answers are ac-

ceptable in the beginning foreign language

Elementary Grades

classroom. Long or involved spoken responses (ilatomuns Pl ook

or written answers will not be expected immedi- "

ately. \ M
Z”“'\':ﬁﬂ:“':?

Listen very carefully in class. It is not always &Bg [

necessary to understand absolutely every word, = om <o

but to get the main idea of what is being said.

Students should practice new vocabulary, conversations, or questions and
answers by reading them aloud. They could even teach this new language
to another family member.

. Make flashcards of new vocabulary words. Index cards can be cut into

smaller 1-inch strips, English on one side, Spanish on the flip side. Par-
ents, friends. and other family members can test the student's recal! of vo-
cabulary.

Practice new vocabulary by writing each word several times.

10. Practice at home! Volunteer and participate as much as possible in class!

Copynght © 1999 By Glastonbury Publc Schools

Parent/Student Guide
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guage programs, the problem is usually not just one of somewhat
different content, as might be the case in language arts or science,
but one of students having no background at ali in-the second lan-
guage. Glastonbury has developed an interactive packet of materials
to address this problem. New students and their parents receive a
45-page booklet and audio cassette, which provide language learn-
ing hints, an overview of Spanish pronunciation features, and dozens
of interactive exercises that cover important language skills in the
program. Though they focus primarily on vocabulary, there are also
activities such as songs, designing a calendar in Spanish, and dress-
ing a pair of cut-out paper figures following taped instructions in
Spanish. The booklet includes a list of language learning resources
that parents might investigate. These include dictionaries, computer
programs, and one Web site (http://www.quia.com).

Board of Education

Like school boards in other districts, the Glastonbury Board of Educa-
tion is primarily concerned with policy making and budgetary issues.
When the district expanded the foreign language program to include
first grade, the board had to consider the financial implications of the
proposal. Unlike many boards though, the Glastonbury board not
only supports the foreign language program, but also plays an active
role in how it is implemented. The board takes part in curriculum re-
views for all subjects on alternate years and has been active in the
planned phasing in of technology, with a particular concern that
teachers receive professional development so they can integrate tech-
nological resources and activities into their classes.

The Glastonbury Board of Education officially meets twice a month,
but because of their involvement with such matters as curriculum re-
view, they usually meet every week, says Suzanne Galvin, who was
chair of the board for over 5 years. Galvin explains, “Kids sometimes
come to the board meetings and talk about interesting foreign lan-
guage trips they have taken, what they saw, did, and learned. For-
eign languages are a central part of the curriculum. The world we
five in is so global that foreign languages seem to be a necessity, a
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skill all students will need. It's important that they study other
cultures.”

Challenges

One of the challenges that the Glastonbury schools are tackling is ar-
ticulation of their foreign language program with language study in
higher education. “Our graduating students may find classrooms
that are not proficiency-based,” says Christine Brown. Students com-
ing from a program that emphasizes spoken communication in the
foreign language rather than literature may have a difficult time fit-
ting in or finding a language program that meets their needs. As a

result, “many of our graduates switch to another language and do
well,” Brown says.

Other ongoing challenges include the continuing need to identify
and hire high-quality, experienced language teachers, continuing re-
vision of curricula to integrate state and national standards, resolving
scheduling difficulties, and strengthening the interdisciplinary aspects
of the language program in all grades.

Keys to Success

The Glastonbury Public Schools foreign language program has many
strengths. The program has a long, impressive history, many success-
ful graduates, and committed staff. The program is responsive to stu-
dent and community needs and incorporates state-of-the-art
language teaching practices.

One program characteristic that stands out is its long, well-articu-
lated course sequence, particularly in Spanish, but also in Russian and
French—and soon in Japanese, as well. Articulation is accomplished
through a coherent curriculum and assessment plan, teamwork
within each school and across the district, inclusive curriculum plan-
ning processes, the innovative use of “exchange teaching,” and en-
hancements provided through the Goals 2000 Project. The result has
been a learning experience that leads graduates to make statements
like that of Erin Doyle: “Studying Russian in grammar school was
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more than just another class for me. Literally my entire life has been
shaped by that study” (Brown, 1995a, p. 14).

The other notable strength of the foreign language program in
Glastonbury is the support it enjoys from just about everyone in
town. Patricia Da Silva, principal of Buttonball Elementary School,
says that Glastonbury was her first exposure to a FLES program. “I
didn't seek a school with a foreign language program, but | was in-
trigued from the start,” she says. “Before too long, | was proud to be
a part of it. Acquisition of a foreign language pays off for all of us.”
Thomas Russo, principal of Gideon Welles Middle School, says the
program is extremely popular, “the least controversial program in the
school. The only problem is that there are so many opportunities but
not enough time for students who want to take .nore foreign lan-
guages.” Christine Brown does not take this widespread support for
granted. She continues to educate parents and other community
members and to win more advocates for the program. But she notes
that she does not have to spend much time persuading the local
government that early foreign language study is worthwhile. That
support is more or less “built in,” she says, “since many of the town
council members went through the program themselves.”
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Andrew Jackson
Middle School and
Greenbelt Middle
School

Prince George’s County Public Schools, Maryland

Graduation from high school is traditionally the occasion for events
such as dances, dinners, and parties, culminating in the formal
school ceremony at which diplomas are awarded. But the most
memorable graduation experience for 13 graduates of Central High
School in Capital Heights, Maryland, may not be that cap-and-gown
event. Their high school graduation was honored with a unique cer-
emony held at the Embassy of France in Washington, DC, on May
18, 1999. They received special certificates from Gladys Lipton, presi-
dent of the American Association of Teachers of French, and personal
congratulations from Jacques Bujon de L'Estang, the French Ambassa-
dor to the United States.

These 13 were the first students to complete all 13 years of Prince
George’s County School District’s French immersion program. Com-
prised of programs at two elementary schools and two middle
schools as well as Central High School, the program is one of very
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few in the United States to offer such an intensive, well-articulated
language program.

Program Overview

vrince George’s County School District, located on the urban fringe
of Washington, DC, is the 17" largest in the nation. The district’s K-
12 school enroliment is 126,515 (1997-98). 70% African American,
20% Caucasian, 5% Spanish-surnamed, and 4% Asian American.
There are 133 elementary schools (Grades K-6), 26 middle schools
(Grades 7-8), and 22 high schools (Grades 9-12). Thirty percent of
the students are eligible for free or reduced-cost lunch.

District-wide, 11,934 middle school students were studying a foreign
fanguage in 1997-1998 (Prince George’s County Public Schools,
1998a). The average foreign language class size is between 25 and
30 students. Approximately 900 students participate each year in the
K-8 French immersion program. Enrollment in the immersion pro-
gram is on a lottery basis.

The French immersion program was established in 1986, beginning
with kindergarten and first grade. Another grade was added each
year. The middle school continuation program began in 1993 as the
first students in the program graduated from elementary school. An-
drew Jackson Middle Schooal, already the site of a popular humanities
magnet program in the town of District Heights, was selected for the
foreign language immersion continuation program. The county’s sec-
ond middle school French immersion program began in 1997 at
Greenbelt Middle School in Greenbelt, on the north side of the
county. After middle school, students may continue foreign language
immersion at Central High School in Capital Heights, which offers
the International Baccalaureate program in addition to courses that
build on the French immersion experience.

Whereas the elementary school program is total immersion, the con-

tinuation programs are, strictly speaking, partial immersion. In the el-
ementary program, all but 2 hours of instruction per day—physical
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education and English language arts—are in French. In the middle
and high school programs, it is the reverse: Most classes are in Eng-
lish, but 2 hours of each day involve content-based French instruc-
tion. Students take two bacK-to-back French classes, one in language
arts and culture, the other in social studies.

The immersion programs are funded through the Prince George's
County Schools and through the federal Magnet Schools Assistance
Program. Magnet funding assists in the diversity of public schools by
providing for innovative programs that will draw a diverse population
to a particular school. Funding from the Magnet School Assistance
Program is renewable annually.

Program Philosophy and Goals

Prince George’s County Public Schools staff value foreign language
study for its contribution to “communication, understanding other
cultures, global perspectives, life enrichment, career enhancement,
and expansion of the basic English vocabulary” (Prince George’s
County Public Schools, 1998a, p. i). The Prince George's County im-
mersion program was founded on the belief that with intensive ex-
posure to the language in a well-planned and monitored sequence
of study, students will become bilingual and will demonstrate high
academic achievement in the regular curriculum areas.

The immersion program has four goals for its students:

* They will learn the regular school curriculum through French.

e They will attain high academic standards.

e Their French language proficiency will approximate that of a na-
tive speaker by the end of sixth grade.

¢ Their skills and abilities will continue to approximate those of na-
tive French speakers at their respective age and grade ievels as
they progress through the program.

116




Starting the K-12 Program

Language of Choice

French was selected for the Prince George’s County immersion pro-
gram in the mid-1980s because of the existence of French immer-
sion programs in Canada and in nearby Montgomery County,
Maryland. Canada’s French immersion model prescribes teaching the
regular school curriculum through the medium of the foreign lan-
guage rather than having foreign language be the subject of instruc-
tion. When skeptics in Prince George's County expressed doubts,
immersion program advocates were able to point to the Canadian
programs’ success. Because a similar French program was already
underway in Montgomery County, program developers in Prince
George’s County saw a potential local source for curricula and
materials.

Starting the Middle School Program

As part of the middle school phase-in plan in the early 1990s, regular
classroom teachers met with program planners to discuss curricula
for reading, language arts, math, and science. They also discussed
such questions as what should be covered in French and which
French language textbooks should be selected. In addition, principals
and instructional personnel met with parents and others who would
be affected by the program to discuss the concept of immersion,
special needs, scheduling concerns, staff development, library books,
and supplementary materials. Budget concerns included funds for
staffing, translation of curricula, materials, and consultant fees. An
overview of the curriculum, The french Immersion Program in the
Middle School Curriculum Guide, was updated in june 1999 and is
available from the program.

In the Classroom

Madame Lundberg, an immersion teacher, begins her seventh-grade
class at Andrew Jackson Middle Schoo! by informing students that for
homework they are to draw a poster illustrating similarities among
three religions. To ensure that students have understood the instruc-
tions, given entirely in French, she compares the word similitude to a
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word they already know, similaire, and then asks about affiche
(poster). Students quickly state examples of items they might include
on the poster: eglise (church), temple (temple), mosquée (mosque),
synagogue (synagogue), and prétres (priests), along with symbols
such as le croix (the cross), le croissant des étoiles (star and crescent),
and ['étoile de David (star of David).

Next, students review vocabulary related to religion while practicing
different kinds of questions in several verb tenses. The teacher gives
them a statement about cultural and religious information, and the
students transform it into a question. Two points are awarded for an
inversion question and one for a question beginning with Que‘est-ce
que. As they transform the teacher’s statements into questions, stu-
dents are learning facts about the religious customs and beliefs of
those who practice Islam, Judaism, and Christianity. Afterward, a few
of the students dress up in clothing worn by people who practice
these religions, and the others grill them with such questions as,
“Pourquoi est-ce-que tu dois mettre cette voile?” (Why do you have to
wear that veil?) or “Pourquoi est-ce que fes femmes sont considerés
inférieures?” (Why are women considered inferior?) The student in
costume responds to the questions appropvriately. The lesson ends
with a reminder about the homework assignment and a few more
exercises on question forms for review.

This lesson, with its lively communicative activities, is typical of the
immersion classes. Creative drama and role play are favorite activities
among teachers and students alike. French immersion students com-
plete ambitious interdisciplinary research projects in French on topics
as diverse as Mozart, ancient Roman weapons and battle tactics,
Elizabethan theater, and Pearl Harbor.

The immersion schools feature special programs and events, such as
French essay contests (one of which is conducted by the French Em-
bassy), in which the students have opportunities to display their lan-
guage skills. Andrew Jackson Middle School has hosted a delegation
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from Senegal, sent immersion students to French-speaking areas of
Canada, and held extracurricular foreign language camps.

In April 1998, seventh-grade immersion students from Greenbelt
Middie School traveled to Louisiana to participate in an international
festival in Lafayette. They also visited Pierre Part, Louisiana, where
they were guests of French immersion students at the middle school
there. A month later, the Pierre Part students visited the Washington,
DC, area, and the Greenbelt students were able to repay their hospi-
tality by hosting them for a White House tour and lunch at a local
French restaurant.

In 1997, outreach efforts were initiated to connect the middle school
students with those in the elementary and high school programs.
The middle school students hosted student visitors from the elemen-
tary French immersion program and enjoyed receiving postcards in
French when the high school immersion students traveled to France.

The Curriculum

As mentioned earlier, the French immersion middle school program
consists of two daily courses taught in French: social studies and
French language arts and culture. After bilingual instructors translated
the district curricula into French, French history and literature texts
and other materials were selected to implement the curricula. When-
ever the regular social studies and language arts curricula are revised,
the district foreign language office ensures that the foreign language
curriculum is also revised accordingly. Because they are in the hu-
manities magnet program, French immersion students write quarterly
essays on an interdisciplinary theme or topic, conduct research, keep
journals, discuss international topics, and may participate in field trips
related to the themes being infused through English, social studies,
and art. All students in the program are required to write a formal
research paper each year. (See Prince George's County Public
Schools, 1998b, for descriptions of the social studies and language
arts curricula).
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Social studies

The eastern hemisphere, past and present, is the focus of the sev-
enth-grade social studies curriculum. Students learn about the conti-
nents of Africa, Europe, Asia, and Australia, with a regional focus on
the Middle East. They study events within the same time period in
these regions, with an emphasis on cultural differences and similari-
ties. With the exception of Australia, students study each world re-
gion twice during the school year, first from a historical perspective
and then a contemporary one. For example, when studying about
Europe and Asia in the past, students read about myths and legends.
In the unit on Europe in the contemporary time period, they read
excerpts from a diary written by an adolescent female during the
continuing struggle in Bosnia.

The eighth-grade social studies curriculum focuses on the history of
the United States from 1776 to 1877, from the eve of the American
revolution to the conclusion of the Civil War and Reconstruction. As
with the seventh-grade course, teachers plan activities that promote
hands-on experiences and presentation opportunities for students.
“Students should be given exposure to significant pieces of literature
and the study of primary source documents throughout the entire
year” (Prince George's County Public Schools, 1998b, p. 15).

Curriculum and implementation suggestions are included in the
district's “Social Studies Guide/Scope and Sequence.” The core social
studies textbooks are in French, and additional materials are trans-
lated into French or are adapted or created by the teacher or team
of writers from the Foreign Language Office.

Language arts

In the language arts courses, students survey literature by reading lit-
erary works, social and cultural materials, and magazines and news-
papers. Grammar is taught in context, and the finer points are
analyzed as students complete writing assignments, original composi-
tions, summaries, reports, and research activities.
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National Standards in the Classroom

The national foreign language learning standards have been incorpo-

- rated into the Prince George’s County program curricula in all grades.

The immersion teachers are aware of the standards and use the five
strands in their instruction.

Comununication in languages other than English: In addition to
using French in the classroom for 2 hours every day, students use
French when they go on foreign language field trips, in e-mail and
regular mail exchanges with Canadian pen pals, at foreign language
program events, and during travel overseas.

Connections with other disciplines and acquisition of information:
In addition to learning about world studies in French, students study
various literatures, art, and music in the French language. An interdis-
ciplinary approach assures that what they learn in French during
French language arts or world studies is integrated with what they are
learning in English in other areas. An interdisciplinary exam requires
the students to discuss and relate what they have learned in French
and English on a range of specified topics.

Comparisons that develop insight into the nature of language and
culture: The world studies curriculum and lessons include the compari-
son of French and English languages and French and American cul-
tures. Comparison with many other languages and cultures is
encouraged further through the study of various cultures in world
studies and through exploratory and level I language offerings required
in both seventh and eighth grade.

Knowledge and understanding of other cultures: The middle school
world studies curriculum in both English and French focuses on learn-
ing about and understanding other world cultures and their histories,
beliefs, and customs. Course content includes the cultures of various
French-speaking countries as well as the cultures of other countries
around the world, including Native American cultures and customs in
the United States.

Participation in multilingual commnunities at home and around
the world: Students participate in multilingual communities at school
as they communicate with teachers from a number of countrics. Lo-
cally, students arc able to visit an authentic French restaurant where
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they place their orders in French. Students also take an international
trip every summer fo destinations that have included japan, France,
Spain, England, and ltaly.

|
National Standards n the Classroom

Teaching objectives for seventh and eighth grade include the
following:

* Speaking/Listening: Students are able to express ideas clearly and
concisely in a variety of oral contexts and to apply active listening
skills to the analysis and evaluation of others’ ideas.

* Reading/Literature: Students are able to decode, summarize, ana-
lyze, and evaluate works of fiction and non-fiction. -

* Writing: Students are able to generate written communication in a
variety of modes using all phases of the writing processes, includ-
ing prewriting, drafting, editing, and publication.

* Language/Grammar: Students are able to understand and analyze
the role of language in human communication and to apply cor-
rectly the conventions of standard French in both oral and written
contexts.

(Prince George’s County Public Schools, 1998b, pp. 1-8).

The curricula follow the Prince George's County School District
guidelines, which are based on Maryland state guidelines. The Mary-
land School Performance Assessment Program (MSPAP) has also had
a major impact on schools throughout the state as curricula and in-
struction are adjusted to enable students to meet standards as re-
flected by state test scores. At all levels, content in English and
French is taught with MSPAP activities in mind. One middle school
French teacher notes that language immersion strategies and MSPAP
strategies in combination provide instruction that helps students to
achieve a high level of fcreign language proficiency and success on
their MSPAP exams.
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An Integrated Approach

In both seventh and eighth grade, world studies is part of an inte-
grated approach that extends beyond the language and world stud-
ies classes. For example, when studying ancient Greece and Rome,
students read Edith Hamilton’s Mythology in English class and study
ancient Greek and Roman art in fine arts class. Integrated assessment
is carried out through quarterly essay exams. In addition, regular
classroom teachers meet and chat informally with the foreign lan-
guage immersion teachers to coordinate across disciplines. Integra-
tion involves deciding the content being covered as well as selecting
complementary lessons, texts, materials, and tests. At Greenbelt
Middle School, the foreign language teacher and English language
arts teacher meet informally every few weeks to discuss ways to rein-
force the material being covered in each class. Both are testing coor-
dinators at the school, so these meetings give them opportunities to
discuss interdisciplinary testing as well.

More Languages!

At both middle schools, seventh graders supplement their French
study with the study of other languages in a foreign language ex-
ploratory course (FLEX). At Greenbelt Middle School, this course in-
cludes one semester of Russian and one semester that includes 24
weeks each of Latin, Spanish, and Japanese, and a unit on African
languages and culture. At Andrew Jackson Middle School, the sev-
enth grade FLEX course includes a one-semester sampling of Spanish,
Japanese, and African languages and culture, and one semester of
Japanese.

Exploratory Japanese

In a seventh-grade Japanese exploratory language class at Greenbelt
Middle School, students look at three pictures: an eye, a heart, and a
book, and decode them to mean, “I love books.” The teacher, Maria
Koulova, then asks them to draw a similar series of pictures to express
a complete thought or idea, with no words allowed. After about 10
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minutes of sketching on notebook paper, individual students volunteer
to put their own pictures on the board at the front of the room while
other students guess the meanings.

After discussing whether it is more difficult to represent a concrete
object or an idea, students talk about why people need to write (e.g., to
communicate with someone far away, to express feelings, to record
history or events and achievements). This discussion leads to further
illustrated explanations of the historical relationship between pictures
and writing in Europe, North America, and West Africa. Next, the class
focuses on the origins of the English language and alphabet, looking at
the hieroglyphics of the ancient Egyptians and the alphabet of the
ancient Greeks and Romans. Keulova points out that the japanese
similarly borrowed their writing from their closest neighbors, the Chi-
nese. She explains that the kanji system, which is made up of over
10,000 characters, became difficult for the Japanese to use as the sole
way to represent their language, leading to the development of two
other writing systems, the hiragana and katakana. This prepares the
class for watching a short video, “Japanese for Teens: Write in Japa-
nese.” Produced by Andrew Jackson Middle School, the video shows
the (sometimes slight) resemblance between Japanese characters and
what they represent. After the video, the teacher divides the class into
small groups and distributes pictures that the students are asked to
match with kanji cards. As assessment and closure, students write a
sentence in their journals describing the kanji writing system and one
character they learned that day. They also receive a kanji worksheet to
complete as homework.

By the end of this lesson, the students may not have become more
fluent or literate in Japanese, but they have met the lesson objectives:

* To describe kanji as a basic Japanese writing system.

¢ To explain why Japanese use more than one writing system.

* To recognize that writing systems are a reflection of the culture in
which they are developed.

* To appreciate diversity, complexity, and logic in a writing system
different from their own.

(Bused on Sample Lesson Plan, developed by the district’s foreign language office)

e e e e e e — S

Exploratory Japanese
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In the brief segments of the FLEX program, students are able to learn
just a few simple expressions in each language, but they gain much
more thari a command of a handful of phrases. Looking at English
word roots, prefixes, suffixes, and borrowed lexical items, they inves-
tigate the relationship between each of the languages and their own.
in addition, they watch videos, carry out research projects, and enjoy
presentations by visitors to become better acquainted with the cul-
tures of the countries where these languages are spoken. The pur-
pose of the FLEX program is for students to become more aware of
the diversity of languages and cultures around the world, to develop
additional language learning strategies, and to help them decide
which foreign language might interest them for future formal study.

After seventh grade, the immersion students must study an addi-
tional language. Eighth graders at Greenbelt Middle School may take
a year-long course in Spanish or Russian, while their counterparts at
Andrew Jackson Middle School may take a year-long course in Span-
ish or Japanese. They may continue with these languages in an ar-
ticulated sequence at Central High School.

The People Behind the Program

Close collaboration and cooperation among all those involved in the
program have been vital to making this a well-articulated, successful
immersion program. In addition to a foreign language supervisor at
the district level who monitors the program and works with school
principals, an immersion coordinator at each school handles the day-
to-day operations of the program. A part-time foreign language im-
mersion specialist provides staff development and program advice.
Of course, it is the classroom teachers who provide the instruction.

Foreign Language Teachers

There is one foreign language immersion teacher at Andrew Jackson
Middle School; there are two at Greenbelt. Each teacher has her own
classroom and teaches two or three 2-hour foreign language blocks
each day. All three teachers have both seventh- and eighth-grade
students. The teachers have a 90-minute instructional planning pe-
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riod each day and a 30-minute break for lunch. In addition to teach-
ing, teachers work with the foreign language supervisor and coordi-
nators to develop the curriculum and to translate content-area
curriculum units. At their home schools, they coordinate with each
other and with the immersion and magnet coordinators regarding
program issues.

The language expertise of the teachers is particularly important for
immersion programs, because teachers must cover such sophisticated
topics as literature, history, geography, and mythology. The Prince
George's County teachers are native or near-native speakers of
French and are trained in elementary or secondary education. All are
fully qualified, either holding or completing their foreign language
education certification. As of 1999, two of the three middle school
immersion teachers had 10 or more years of foreign language teach-
ing experience, most of it teaching elementary French immersion
within the Prince George’s County Public Schools.

Middle school immersion teachers participate in a variety of staff de-
velopment activities each year, including courses from the University
of Maryland/College Park and Bowie State University. These courses
lead to certification for teachers of kindergarten through eighth
grade. The district also offers staff development workshops. Recent
workshops have focused on using technology in the foreign lan-
guage classroom, incorporating national standards, and assessing stu-
dents according to the ACTFL proficiency guidelines.

The District Foreign Language Supervisor

The district foreign language supervisor, Pat Barr-Harrison, plays mul-
tiple roles involving both leadership and support. She meets regularly
with the magnet and immersion coordinators regarding program is-
sues and visits the schools frequently to see that things are running
smoothly. She holds workshops and meetings to address teachers’
concerns, such as certification, articulation, and staff development.
She coordinates curriculum development and translation and sees
that those activities are funded. She devotes time to community rela-
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tions and publicity for the program as well, issuing an annual news-
letter, responding to inquiries from parents and community mem-
bers, and meeting reqgularly with parent support groups.

The Principals

Decisions affecting the French immersion program are made by the
principal and the district foreign language supervisor. The main role
of the principal is to support the program and to ensure that all stu-
dents achieve academic success. Recommendations regarding the
program are made to the principals by the program staff so that the
principal can take action and ensure that they are implemented. The
principals of Andrew Jackson Middle School and Greenbelt Middle
School are proponents of foreign language learning and strong sup-
porters of the program.

The middle school program also enjoys support from the district
school board, which views the entire K-12 immersion program as a
success. Board members have made glowing statements about the
program to The Washington Post and to reporters from French news-
papers. Two board members have had their own children participate
in the immersion program.

6.03 W
Starting the Program at Greenbelt Middle School

In 1996, parents in the northern part of Prince George’s County de-
cided that they wanted the option of a nearby school where their chil-
dren could contirue to receive foreign language immersion instruction.
A group of 16 parents addressed the principal of Greenbelt Middle
School, asking him to join with them to advoecate for a foreign lan-
guage immersion program at that school. Parents and school adminis-
trators, with the help of the district foreign language coordinator, then
convinced the school superintendent of the importance of this addi-
tional continuation program. It was implemented in 1997 and contin-
ues to expand.

S ) =
Greenbelt Startup

127




Immersion Coordinators

“Immersion programs need special nurturing,” says Pat Barr-Harrison.
The immersion coordinators manage many of the day-to-day opera-
tions of the middle school program, helping it to run smoothly. They
address curricular, student, teacher, school, and parent concerns and
needs, and bring teachers’ instructional concerns to the district for-
eign language supervisor. The coordinators meet with the teachers
and with each other regularly to address program issues, and with
the district foreign language supervisor to provide regular program
updates.

The immersion coordinator assists the teachers by making sure that
appropriate materials are available or ordered, helping with lesson
plans, organizing special events and seminars for the students, and
organizing special trips that involve the parents. Depending on stu-
dent schedules from year to year, there may be as many as 20 field
trips during a school year. “We use the District of Columbia as a
classroom,” says Corinne Mullen, immersion coordinator at Andrew
Jackson Middle School.

Although teachers see her as a facilitator, students may view the im-
mersion coordinator as a monitor. “No English in the French room,”
is a theme of Mullen’s, and her job is to enforce the rules. Students
are accustomed to hearing her exclaim, “En frangais!” when she
catches them slipping into English. Repeated violations may result in
phone calls to parents, detention, or other disciplinary action.

Middle school coordinators help to provide inservice training
and contribute to the professional development of the teachers.
At national conferences and within the district, they have deliv-
ered sessions on foreign language teaching and Maryland
School Performance Assessment Program (MSPAP) strategies for
new teachers.
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Teams

Two on-going teams have proven to be an important asset to the
program’s continuity and community support. One team includes
the district foreign language supervisor, the immersion coordinator
from each school, the principals, the magnet coordinator, content
area specialists, and parents. It was established in 1993 and meets
once a month to discuss program concerns such as implementation,
articulation, assessment and testing, and technology. Recent topic ar-
eas include aligning the curriculum with state standards and revising
the French language arts course.

The second team consists of immersion teachers from both middie
schools and meets periodically throughout the year to discuss the
curriculum, assessment, technology, reading and communication
skills, and other topics.

Parents

Parents are strong advocates of the immersion program at the
middle schools and say that it is an excellent, challenging program
that benefits their children academically, socially, and as citizens of a
global society. They also believe that foreign language study contrib-
utes to job success and career advancement. “I wanted to broaden
my daughter’s horizons and give her an edge,” one says. Another
mother says that she had been nervous about putting her child in a
French immersion environment, but her fears were dispelled as she
saw how the children were succeeding in both English and French.
She now says, “Children should start early in an immersion experi-
ence so that they can soak it up.” Another parent noted that the test
scores of students in the schools participating in the foreign lan-

guage program are higher than those of students in the other district
schools.

Parents are involved in a French immersion support group, the PTA,

and school fund-raisers. A visiting delegation from Senegal was re-
cently hosted by parents of children in the immersion program. A
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number of parents send their children to foreign language camp in
the summer to maintain or improve their language skills.

Middle school parents say that their children are definitely using
the foreign language at home. The youngsters read books in
French, watch French videos, and read French menus or signs in
restaurants. One parent says her child corresponds in French with
Canadian pen pals, and others note that their children watch
French programs on television. One parent mentioned that her
child will recognize a French accent when someone is speaking and
strike up a conversation.

Students

At both middle schools, foreign language immersion is an important
feature that has attracted parents and children from outside the area
neighborhoods. Students in the program are enthusiastic about it. “i
really like learning things that are different from what everyone else
is learning,” says one.

Students use the foreign language in the classroom nearly all the
time. They are encouraged to speak French outside the classroom,
but this is not always convenient, because only a small percentage of
the school population participates in the foreign language immersion
program: 30 out of 910 students at Greenbelt, for example. Students
are especially comfortable using the language with their immersion
classmates. “French is handy to talk with friends (from the program)
when we don’t want our parents to understand what we're saying,”
one student says.

There are other opportunities outside the classroom for students to
practice their French skills, including participating in the Canadian/
American exchange program and communicating with friends
through an e-mail exchange. Immersion students are popular re-
sources for others needing help in their regular middle school French
classes. Although most middle school students do not participate in
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the program, immersion students report that there is no antagonism
between the immersion and non-immersion students.

Funding

Funding for the foreign language immersion program comes from
the district as well as from magnet desegregation funds, and is ad-
ministered by the district foreign language office. Funding is one of
the biggest challenges to the school and the district, but the district
foreign language supervisor works to ensure that funds are available
to maintain the immersion program that has served as a national
model for many years.

The program coordinators and aide positions are supported by local
funding that involves a position adjustment request with rationale. In
the past, start-up costs were significant each year as a new grade
was added to the program, involving the purchase of new instruc-
tional materials, translation of existing materials, and development of
new curricula. Now that the program has been implemented in ev-
ery grade from kindergarten through twelfth, expenses are for main-
tenance and enhancement. The amount of funding available through
magnet desegregation sources has decreased as the program has
completed its 13 years of implemention.

Measuring Program Success

Student Assessment

Assessments of student performance have validated the assumptions
of parents and school staff that the French immersion program adds
to students’ capabilities in French and other subjects. Test score data
collected for sixth-grade students at Rogers Heights Elementary
School for the 1996-97 school year, for example, showed that these
students were performing as well as or better than non-immersion
students in English and mathematics on the Maryland state func-
tional math and reading tests. The majority of the students also per-
formed at or above average for their grade level on the various
components of the Maryland School Performance Assessment Test,
which measures hands-on problem solving in mathematics, science,
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reading, language usage, social studies, and writing. Results of a cri-
terion-referenced French language test developed by the district indi-
cate that French immersion students approximate native French
speakers of the same age in a number of areas, including mastery of
similar verb tenses, as well as in reading and writing tasks. It has
been helpful to inform community leaders and parents of these test
results. The Prince George’s County Foreign Language Office shares
successful evaluation results in program information packets that are
distributed not only within the school system but also to parents and
the general public.

Research reports and other written projects in middle school French
classes provide a means of assessing students’ writing skills. Peer revi-
sion is used to help students understand the writing process and be-
come accustomed to editing, correcting, and assessing their own
work. Oral presentations also provide a means of assessing general
oral proficiency and identifying strengths and weaknesses in such ar-
eas as content, word choice, tone, and projection. One teacher uses
the Maryland School Performance Assessment Program rubric for
grading and has the students assess thernselves and their peers using
this system. Students compare the grades they give themselves with
those given by the teacher. Much of a student’s grade is based on
classwork and oral participation.

Portfolios are maintained for each student so that their work can be
shared with high school teachers as an important element of pro-
gram articulation. Teachers also share assessment results across grade
levels and refer to them when they examine the scope and sequence
of the program each year to determine whether the outcomes are
still appropriate.

Program Evaluation

In 1996, the Center for Applied Linguistics conducted an extensive
evaluation of the French immersion program in Grades K-8. This
evaluation included 64 classroom observations, reviews of over 250
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weekly lesson plans, staff interviews, and surveys of teachers, stu-
dents, and parents. The results were quite positive.

The study confirmed that immersion instruction was implemented as
planned. Content areas such as mathematics, science, and language
arts were being covered in French, and the MSPAP activities were in-
cluded as part of instruction. Perhaps the most significant finding
was that the students in the immersion program were acquiring skills
in French that enabled them to communicate with native speakers of
French through both speaking and writing. Evaluation of speaking
and writing samples from third, sixth, and eighth graders revealed
that the program was meeting the speaking and writing objectives

set forth in its scope and sequence (Center for Applied Linguistics,
1997).

Linking the Program to Families

and the Community

The district foreign language office provides a variety of informational
materials, pamphlets, and brochures about the multiple foreign lan-
guage offerings in the Prince George’s County school system: tal-
ented and gifted, foreign language exploratory, foreign language
immersion, foreign language in the elementary school, and dual lan-
guage enrichment. The materials inciude instructional program over-
views, descriptions, goals and histories. There are recommended
guidelines; expectations and offerings at various grade levels; and
scope and sequence with outcomes and indicators for listening,
speaking, reading, and writing in a foreign language.

The district foreign language supervisor combines reports from the
French immersion and magnet school coordinators to produce a dis-
trict French immersion newsletter to inform school administrators,
parents, and the community of the accomplishments of the foreign
language immersion students and staff. The newsletter includes sta-
tistical information, such as the results of consecutive year enroliment
studies, as well as descriptions of activities and special events such as
research projects, field trips, and visits from foreign diplomats.
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French Immersion

June 1999 Newsletter

Dr. Pat Barr-Harrison
Supervisor of Foreign Languages
Prince George’s County Public Schools

Information

A special thank you to all parents who interacted with teachers, administrators,
and other parents to make learning in an immersion setting a positive
experience for students.

This year ended with a positive “Bang” due to the publicity about

“The First 12" grade Graduating Immmersion Class” in Prince
George's County; the other highlight was Rogers Heights and
Shadyside having winners and honors in the National
French Contest. Imogen Davidson White took first place
in the U.S. on the exam in her category. Imogen will be a sixth
grade immersion student next year taking advanced courses

in math and other subjects. Hats-Off to Imogen and all of
the other students.

A special thank you to the Immersion teachers and the five French Immersion
Coordinators in the five Immersion Schools. They work with me, the principal
and you to make the program in Prince George’s County Public Schools
(PGCPS) one of the best in the U.S. :

Every year I ask teachers and coordinators to highlight special activities or an
event to share with parents, other teachers, students, and other stakeholders in
the Immersion Program. In addition, 1 have added some information from the
Internet. Please enjoy the Newsletter.

e :
French Immersion Newsletter
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Like other classroom teachers, the teachers in the immersion pro-
gram keep in touch with parents through regular phone calls,
progress reports, and quarterly conferences. Parents are welcome to
sit in on classes to observe, and a number of them do so each year.
There are also special programs and plays held during or after
school, and special events such as a recent visit from a representative
of the Japanese embassy. Parents develop a strong pride in their
children’s accomplishments as they are involved in these events.

The district’s public relations office publicizes the program’s success
in the area newspapers. For example, in 1997 and 1999, local news-
papers published articles about Prince George’s County immersion
students scoring top in the nation on “le Grand Concours de
Francais” (The National French Exam) administered yearly by the
American Association of Teachers of French. A student from one of
the immersion elementary schools had the top score in the nation in
1997, and another in 1999. The Washington Post featured an article
in May 1999 about the first graduates to complete the immersion
program’s K-12 sequence (Nakamura, 1999).

Challenges

Despite overall success, the immersion program is not without its is-
sues and challenges. Although the retention rate from elementary to
middle school is over 95%, the retention rate from middle school to
high school is not as impressive. Ninety percent of Andrew Jjackson
Middle School immersion students continue with the program in
high schooi, but fewer than 50% of Greenbelt students do so. One
of the main reasons is that Central High School is not in a conve-
nient location for students living in the northern part of this large
district.

Transportation is a related challenge. Because of the size of the
school district, a number of immersion students in all grades must
travel considerable distances to participate. When the district’s trans-
portation budget is tightened, immersion students and their parents
are directly affected.
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Bilingual Honors for Bilingual Students

Pr. George’s Seniors End I3-Year Program With Ceremony at French Embassy

By DAvID Nagauwuma
Fashington Post Siaff Trze

Reginald Andrews Jr. is 2 star
running back at Central High
School i Capitel Heights, and
he's not a bad wrestler, either. But
the skills that really win him atten.
tion among his peers 2re strictly
verbal- He speaks French

Take the time he was wosking in
2 McDonald's fast summer and 2
group of foreign tourists was baf.
{led by the nuances of the quarter-
pounder with cheese.

“1 said, 'Est<ce que je peux vous
aidez? © Andrews recalled yester.
day. “Just asking thes if 1 couid
help them in French made them
lee! better. My co-workers were
shocked "

Andrews, a senior. and a dozen
of his classmates were honored at
die French Embassy in Washing:
fon yesterday as the first students
in the mid-Atlantic region to com-
plete a K12 bilingual program,
emerging fOuent 1 both French
and English.

The Prince George's French im-
mersion program, offered at two
elementary schoals, two nuddle
schools and Centra] High. is one
of the most advanced language
programs in the counury While
many school districts. including
Montgomery and Farfax, offer

languzge programs in elementary “They got more exposure, rav-
schools, Prince George's isone of  eled, did things you do not usually
the few on the East Coast that of-  do in school” Rowse said of the
fers a contis and h i ion program. I wanted a
sive bifingual education: from kin-  lat of diverse things for her, and
dergarten through 12th grade. this programa did that.”

“This shows bow immersion In the program, elementary stu.

works: that these people, who for
13 years studied fn French. are
aow fueat,” said Dominique Mal-
icet, the French Embassy’s cultur.
al attache. "Aad in > world where
v talks about globaliza-
tian, they’re already ahead ™

The Prince George'simmersion
program was one of severa! mag
net programs developed by the
county in the Late 1980s, when the
school system was wventing ways
to fosler the voluntary integration
of schools.

Jonis Belu-John remembers his
mother anxioualy camping out all
night s she could sign him up. He
also remembers his own reactian
being lesa enthusiastic.

“The first year, [ was in awe,” he
said. 7 was lke, ‘What is this?
Why am [ heve> Why can't L apeak
English like everyone else is dning
in their classes? But | picked it up
pretty well becavss that's 2ll we
spoke, French.”

[sabella Rause enrolled her
daughter, Donna Jackson. in the
program 2ftet looking into the sc1-
ence and math magnat schools

dents are taught the standard
Amenen curriculum in Prench
for most of the day—th- excep-
tions being gym clasa 2a.; English
fiterature. In middle school and
high school, students leamn tcad
ing, writing. science and math in
English, bu! take two periods of
a0cia! seiences in French.

Somttimes, the students said
yesterday, it was a daunting task
to keep up.

Amnsley  Delissaint,  whose
Frenchspeaking  father  signed
him up for the wumersion pro-
gram. wid he started doubting
whether he'd be able to keep up
when he reached middle school
and some of his origmal class-
mates dropped out of the pro-
fram

“My paseots said it was my de-
cision,” Delissaint said. *T finally
decided that I've been in there so
long, it didn't seem right for me to
mp, 1 had prepared for thus
since kindergarten.”

Most of the students” parents
chese to start them mn the pro-
¢ram. But at the middle and high

school levels, they made their own
decisions to stick with it.

Ag they grew oldet, students
2aid, they began to appreciate
their zbility through 2 standard
high school measuring stick: peer
reaction,

"My friends always say. You
sheuld say something in Preneh to
e,”” Alicsha Sharpe mid. *1 say,
“Why? Y'all are not going to un-
derstand what T'm saying’ But
they think it’s good because they
take Preach | and 2 and they don't
get anywhere,”

Belv-John, whose  younger
brother also i in the county’s
Prench tamersion program, usex
his fuency to his advantage—
somietimes to his parents’ chagnin

“My brother and [, whenever
we want to talk about my parerts,
we make comsnents in French and
they can’t understand ua,” Belu.
John, who plans to major in -
ternational business and aspires
to be a diplornat, said with a grin

As for Andrews, he plans to ma
for in business and start a restan
rant—possibly an intermational
chain.

He figures hus language skills
will come in handy, even d the
most popular meau item is 2 Big
Mac. “There’s no translation for
that® Andrews said “That's a
pretty universal concept.”
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‘26 I Lessons Learned: Model Early Foreign Language Programs

A third challenge is class size—26 to 30 students per class. This is
done to accommodate as many students as possible. But the devel-
opment of speaking skills, in particular, can suffer with so many stu-
dents in one class. This challenges teachers to plan lesson activities

that provide maximum opportunity for students to practice speaking
French.

Keys to Success

Three elements stand out as essential to the success of the Prince
George’s County immersion program. The first is the support that
the program enjoys from just about everyone. The proaram is appre-
ciated by parents, who are amazed to hear their children speaking
only French in the classroom. Parents believe this is an enormous op-
portunity for their children and, along with journalists, often make
appointments to visit and observe. Program staff have not had to
expend time or energy convincing skeptical school board members.
Impressed with test results, the board has supported the program
from the start. According to the principal of Greenbelt Middle
School, there have been no complaints from anyone since the pro-
gram started.

Another key to the program’s success has been long-range planning.
Because the program was conceived from the beginning as a K-12
sequence, articulation has been part of the planning and implemen-
tation from the start. The program has, for the most part, avoided
the problems of inconsistent teaching approaches or curricutum gaps
that can diminish effectiveness.

The third element that has contributed to program success is teacher
commitment to the students and to the immersion program goals.
Teachers spend extra time not only planning lessons, but also doing
curriculum work, participating in staff development, and communi-
cating with the community. “They feel valued by the program, so
they give a lot to it,” says Pat Barr-Harrison.
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Larchmont Elementary
School

Toledo Public Schools, Toledo, Ohio

When Maria Elena Martinez wheels her materials cart into the class-
room at 1:00 p.m. on Wednesday, Sylvia Boyd and her 26 second
graders know that they will not hear or speak a word of English for
the next half hour. Today Martinez begins by pulling a variety of col-
orful plastic fruits and vegetables from a grab bag. She holds up
each one asking questions in Spanish: ;Que es, fruta o verdura? (fruit
or vegetable?). ;Que color es? (What color is it?). ;Que es? (What is
it?). A few of the children peek at a worksheet from Monday’s lesson
to check on the Spanish words for fruits and vegetables; others
glance at the Spanish color chart on a bulletin board. Martinez strolls
arounu the room repeating her questions and passing out tokens to
students who answer correctly. The tokens are part of a rewards/as-
sessment system she uses in place of grades. Next there is a brief ac-
tivity in which students tell her how many fruits and vegetables she
is pulling from the bag. Then Martinez asks a boy to show her dos
verduras (two vegetables). When he points at the celery and a cu-
cumber, she asks the other students, “;Bien o mal?” “iBien!” they
chorus, so she hands the boy a token. Classroom teacher Sylvia Boyd
specifically requested an arithmetic focus this week, so by the end of
the lesson students are working on addition and subtraction prob-
lems in Spanish.
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Program Overview

Maria Martinez’s half-hour Spanish lesson for this second-grade class
is typical of the content-enriched foreign language lessons at three
elementary schools in Toledo, Ohio: Larchmont Elementary School
(Spanish), Arlington Elementary (French), and Keyser Elementary
(German). All three have the same program design, relying on a
single foreign language teacher to provide content-enriched lessons
twice a week to students in Grades 1 through 6.

Toledo is a large urban school district serving nearly 40,000 students
at 43 elementary schools, 8 junior high schools, and 7 high schools.
The student body at Larchmont Elementary School is ethnically less
diverse than many other schools in the district. Only 11% of
Larchmont’s students are African American, for example, whereas Af-
rican Americans comprise 41% of the total student population in the
district. Approximately 330 students attend Larchmont, most of
them walking to school from homes in the neighborhood. The prin-
cipal, Jeffrey Hanthorn, describes the neighborhood as “middle class,
majority blue collar, with a minority population that is ever growing,
which is to the school’s benefit.” Hanthorn says that the percentage
of students eligible for free and reduced-price lunch also continues to
increase.

Program Philosophy and Goals
This is the philosophy behind the program:

All children who can function in their first language have the capac-
ity to function at that same level in a second language. Instruction in
a second language at the onset of formal education is important in
order to produce linguistically-aware and cuiturally-tolerant individu-
als who will contribute to our nation’s effectiveness in global issues.
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Students in the program are expected to achieve the foilowing goals:

¢ Engage in second language activities designed to reinforce, re-
mediate, and enrich grade level objectives in the district’s course
of study in math, science, and social studies.

¢ Develop listening skiils to function in age-appropriate activities.

» Develop novice-level oral proficiency skills in vocabulary areas ba-
sic to their age and interests.

» Develop limited reading and writing skills in the second language.

(Toledo Public Schools, 1997)

Principal Hanthorn cautions that the goal of the program is not bilin-
gualism. “At the end of sixth grade, the children will not be holding
conversations with native speakers,” he says. However, he points out,
the program offers many benefits for the children, including “expo-
sure to another language, understanding of different cultures, rein-
forcement of course content, and a more native-like Spanish accent.”
The program focuses on communicative activities and developing a
strong foundation for future language study.

History

The Toledo Public Schools initiated this content-enriched FLES (for-
eign language in elementary school) program in 1992 following the
recommendation of a district-level elementary foreign language com-
mittee. All of the elementary schools in the district were surveyed to
find out which of them supported the idea of early foreign language
instruction and were interested in implementing a FLES program.
School principals and the teachers’” union had a role in making deci-
sions that shaped the program. The decision was made to offer a dif-
ferent language (Spanish, French, German) at each of three schools.

The program began with foreign language instruction in first grade
only. One grade per year was added at all three schools, completing
the sequence with implementation at the sixth grade level in 1997.
Kindergarten was not included, because it is only a half-day pro-
gram. Funding from a state grant helped pay for foreign language
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teachers during the first 3 years, but district funding has been relied
on since then. “We needed to make the Spanish instructor a full-time
position when we reached Grade 4 a few years ago,” recalls
Hanthorn, “and there was total support at the school and district lev-
els.” In addition to teachers’ salaries, district funds pay for curriculum
development and some supplies, such as the foreign language edi-
tions of Scholastic News.

in the Classroom

Maria Martinez begins this third-grade class with a buenos dias song,
then holds up a large, labeled picture of a sunflower from Scholastic
News en Espariol. Referring to the picture, she introduces plant-re-
lated vocabulary in Spanish without translating into English: seeds,
leaves, roots, stem, flower, and petals. Martinez checks on pronuncia-
tion as students read and repeat the vocabulary from a handout.
Next she introduces the growth process of a plant, using Total Physi-
cal Response. The students first watch and then imitate as she panto-
mimes the life of a plant—crouching as a se=d, wiggling fingers to
indicate being watered, receiving sunlight with outstretched arms,
and then growing toward the sun. They participate first as a whole
group, then pairs come forward to demonstrate. The children clearly
enjoy learning the vocabulary and reviewing the science concepts in
this physical way. Before the class ends, the students read and circle
correct answers to such questions as “;Cudl es la flor mas alta?”
(Which flower is tallest?) by referring to a height chart comparing
different types of flowers (Scholastic News, April 1998, edition 1). An
adios song ends the half-hour lesson.

Maria Martinez’s teaching skills are at the center of the content-en-
riched Spanish program at Larchmont Elementary School. Because
there are no textbooks, and she is the only Spanish teacher for all six
grades, she creates all of the lessons and tailors them to meet the
needs of different classes. The lesson described above, for example, is
completely different from one she did for another class of third grad-
ers the day before, because that group is studying tadpoles and
frogs, and their teacher requested an emphasis on arithmetic. In the
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, early years of the program, Martinez also had to translate texts and
create a lot of her own materials. “Now there are quite a few good
Spanish materials available commercially,” she says, citing the T.S.
Denison Segundo Grado worksheets as an example.

Martinez exchanges information with the classroom teachers after
the foreign language lesson and encourages them to provide infor-
mation about what they plan to cover in class each week so that she
can integrate their priorities with the Spanish curriculum. Because
she is busy covering so many different classes, this information is
conveyed on a simple form rather than in a face-to-face meeting.

701 ®

DEAR TEACHERS:

IN ORDER TO MEET THE OBJECTIVE(S) OF
REINFORCING THE CURRICULUM IN SPANISH { WOULD LIKE TO
REQUEST THAT YOU FILL OUT THE FOLLOWING FORM.

GRADE 5 WEEK OF  April 20, 1998

TEACHER Mrs. Cunningham
THESE ARE SOME OF THE THINGS WE WILL BE DOING N:

SOCIAL STUDIES Traneportation

MATH Multiplication and division facts
They're not doing so well. They are not retaining it
well except for Tony, Rashid, Cheryl

SCIENCE _Classifying Living Things

THANK YOU / GRACIAS,
MARIA ELENA MARTINEZ

_ e ]
Gontent form
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The lessons all take place in the regular classrooms, with the regular
classroom teacher observing or participating in a support role.
Martinez is conscientious about using only Spanish during the for-
eign language class periods. In fact, during the second year of the
program, when she whispered something in English to the regular
classroom teacher after the lesson, one of the second graders over-
heard her and became excited. He turned to a classmate saying,
“Did you know that she speaks English?” Martinez had taught the
boy for a year in the first grade without his hearing her use any Eng-
lish at alll The students are instructed to use only Spanish as well,
and Martinez encourages this by awarding points that can be used
in the Mercado activity (see 7.02) at the end of the year.

Martinez meets with her first class at Larchmont at 9:25 a.m. and fin-
ishes her final adios song of the day at 2:55 p.m. She meets with 11
classes twice a week, five to seven groups each day. She has a one-
hour break for lunch and lesson planning every day and some addi-
tional planning time at various times each day. Like the art teacher,
Martinez has a desk and storage space for an instructional materials
cart in the teacher lounge, where she spends her planning time.
Much of her additional planning and materials preparation are done
at home. On Fridays, Martinez works on language curriculum, mate-
rials, and assessment at the International Studies Center.

Because the Spanish lessons are brief and are held only twice per
week, reinforcing the lesson content is important. Martinez says that
there is “spiral reviewing” of the material from first through sixth
grades so that students retain much of what is introduced. “We
cover some of the same areas several times,” she says, “things like di-
nosaurs, animals in various areas, the five senses, cultural events, and
cities and states. We have to keep reviewing so they won't forget.” In
addition, because they stay through the language lessons, regular
classroom teachers can reinforce Spanish vocabulary during their
own lessons. Occasionally they ask Martinez to provide Spanish labels
for their science or social studies bulletin boards.
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Mercado de Artesania

Maria Martinez assesses student participation and oral proficiency
throughout the year by awarding puntos (points ) that are exchanged
for imitation pesos to be used to purchase food, arts, and crafts at the
end-of-year mercado de artesania (arts and crafts market). By adding up
students’ points, Martinez can get a good idea of how much they par-
ticipate and also of how proficient they are. Any student who attempts
an answer is awarded a point, but additional points are awarded to a
student who has pronounced something particularly well, used more
complicated language and vocabulary, longer sentences, or correct
grammat. Extra points are awarded for doing homework, giving oral
reports, or creating posters. Students also gain points if they take
classwork home and read it to parents, who sign a statement saying,
“My sont/daughter has read to me the following (report, work).” This
reinforces classwork and keeps parents informed of what their child is
learning.

The mercadc Je artesania is held the last few days of school. Stu-
dents create thewr own arts and crafts to sell, as authentic and multi-
cultural as possible. Typical items include masks, friendship bracelets,
bookmarks, clay pots, maracas, pifiatas, and paper-méché fruit. This
approach is fun and motivating for the students, says Martinez. “Stu-
dents are excited about buying things at the market, but don’t feel
pressure to receive a certain number of points or a particular grade.”

n
Mercado de Artesania

Teaching techniques associated with the Natural Approach and
Whole Language Approach to reading are favored by Martinez and
her colleagues at the two other schools with content-enriched FLES
programs. Grammar is introduced in Grades 5 and 6. “We encour-
age students to correct their own -errors whenever possible,”
Martinez says. “They learn better that way.”
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Edible Incentives for Participation

If every student in a class participates on a given day, everyone has
handed in assignments, and no one has misbehaved, the entire class
receives a star. When a class has earned 10 stars they receive a special
reward, usually involving food. The class will have a special cooking
activity preparing traditional food, such as Mexican hot chocolate or
buiiuelos. Not only do they learn to prepare the food and eat it, but
they also sing songs about the food and learn about native ingredients
and traditional food preparation equipment. Martinez says that there
are very few behavior problems in her language classes. Intenf on earn-
ing stars and points for the mercado, her students pay attention, be-
have, and participate. “If you want to learn a language, you must
participate,” Martinez says.

-

Edible Incentives for Participation

Curriculum

The curriculum was developed by a team of teachers and school ad-
ministrators who met weekly during the initial years of program
implementation. Following the content stipulated in the district’s
plan for instruction, the team developed FLES program and content
area objectives for first through sixth grades. These are grouped into
the following categories:

e Mathematics

e Cultural knowledge

* Multidisciplinary connections, information, and knowledge
* Science

* Insights into the nature of language and culture

e Social studies

Specific learning outcomes are suggested for each category at each
grade level. These are examples of objectives for fifth graders in the cat-
egory of multidisciplinary cornections, information, and knowledge:
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* Use map skills.

* Use grid system and compass to locate places.

* Interpret and analyze maps, charts, and graphs to formulate geo-
graphic ideas.

» Describe geographic conditions in the target countries.

* Write simple responses to messages, texts, and letters.

The curriculum is consistent with the Ohio Model Curriculum pub-
lished in 1996, which is itself based on current national standards
and ACTFL guidelines. The students at Larchmont and the other two
elementary schools are expected to “function in Stage One activities”
as described in the state curriculum. The district’s overview bocklet
states, “After successful completion of the FLES program, Grade 1-6
students’ language acquisition skills should have progressed from
mechanical utterances to communicative activities. They should
progress to Stage Two activities in junior high or high school.” Maria
Martinez and former district foreign language director Lori Winne
both served on the advisory committee that contributed to the de-
velopment of the state model curriculum.

The People Behind the Program

The Foreign Language Teacher

Maria Martinez has been bilingual for as long as she can remember.
Her father was born in Toledo but raised in Mexico City. He and her
grandmother spoke Spanish at home and insisted that she speak
only Spanish with them. With a B.A. in elementary education and an
M.A. in Spanish, Martinez brings an impressive level of professicnal-
ism to the Toledo program. She has taught for over 20 years in the
Toledo Public Schools, serving in 10 different schools and handling
assignments as varied as high school Outward Bound and kindergar-
ten ESL. She says that being bilingual helps her to adjust to changes
in the lesson requested by the regular classroom teacher: “I can go
into the classroom and wing it, adapt and go with it.”

Lori Winne, the district director of foreign language instruction
through 1999, says that Martinez has developed strong professional
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relationships with most of the classroom teachers in the school.
“Teachers give up bulletin board space for the language,” she notes.
As the regular classroom teachers become more familiar with what
Martinez can do, they ask her to introduce new concepts to the chil-
dren, not just reinforce what they have aiready studied. “Then they
will begin the next lesson by asking, ‘Do you remember what Sefiora
did yesterday?' ” says Winne. They also ask Martinez for Spanish lan-
guage worksheets that students can work on when they finish other
tasks early and have extra time.

Martinez has been with the Toledo FLES program since it began,
serving on the foreign language committee with the school principal
prior to program implementation. She also played an important role
in training the first French and German teachers in the program,
since they were experienced only in secondary school language
teaching. She still works with them on use of manipulatives, pictures,
cut-outs, and flannel boards. She is a frequent presenter at state and
national professional conferences.

The Regular Classroom Teachers

Regular classroom teachers at all three schools are very supportive of
the FLES program. “It (foreign language skill) is important for stu-
dents to be able to compete in the world today,” says one teacher.
Others add that foreign language study “increases awareness of
other cultures” and “helps to eliminate ethnocentricity.”

These teachers say that the FLES program enhances regular class-
room instruction. They know this firsthand, because they are in the
classroom for all language lessons. Although it is difficult for them to
find time to meet one-on-one with Martinez, they fill out the weekly
content form to tell her what to emphasize, and this has worked
well. “She really does adapt quickly to what we want,” says one
teacher, recalling a time when she mentioned to Martinez just before
class that she was doing a special unit on states, and Martinez in-
cluded vocabulary that was relevant to the new unit.
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The teachers say that the content-enriched instruction supports the
regular curriculum, ailowing the students “to see the same thing in a
different light.” The reinforcement of multiplication and division facts
is one example; new science kits with £ .ish explanations on one
side and Spanish on the reverse side are another. The Spanish
teacher reinforces science, social studies, and math through thematic
units on topics like butterflies, dinosaurs, and plants. The reqular
teachers also try to incorporate Spanish in their instruction, using
Spanish words and numbers themselves or having the children give
Spanish equivalents.

The classroom teachers say that it is good that the program is not
graded. “The students pick up the language so easily and that is
good for their self esteem,” they say. They would like to see the
Spanish program expand to the junior high feeder school.

The Principal

Jeffrey Hanthorn, principal at Larchmont Elementary since 1986, is
extremely supportive of foreign language instruction and welcomed
it at the school. Involved in the program since its inception, he has
picked up a great deal of Spanish himself, “though | understand
much more than | can speak.” He says that his main roles are to sup-
port the teachers and to provide structure, control, and discipline, so
that the children know they must always be on good behavior. He
visits the classrooms regularly, sometimes using Spanish phrases he
has learned with the students. Hanthorn says that it is important for
children to know that there are people with other languages and cul-
tures who have interests and problems similar to their own. As a re-
sult, he has supported the hosting of foreign exchange students at
Larchmont. Hanthorn has also been known to bring Larchmont stu-
dents to meetings of the district board of education to demonstrate
the effectiveness of the Spanish language instruction they receive.

The District Foreign Language Supervisor
Lori Winne was the Director of Foreign Languages for Toledo Public
Schools through 1999. It is largely due to Winne’s vision and initia-
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tive that the foreign language program began. Impressed with re-
search that showed children’s success at learning foreign languages,
Winne wrote the grant proposal that resuited in the initial funding to
launch the program, headed the committee that developed the pro-
gram, and oversaw the start-up.

She says that the program has come a long way since it began in
1992. In the first year, two of the teachers were drawn from the sec-
ondary school instructional staff. “They had never taught younger
children,” she recalls, “so we started out by having them go to the
schools and observe regular elementary classes.” During the summer
before the program began, Winne designed and directed an inten-
sive two-week teacher preparation program, including a foreign lan-
guage camp experience held in the district administrative offices. “In
the morning the teachers taught language lessons to the children
and were videotaped,” Winne says. “Then they critiqued themselves
and one another in the afterncon.” Though current teachers in the
program have a stronger background in elementary education, the
two-week mini-camp is still offered each summer. “The opportunity
for practice and peer critique is invaluable as in-service training,”
Winne says.

7.04 W

International Studies Center

Using funds from a federal FLAP (Foreign Language Assistance Pro-
gram) grant, Toledo Public Schools established the International Stud-
ies Center in 1992, converting the second floor of an old hotel building
into classrooms, offices, and multi-media rooms. Since 1993, the Inter-
national Studies Center has provided instruction to children and adults
in over 10 different languages. Unti! 1998, many of the children were
from private schools, but now the center aiso provides foreign lan-
guage instruction for interested middle school students from the pub-
lic schools. Since 1999, interested sixth graders from the FLES program
schools may attend as well. Lori Winne estimates that about a fourth
of eligible students attend.
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The Center offers a Saturday morning foreign language program
for elementary students based on fairy tales and on math, science, and
social studies activities. Winne and Martinez developed versions of the
curriculum for six languages. In addition to language classes, the cen-
ter teaches geography and social studies and offers teleconference fa-
cilities and a sophisticated multi-media lab. The facilities are open
weekends and evenings as well as weekdays during the regular school
year, and during suminer months as well.

n
International Studies Center

Parents

“I really believe in foreign language learning at an early age,” says
Jane Nickerson, a pre-school teacher whose son is a sixth grader at
Larchmont. Greg Carr, father of a second grader and a sixth grader,
agrees. “It's a multilingual world,” he says, noting the linguistic diver-
sity in Toledo, Detroit, and other U.S. communities. “And Spanish is
the fastest growing language and the fastest growing ethnic group
in this country,” he points out. According to these parents, the activi-
ties that encourage their children with foreign language learning are
regular homework, the market project (mercado de artesania), and
computers. They know that their children use the language outside
class, “but not with their parents,” says Nickerson. Her son has a
friend who speaks several languages, “and he thinks that’s fascinat-
ing,” she says. Carr says that his two children sometimes use their
Spanish with one another.

Parents Nickerson and Carr are in contact with those responsible for
the foreign language program, either the foreign language teacher
or the principal, at least once a month. They participate in foreign
language and school programs by volunteering and by fundraising
for field trips and special projects. They say their children really enjoy
the Spanish classes. “They love the market project—and they learned
to do the Macarena before anyone else had even heard of it,”
Nickerson says.
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Students

“A few days ago | got an autograph {from a Cuban baseball player
and surprised him by speaking Spanish,” says Sean, a sixth grader at
Larchmont. Like Sean, Stephanie, a fifth grader, has been in the FLES
program since first grade and enjoys it very much. “I like the plays,
even the rehearsing,” she says, referring to a Spanish version of “The
Three Little Pigs” that the fifth and sixth graders put on for the other
students. The two students appreciate the patience and creativity
that Sefiora Martinez brings to the Spanish lessons. “She explains if
we have questions, she tells us to practice and doesn’t get angry—
and sometimes she helps kids after school,” they say. They both en-
joy winning points for the end-of-year market activity but also
appreciate other things: tapes with alphabet and songs, books in
Spanish in a section of the library, special foods (e.g., buriuelos, deep-
fried flour tortillas sprinkled with sugar), and doing the Macarena
and the Mexican Hat Dance. Sean and Stephanie agree that Spanish
language skifls will help them communicate with Spanish speakers
who visit Toledo or whom they meet if they travel, but first of all,
“It’s really going to help in high school.”

Program Evaluation and Assessment of
Student Achievement

Student Assessment

In addition to awarding students mercado points, Martinez keeps
portfolios from second through sixth grade to show student progress
each year. These portfolios will be shared with the middle school or
high school teachers to show what the students have already accom-
plished and what they are ready to tackle at the next level.

End-of-year formal assessments have been conducted in fourth, fifth,
and sixth grades, and there are plans to add a speaking and listening
component in the earlier grades as well. The fourth-grade assess-
ments, administered after 100 hours of instructior, cover reading,
writing, listening, and speaking. Reading and writing activities in-
clude recognition of common vocabulary, sentence comprehension,
and classification of fruits and vegetables. The word recognition tasks
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involve writing the number of the correct picture on the line beside
the corresponding vocabulary word. To assess sentence comprehen-
sion, students are asked to circle the letter of the sentence that best
describes a given picture. The classification task consists of categoriz-
ing the names of three fruits and three vegetables that are labeled in
a supermarket scene.

Administered in the multimedia lab at the International Studies Cen-
ter, listening and speaking assessments include following directions
and giving descriptions. For the directions activity, students listen to
10 statements and mark, color, or circle the corresponding images
on a worksheet that displays 20 different images. For the descriptions
activity, students describe orally a colorful classroom image.

Toward the end of the school year, Larchmont sixth graders spend
one morning in assessment activities at the International Studies Cen-
ter. The Grade 6 Content-Based FLES Assessment consists of six parts:
one each for categorizing, reading, writing, and speaking, and two
for listening. To categorize, students look at four different pictures,
then select and copy from a list the four words that best describe
each picture. The reading activity involves reading a short story care-
fully, then circling the best of three responses to each of four ques-
tions. For the writing activity, students write to Maria, & pen pal they
have just met on the Internet. Their message must include two
things about themselves, two things they enjoy doing, and a ques-
tion for Maria to answer about herself. One listening activity involves
looking at eight sets of four pictures, then choosing the one that
best corresponds to a sentence that is spoken aloud twice. For the
other listening activity, students look at a picture of a market and lis-
ten to and follow the directions given by an audiotape. The tape di-
rects them to go shopping by placing a number on the items that
they are told to buy. The speaking activity involves describing what
they see in the market picture, including as many food items,
people, numbers, colors, and other descriptive words as possible in
two minutes. This activity is tape recorded.




Although students do not receive grades for their foreign language
study, Lori Winne believes these assessments are important. “The test
results will go to the students’ foreign language teacher in junior
high or high school, so they will know that these students don’t have
to start at square one,” she says.

Program Evaluation

In 1994-95, the district’s Evaluation Services Division conducted an
assessment survey of the Toledo Public Schools elementary foreign
language pilot program. The survey questionnaires were completed
by 21 regular first through fourth grade teachers, two foreign lan-
guage teachers, two principals, and parents. In general, the results
indicated that the program had been well received and was recom-
mended for continuation. All of the groups felt that the content-en-
riched approach was working very well and that it enhanced the
regular curriculum.

Regular classroom teachers indicated that the regular curriculum was
reinforced and enhanced by foreign language instruction. They
noted that their students enjoyed the instruction and that they ap-
peared to be learning the language. They considered the classroom
activities to be varied and appropriate to the level of their students.

The two responding foreign language teachers indicated that the
program was well designed and well implemented, and they agreed
that the majority of the students were reaching the foreign language
goals. They strongly supported the program philosophies and con-
cepts and indicated that they had received strong support from the
central administration, principals, and parents. One of the teachers
felt that more resources were needed and that they needed more
time for materials preparation and networking with other colleagues
in the program.

The principals indicated that they felt the students were learning the
foreign language and that they could see the continuity in the cur-
riculum from grade to grade. One principal noted that the content-




enriched approach was successful, that parents were pleased with
the program, and that it should be expanded to more schools.

Parents were very pleased with the program, indicating that their
children “talked about the foreign language at home and were en-
thusiastic about learning to communicate in a foreign tongue” (To-
ledo Public Schools, 1995, p. 2). Ninety-eight percent of the parents
said they wanted their children to continue receiving foreign lan-
guage instruction.

Challenges

Although the program in Toledo shows how much can be done with
few resources, the funding limitations have an impact nonetheless.
The schedule of two half-hour sessions per week is minimal. Much
more could be accomplished with the addition of staff to teach addi-
tional classes. Students could achieve higher levels of proficiency with
more hours of instruction per week.

Funding difficulties have also led to a major problem with articula-
tion. Currently there is no foreign language in seventh grade in any
of the junior high schools, and there is only one quarter of explor-
atory language (an introduction to three different languages) in the
eighth grade. Establishing a foreign language program at the junior
high level will require teachers and funding, as the three elementary
foreign language teachers are already teaching full-time in their re-
spective elementary schools.

Another challenge is how to strengthen parental support. Partly be-
cause of the smail staff, the program’s linkage with parents is mini-
mal. There are no regular newsletter articles, parent support groups,
or other indicators of parent involvement. Although parents inter-
viewed stay in touch with the teacher through periodic phone calls,
this is not a feasible communication approach for a program with
over 200 students. Larchmont parents say they are supportive of the
foreign language program, but have not become involved in ongo-
ing, tangible ways. More involvement of parents could help leverage
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the school board for a stronger junior high language program to
serve as a bridge for a well-articulated Grade 1-12 program.

Keys to Success

Principal Jeffrey Hanthorn says, “The number one essential feature of
the program is a good teacher who really wants to do what she is
doing.” In Martinez, Larchmont certainly has such a teacher. Her
combination of fanguage skills, educational background, energy, and
professionalism contribute immeasurably to the program’s success.
Her example demonstrates that an elementary school can implement
a worthwhile, content-enriched foreign language program with just
one teacher.

Second, the classes are enjoyable and motivating. One of the regular
classroom teachers says that one of the main reasons for the
program’s success is “No grades!” Martinez's system of awarding
points for language performance is a creative way to assess and mo-
tivate at the same time. The market system she uses helps her track
the progress of the many students she sees each week, while it en-
courages students to participate without putting them under
pressure.

Another factor that has contributed to the success of the program is
content-enriched lessons. Hanthorn believes that the reinforcement
that Larchmont students receive in their Spanish lessons has contrib-
uted to higher scores on standardized achievement tests in core sub-
ject areas. Regular classroom teachers have supported the program
for similar reasons. They see the language lessons as strongly linked
to the overall educational goals they are trying to achieve with their
students.

One of the noteworthy characteristics of this program is that it is in-
clusive. Aside from a small number of students with muitiple disabili-
ties, every child in the school studies Spanish. This wide involvement
in language learning contributes to the culture of the entire school as
a source of pride for students, parents, and staff.
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Finally, the key to long-term success for this program has been the
ongoing commitment of staff at all levels within the school system.
Important examples include Lori Winne’s initial championing of the
program, principal Jeffrey Hanthorn’s contagious enthusiasm for it,
Maria Martinez's innovative teaching, and the board of education’s
willingness to support the program when grant funding expired. The
depth of support has been genuine and crucial to the program’s
continuation despite persistent fiscal challenges.
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Richmond Elementary
School

Portland Public Schools, Portland, Oregon

Borrowing an idea from Public Television’s Sesame Street, Amy Grover
has her 28 kindergarten students focus on a “letter of the day.” As
she writes on the board at the front of the room, Grover speaks
stowly and clearly, and the children sitting around her on the carpet
gradually learn to recognize the shape and sound of the day’s letter.
Crover helps them associate the letter with words they know, espe-
cially names of animals, leading to a song that features those ani-
mals, complete with hand gestures and sound effects. Most of the
students have also learned the letters they need to read and write
their own names. These are typical early literacy activities at the kin-
dergarten level, but what makes them special in this instance is that
for Amy Grover's students, the letters are not the familiar A, B, and
C, but letters in the Japanese hiragana writing system. In the partial
immersion Japanese language program at Richmond Elementary
Schoo! in Portland, Oregon, there is attention to literacy skills devel-
opment from the very beginning. By the fifth grade, students can
read books and worksheets in Japanese and write their own geogra-
phy reports in the language, in longhand or on a computer.

Program Overview

Richmond Elementary School’s language program, which extends
from kindergarten through fifth grade, is part of an articulated se-
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quence that continues through high school. Initiated in 1989 in kin-
dergarten, the Japanese language program began adding one grade
each year, aiming to complete the sequence with a twelfth-grade
program in the 2001-2002 school year. Since 1996, a tuition fee has
been charged for the kindergarten program, but financial assistance
is available if needed. The basic structure of the program involves
teams of two teachers at each grade level, one offering instruction in
English for half the day and the other teaching in Japanese for the
other half. The two teachers plan together in order to integrate and
reinforce content matter across the languages. As one program bro-
chure says, “Through integrated thematic instruction, the teachers
plan complementary lessons that reinforce the concepts that are part
of the State of Oregon and Portland Public Schools’ curriculum
framework” (Portland Public Schools , 1997, p. 2). Subjects taught
partly in Japanese include geography, health, art, science, literature,

Learning
ﬁ Together
Japanese
Language

Elementary Magnet Program
‘% at Richmond School
Portland Public Schools

Program brochure
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math, government, and history. The emphasis varies by grade level,
but no subject is taught exclusively in English except English lan-
guage arts.

Portland, the largest city in Oregon, has a population of about
510,000, and the school district is ethnically diverse. Sixty-seven per-
cent of the district’s students are Caucasian, 16% are Asian American,
10% are African American, 5% are Hispanic, and 2% are Native
American. These proportions are mirrored as closely as possible by
the 330 students participating in the Japanese language magnet pro-
gram at Richmond Elementary School. Of the approximately 500 stu-
dents attending the school, 24% qualify for free or reduced-cost
lunches.

To apply for the program, parents of preschoolers fill out application
forms in the spring preceding their entry into kindergarten. Because
the program can accept only 56 new students per year, selection is
by lottery. Applicants are categorized by gender, race, and geo-
graphic area of the city to ensure as close a reflection of city demo-
graphics as possible, though there are no quotas that must be met.
Siblings of students already enrolled in the program have priority
over other new applicants. There is also a mandatory meeting for the
applying parents to discuss whether their child is well suited to the
program. For the 1998-99 school year there were 22 siblings, leaving
only 34 open spaces in the program. “There is always a waiting list,”
says Deanne Balzer, resource teacher.

Program Philosophy and Goals

The proposal to establish an elementary Japanese language program
(Portland Public Schools, 1988) calls the program a “timely response
to the increasing national awareness of the critical importance of lin-
guistic resources to our economic and political interests, both at
home and abroad” (p. 1). The proposal further notes that the pro-
gram is an expression of the district’s commitment to muiticultural
education and to meeting “varied academic needs and priorities” of
the diverse student population. Citing authorities such as Helena
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JAPANESE MAGNET PROGRAM
Richmond Elementary School
2276 SE 41+
Portland, OR 97214
503 916-6220

JMP KINDERGARTEN GOALS

Kindergarten curriculum is often more exploratory than explanatory.
Young learners are absorbing information and then trying to make
sense of it.

We shall explore four main thematic units this year.****

1.

THIS IS MY WORLD. (Health unit / Sept.-Oct.)
Along with learning their numbers, colors, and basic Japanese vo-
cabulary, we focus on a variety of health topics. Some of these are:

my family and 1, good health habits, self-concept activities, and
dental health.

OFF WE GO! (Transportation Unit / Nov.-Dec.)

Off we go! ... to Japan! In the Japanese classroom, we work towards
a culminating activity of going to Japan! We hope to take a field
trip to the airport during this unit. We will also learn about com-
munity helpers (e.g., policemen, fire fighters) and different modes
of transportation.

SHOP TILL YOU DROP! (Economics Unit / Feb.-March)

We focus on money concepts, the manufacturing process (raw ma-
terials to product) and the economic process (compensation for la-
bor). Culminating activities include a working field trip to the
bank where students “cash” their paycheck; a “shopping day”
where students purchase products which they’'ve made; and a
bento picnic where students make their bento and invite parents
for a picnic for Hanami (cherry blossom viewing).

CREEPY, CRAWLY, CRUNCHY CRITTERS!

(Environment Unit / April-May)

Qur focus is on insects, but we also learn about other animals. We
will discuss recycling and other environmental issues. In the Eng-
lish classroom we collect pop cans to adopt an acre of rain forest
and an animal (such as a whale or a bat).

“**pleasc be aware that not all topics will be covered in both classrooms.
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JMP JAPANESE LANGUAGE GOALS

Japanese laniguage skills have been divided into the
following areas:

LISTENING

* Tolerates not understanding every word but tries to
attend to spoken Japanese: teachers, TV, books, tapes,
records

* Can follow 1 to 2 step directions

» Follows teacher’s instructions

* Begins to detect repeated language patterns

SPEAKING

* Progresses towards accurate pronunciation

*» Sings various songs

» Begins to use words and patterned sentences with
teachers and peers

* Begins to create phrases

READING

« Distinguishes japanese characters

* Recognizes the hiragana in his/her name

* Recognizes a variety of simple words in hiragana

WRITING

e (Can write first name in hiragana in correct stroke
order

* Attempts to write other hiragana characters

* Attempts to copy simple words of one to two
characters

Japanese Magnet I*rogram Goals
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Curtain (see Curtain & Pesola, 1994), the Japanese Immersion Plan-
ning Committee describe the advantages of an early start in foreign
language learning and the benefits of a language immersion ap-
proach, noting that students in immersion programs “gain deeper
insights into themselves and their own culture while learning the
cultural patterns and values of the target language.” The partial im-
mersion mode! was chosen in part because of the difficulties posed
by Japanese for native speakers of English and in part because par-
tial immersion allows the school to serve native speakers of both
English and Japanese.

The Japanese language program has six goals:

For students:

* To learn Japanese within the curriculum goals of Portland Public
Schools.

* To learn Japanese language and culture.

» To develop a depth of understanding of the cultural/social skiils
and behaviors of Japan.

For teachers and administrators:

* To reach children from a variety of neighborhoods, cultures, socio-
economic backgrounds, and ability levels.

* To produce students who are proficient in Japanese commensu-
rate with the level of instruction provided.

* To present Japanese in a communication-rich environment and
_thereby draw on a child’s natural language learning ability.

(Portland Public Schools, 1988, p. 4)

Within this framework, each grade has specific goals (see 8.02).

Program History

The Japanese program is the second partial immersion program in
Portland. A Spanish program was begun in 1987, two years before
Richmond’s Japanese program started. japanese was the logical
choice for a second language program in the district. “Portland had
a sister city relationship with Sapporo, Japan, for over 20 years,"

«« 162




s [153

notes Deanne Balzer, resource teacher at Richmond Elementary
School. “During the 1980s, there was a surge of Pacific Rim busi-
nesses and visitors in the Portland area.” By 1987, a number of par-
ents were actively advocating for a Japanese language program.

A planning committee began work in 1988, gathering information
about immersion programs and about Japanese immersion programs
in particular. To develop community support, a community advisory
committee was established, which included members of the local
Japanese business and education community. Other planning com-
mittee tasks included “developing student application and selection
procedures, developing job descriptions for teachers and educational
assistants, developing a transportation plan, preparing a curriculum
outline, and recruiting and selecting teachers” (Leitner, 1990, p. 10).
In addition, they tackled content issues such as how the three differ-
ent Japanese alphabet systems should be treated, which sorts of
Japanese customs should be included, and how math should be
taught.

Despite the impressive accomplishments of the planning committee,
a number of gaps remained when the program began in September
1989. “Because the program was new, it was difficult to anticipate
student progress and to develop curriculum plans too far in ad-
vance,” comments David Leitner (1990, p. 11) in his evaluation of
the program after the first year. “While (the program’s) teachers were
able to follow the district curriculum in teaching different subject ar-
eas, the district does not have formal goals and objectives for teach-
ing foreign languages . . . in immersion programs” (p.11). As a
result, Deanne Balzer worked with the kindergarten team on devel-
oping curriculum, identifying appropriate materials, and planning les-
sons. The Japanese kindergarten teacher also learned from her
English-speaking partner how to implement the district’s kindergar-
ten curriculum. As the program added one grade each year, Balzer
and the teams of teachers for Grades 1 through 5 repeated the ex-
perience of establishing Japanese language goals and drafting and
field-testing curriculum and materials.
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In the Classroom
Students in the Japanese program have their day divided in half by
language. If their morning is spent immersed in japanese, the after-
noon is in English, and vice versa. Each grade is handled by a two-
teacher team, one teaching entirely in Japanese and the other
teaching in English. Because there are two classes at each grade
fevel, the teachers are able to alternate with the two groups. The
subjects are not divided by language but are covered in shared the-
matic units in both Japanese and English.
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Curriculum

No longer creating new curriculum goals each year, program staff
nz /e established a set of goals for japanese learners at each grade
«evel. The goals are divided into speaking, listening, reading, and
writing skills and cultural themes. The curriculum for writing raised
particularly difficult issues for the program planners, because Japa-
nese uses several writing systems. In the end, it was decided to use
only the three traditional systems through third grade to avoid con-
fusion with English. The Romanized Japanese alphabet is introduced
in fourth grade, where it is particularly useful in computer tasks. Writ-
ing skill goals for the first graders inctude the following:

e [Writes] first and last name with correct form and stroke order in
both horizontal and vertical styles.

* Begins to write 46 hiragana variations and combinations.

* Attempts to write about 10 kanji (more difficult characters based
on Chinese).

* Attempts to write common words.

e Writes the date and days of the week.

* Begins recording short phrases and sentences in a journal.

By fourth grade, these are the student writing goals:

» Uses hiragana, katakana, and kanji correctly in appropriate con-
text.

» Writes 50 kanji with correct stroke order.

» Writes paragraphs and a short story.

(Portland Public Schools, 1998).

The program follows state curriculum guidelines for all subjects while
meeting national foreign language standards. “There really aren’t
[district] standards for foreign languages,” says former school board
member Lucius Hicks. “The current [1998] Portland guidelines are a
combination of seat time plus proficiency descriptions.” This situation
is undergoing a change as new guidelines are being developed for
oral and literacy skills.
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Since 1993, Portland State University has assisted in the drafting of
specific Japanese language oral proficiency benchmarks for Crades 3
through 12. “The benchmarks are a bit of a challenge,” Deanne
Balzer says. “All students need to be at a certain place by a certain
time.” The process began with establishing standards for high school
graduation and has been proceeding from those to standards for the
lower grades. Assessment procedures are linked to the standards.

Because the program is content-based, the curriculum at each grade
level is both a language and a content curriculum, the result of care-
ful planning and annual revision by staff. Thus, when the state or dis-
trict adopts new standards or textbooks for any elementary subject,

.chmond'’s immersion curriculum has to be revised. According to
Balzer, this has been a particular challenge in math, where new text-
books and standards emphasize problem-solving processes that ask
students to analyze problems from multiple perspectives and explain
reasons for answers. “The new math approaches are much more dis-
cussion- and literacy-oriented,” Balzer says. These changes require
not only teacher training time, but also planning time to decide
which aspects are to be covered in which language. These changes
may also necessitate new materials development efforts.

Visiting a Class

When a visitor enters Atsuko Ando’s fifth-grade class during a geog-
raphy lesson, the students stand in neat rows and bow. The large,
sunny classroom is appealingly decorated with authentic materials
from Japan as well as student work, including a great deal of writing
in Japanese. Shelves display student-made paper-maché globes, and
there are two computers at the back of the room. About two dozen
students, sitting at desks clustered in groups of four, are scanning
Japanese reference books for information they can adapt to complete
fact sheets about “nations” they have invented. When Ando rings a
bell to call the class to attention, they quickly put their materials
away, and one student comes forward from each cluster to pick up
worksheets. Ando flips on the overhead projector and explains the
directions, pointing at words and gesturing to clarify. She demon-
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strates how the answers are to be written and then has all students
follow along to show that they have understood. On the reverse side
of the worksheet are two paragraphs entirely in Japanese about geo-
graphical features. Before the students tackle the questions, Ando
shows a transparency of the two paragraphs and the class reads
them together. She asks for individuals to read specific sentences,
pausing to ask questions and make clarifying comments, always in
Japanese. Finally, the students turn back to the worksheet, trying to
answer the written questions. The teacher circulates to help students
having difficulties. The lesson ends a few minutes later when Ando
identifies individuals to give their answers, and the rest of the class
repeats. An onlooker more accustomed to American cultural norms

has the .impression of a very adult learning atmosphere in the
classroom.

Classroom Activities

Students in the program progress dramatically from activities like the
letter-of-the-day alphabet songs in kindergarten to the sophisticated
geography reading and writing tasks in Atsuko Ando’s fifth-grade
class. Third grade is seen as the key year in that transition. “This is
when the creative use of language starts,” says Deanne Balzer.
Homework is optional in first and second grades, she says, but that’s
no longer true by third. Special once-a-week classes in calligraphy are
held in third grade. “It’s hard to get all the students excited at
once,” says third-grade Japanese immersion teacher Joyce lliff. “But |
have noticed that most will follow if the teacher is excited and in-
volved. Third graders like to know why they are doing things. If they
understand why, then they are more into it.”

Third-grade students not only consolidate literacy skills but also inter-
act with a range of visitors from the community, such as an ice
sculpture specialist, the Japanese author of a book about dinosaurs,
recent Japanese immigrants, and Japanese people from the commu-
nity who have been in America for more than 50 years. “The chil-
dren cry when they hear about Japanese-Americans’ experiences in
camps during World War 1l,” says Joyce liiff. By third grade, students
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speak more Japanese in class. When students say anything in English
that Iliff is certain they can say in Japanese, she insists on the transla-
tion. “There is a deeper buy-in at this fevel,” lliff says. “The children
see that learning Japanese is not just about singing songs.”

Another highlight of the third-grade class is cross-age tutoring in
Japanese. When possible, high school students who are proficient in
Japanese visit Richmond Elementary Schootl to teach word processing
and graphic design on computers with Japanese keyboards. Some of
the high school students are especially interested in participating be-
cause Richmond has obtained software graphics programs through a
federal grant. Between visits, the students communicate in Japanese
by e-mail. Computers are also used by fifth-grade students who carry
out research on the Internet in English, then write original summaries
in Japanese.

Every spring, about 90% of the fifth graders in the program travel to
Toyama, Japan, for two weeks, spending much of their time with
Japanese families. Deanne Balzer and former Richmond principal
Renee [to-Staub assisted in establishing an English immersion pro-
gram in a local private school there, so there are many opportunities
for the Richmond students to form connections with Japanese peers.
The purpose of the trip is primarily exploratory, to build cultural
awareness. “It really motivates students to continue in the Japanese
program into middle school, “ Balzer says. Early in their sixth-grade
year at Mount Tabor Middle School, the students write about their
Japan experience, then visit Richmond Elementary to share their re-
ports with fourth ard fifth graders. Eighth graders also go on a two-
week trip to Japan, but their experience is a bit more academic. They
have tasks and research projects to accomplish.

Fundraising efforts offset much of the expense of the trips to Japan;
the cost to families is approximately $500 per child, according to
Balzer. There is scholarship support through the Japanese immersion
parents organization, Oya No Kai, for those needing it. An annual
auction is held to raise scholarship funds. The organization is cur-
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rently investigating the possibility of a Japan trip for 11"-grade stu-
dents as well.

Assessment

Since 1991, the immersion program has carried out annual video-
taped oral interview assessments. Each kindergarten student brings a
blank videotape to school at the end of the year and uses it to tape
an interview with the teacher. The same tape is then used each year
to add a new interview. “The interviews in kindergarten through sec-
ond grade are short,” says Deanne Balzer, “just a few minutes of an-
swering simple questions.” By third grade the interviews last 10
minutes, and fifth graders’ interviews are usually 15 minutes long.

Beginning with “hird grade, the interviews follow Oregon Japanese
Oral Proficiency Assessment procedures, which are being developed
in conjunction with the state curriculum standards. The results have -
been encouraging. First developed to evaluate high school students
of Japanese, the oral interviews were administered to fifth graders in
the Japanese immersion program as an experiment. “The Richmond
kids were beating high school students on the tests,” Balzer says. The
field-test versions of the procedures are being used for elementary-
age learners. Although the state requires testing only at third and
fifth grade during elementary school, students in the immersion pro-
gram are assessed every year. “We want the children to become ac-
customed to the process, so that the official tests are no big deal,”
Balzer says.

Formal assessment of writing skills also begins in third grade, using
tests developed by Richmond teachers working with Dr. Suwako
Watanabe at Portland State University. To minimize the burden on
immersion teachers, the tests are scored by Japanese language teach-
ing assistants at the university. Both the written and oral assessments
are linked to state standards, which in turn reflect national foreign
language standards.
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Complementing these formal tests are “work samples,” which are
examples of each student’s work. The work sample system is not
quite the same as a typical portfolio system, in which students might
select the best examples of their own work. Mandated by the Or-
egon Department of Education, work samples are specified for con-
tent standards and benchmarks in each subject and for different
grade levels. The work samples are “classroom assignments scored
on a 1-6 point scale,” and the scale is linked to “specific, consistent
criteria” (Oregon Department of Education, 1998, p.2). Since stan-
dards have not been established for foreign language immersion pro-
grams, the jJapanese program is using the state standards for English
as a guide.

Articulation

Extra funding has enhanced articulation within the program. A grant
from the Japanese Language Foundation, administered by the Japa-
nese government, supported initial staffing costs at the middle-
school level, providing much of the funds needed for teachers’
salaries during the start-up phase.

As the immersion program has expanded, the need has increased for
formal systems to ensure articulation, particularly between elemen-
tary and middle school and between middle school and high school.
A Portland Public Schools Foundation grant for articulation has re-
cently strengthened those systems. As a result of the grant-funded
efforts, the Japanese program now has in place goals for elementary
school, middle school, and high school, which include scope and se-
quence for |apanese language learning, kanji curriculum goals, and
vocabulary specifications. Program staff have applied for funds to
carry out Phase 2 of the articulation project, which would adjust stu-
dent assessments to better reflect student achievement levels.

170




s | 161

803 w

The Moshi Moshi Project Mosb.i Mosba

onVideo

At six elementary schools in Portland, four afternoons
per week, nearly 1,000 children are watching Moshi
Moshi, a locally produced live Japanese language class |
broadcast from a nearby high school. Lessons for kinder- v
garten and first grade are 15 minutes long; those for sec-  wmraaremysowonn
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ond through fifth grade last 25 minutes. A spin-off of the ==z
immnersion program, the series of televised programs is

based on state curricula and helps address the demand for Japanese
language instruction that the magnet program cannot meet. Using
skits, songs, and other high-interest activities, the programs begin pre-
paring students to meet Oregon’s second language standards. The non-
Japanese-speaking classroom teachers who tune in the program may
earn continuing education credits by attending staff development
training every other week. In these sessions, they learn strategies, songs,
activities, and cultaral concepts for more effective teaching of Japanese.
Japanese-speaking university students can earn academic credit by as-
sisting the teachers in their classrooms during and after the Moshi
Moshi broadcasts. “They help teachers extend some of the activities
and integrate the Japanese lesson into the regular school day,” says
Moshi Moshi project director Mary Bastiani.

In addition to the live broadcasts, the Moshi Moshi project has pro-
duced four japanese language videos based on topics from the interac-
tive television program. Video topics include greetings, fruits and
vegetables, animals, parts of the body, and numbers. Parents who pur-
chase the videos use them and accompanying activity packets to help
reinforce their children’s Japanese language skills, particularly during
the summer months. Two videos of songs are also availabie. Initially
supported by grants from the U.S. Department of Education and the
Omron Foundation, the Moshi Moshi project is also supported by over a
dozen businesses and organizations. Since federal funding ended, ongo-
ing support has come from county home-schooling funds.

“Moshi Moshi on Video” ordering information is available from
Moshi Moshi Project, Portiand Public Schools, 5210 N. Kerby, Portiand,
OR 97217 or bastiani@pps.k12.us. Telephone: (503) 916-3155. Up-to-
date information about distance language learning in Portland Public
Schools is available at the Web site: http://www.moshihola.org.

The Mosht Moshi Project
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The People Behind the Program

Teachers

The pairs of English-speaking and Japanese-speaking teachers who
share responsibility for two classes of 28 students at each grade level
naturally learn a lot from each other. Their daily schedule includes a
one-hour common planning time every morning to support coordi-
nation and sharing. The Japanese teachers may help their English-
speaking partners with the points of Japanese culture and linguistic
forms they are teaching, and the English-speaking teacher may need
to familiarize the Japanese teacher with American educational norms
and district and school policies and procedures. The successful team-
ing of a Japanese teacher with an English-speaking teacher is a com-
bination of a good selection process and luck, according to Deanne
Balzer. “It's a bit like an arranged marriage,” she comments.

japanese teacher Atsuko Ando acknowledges the importance of the
partnership in her first year with the program. “I needed to learn
about the American classroom and American discipline concepts like
time out, consequences, and cool down,” she says. “We had to
spend a lot of time planning together at first,” says Japanese teacher
Joyce lliff, who has been with the program for more than 7 years.
“I've been teaching third grade with Mrs. Nelson for more than 6
years, though, so we spend much less time planning together now.”

Barbara Garcia, an English-speaking teacher, has taught fourth and
fifth grade in the Japanese program for more than 5 years and has
over 30 years experience in elementary education. “We English
teachers in the program at Richmond have a lot of responsibilities,”
she says, “especially compared to elementary school teachers in a
regular program. We have twice the number of children, but the
same expectations—about participation in meetings, spending time
with kids, and administering standardized tests—as for teachers with
half the number,” Garcia says. “Initially we may also have to spend a
lot of time training the Japanese teacher,” she adds. Garcia says it
took her 3 years to become comfortable with the materials, work
load, and other aspects of the Japanese program.




Karen Damon, a first-grade English-speaking teacher, has over 25
years experience in elementary education. She also has seen a
change in how she works with her Japanese partner. “It has always
been a 50/50 partnership, but initially we planned week by week,
and now it's more unit by unit. Quarterly we write report cards to-
gether.” The two teachers function very closely as a team to ensure
that the curriculum is covered and to address student behavior or
parent issues, Damon says.

Spending half the day in a foreign language does not slow down
children’s development of skills in English, according to Richmond
teachers. Comparing Richmond immersion students’ English skills de-
velopment to those of children in regular programs, Barbara Garcia
says, "l see no real difference, but our students have many benefits,
such as opportunities to speak in front of people, that others may
lack.” She notes that the Japanese program has access to funds
through grants and from parent fund-raising activities that benefit
the total program.

Both Garcia and Damon have stayed with the program despite the
greater demands it makes of them, because they believe in its phi-
losophy. “It’s a team effort,” says Damon. “The program wouldn’t
exist without support from administration, parents, and all the teach-
ers.” She says that the program acknowledges the views and feelings
of everyone involved. “We listen to the kids and allow them to de-
velop a voice. Parents are important also; we're informing them or
listening to them all the time.” Garcia agrees about the Japanese
program’s teamwork philosophy and its success. “The program
builds flexibility, security, and self-esteem,” she adds.

Board of Education, Principal, and Resource
Teacher '

“The board has been extremely supportive of the Japanese magnet
program,” board member Lucius Hicks says. “It was 3 or 4 years
ago,” he recalls, “when we had to develop the middle school path-
way, and we had to come to grips with this program as a commit-
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ment and not just an experiment.” When financial problems threat-
ened the program, Hicks says the board’s stance was, “What do we
need to focus on to meet the mission?” His own vision 1or the pro-
gram includes more sustainable funding and a more systematic ap-
proach to support for parents, such as access to Japanese language
learning and daily electronic updates on program activities or even
homework assignments. Hicks would like to see more immersion pro-
grams like the japanese one. “The program should be a kind of beta
test,” says Hicks. “We should be expanding immersion offerings, bor-
rowing ideas from Richmond Elementary on how to do it.”

. Renee Ito-Staub, recently retired principal of Richmond Elementary
School, was not only instrumental in convincing the city government
to support the Japanese program, but she also served on the plan-
ning committee that established it. Together, Ito-Staub and Deanne
Balzer set a standard of a high level of commitment to the program.
In collaboration with committees and work groups, the current prin-
cipal and Balzer ensure that the program runs smoothly, address the
thorny areas of curriculum and assessment, and explore new
directions.

Deanne Balzer, whose parents were missionaries, grew up in |apan
and speaks the language fluently. Her position is only part-time, but
it's an important one. In addition to her involvement in assessment
and curriculum projects, Balzer oversees the student intern program
and serves as the program’s institutional memory. “Deanne’s position
is key,” says Mary Bastiani, formerly the district’s foreign language
curriculum coordinator. “She pulis all the pieces together.” Ito-Staub’s
successor, Rebecca McWaters, has continued the close partnership
with Balzer in all matters regarding the immersion program.

Parents

“Learning a second language is important for every child,” says
Marsha Brecheen, whose daughter is in first grade at Richmond. “It’s
almost arrogant not to learn another language—children in every
other independent nation do.” Juanita Lewis, mother of a fifth grader
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in the program, agrees about the benefits of second language learn-
ing. “There will always be adversity (in life), but my daughter will be
better prepared,” Lewis says. “Knowing Japanese will open doors for
her.” Lewis is particularly pleased with the racial variety at the school.
“I'm very, very pleased with Richmond,” she says. “Race is not an is-
sue here, so my daughter won't be internalizing racism.” tewis ex-
pects that her daughter “will be open to more than just the
neighborhood, Portland, or America” as a result of participating in
the Japanese program.

Both Lewis and Brecheen say their children find ways to use Japanese
outside school. “My daughter has given her puppy a Japanese name
and speaks to it in Japanese,” Brecheen says. Lewis says that her
daughter translates at stores, counts in Japanese, and uses the lan-
guage in music and games. “She doesn't like fake opportunities to
speak, but genuine ones-yes.” Lewis describes Richmond’s array of
extracurricular language-related opportunities as “a banquet” be-
cause there is so much to choose from.

Both mothers are impressed with the teachers in the program at
Richmond and with the partnership the teachers forge with parents.
Brecheen describes the teachers as “accessible,” and Lewis says, “If
there's an issue we just talk.” They also appreciate the newsletters
that they receive regularly. “Parents are very much a part of the
school,” says Lewis. Both she and Brecheen have been active partici-
pants in the program, Brecheen helping in the classroom as a do-
cent, and Lewis serving on the board of the parent support group.
“Those meetings start at seven and sometimes go on until ten,” she
says.

“| was worried about my daughter last year because she left kinder-
garten without seeming to be able to read,” says Brecheen. “But
now (toward the end of first grade), she is reading like crazy. | had
no idea she could read so well in Japanese; at this point her English
reading skills are just catching up.” Deanne Balzer emphasizes the
important role parents can play in the early elementary years. “First
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language skills do impact the Japanese side,” she says. “We encour-
age all parents to work with their children on English literacy skills at
home.” '

8.04 W

Guidance for Parents Considering a Japanese Program

Parents who are considering a Japanese language program for a child

are encouraged to explore the idea with the child before applying.

Richmond Elementary has developed a two-page illustrated guide to

help. The first five items in the guide are statements accompanied by

pictures. Photocopied excerpts from illustrated Japanese storybooks are

labeled, “I would like to be able to read these books.” The statement, “I

would like to learn how to write like this,” appears above a photo of a

Richmond student writing hiragarna script with a brush. These are other

illustrated items on the discussion guide sheet:

¢ I would like to know more about the people who wear this kind of
clothing.

¢ I would be willing to try this food.

¢ [ would like to visit a place like this.

The illustrated items are followed by staternents for parents to discuss

with their child:

* I would like to speak another language.

¢ 1 solve problems with other kids without hitting.

» [ like to fry new things.

* [ am comfortable about changing activities often during the day.

¢ Talk about how your child would deal with something that is hard
or frustrating. What would he or she do?

Finally, the guide suggests activities for parents to do with their child,
observing the child’s reaction, interest, or involvement. Activities in-
clude hosting a Japanese guest, visiting a Japanese market, and looking
over books about Japan at a public library.

| ]
Guidance for Parents Considering a Japanese Program
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Oya No Kai

Parent involvement was men-
tioned in the 1988 proposal to
establish the Japanese partial
immersion program. Parents,
the proposal stated, would be
invited to join committees, ac-
company field trips, encourage
students to read at home, and
make costumes and decorations for plays and festivals. Parents may
also “raise funds for school projects,” the program planners sug-
gested (Portland Public Schools, 1988, p. 12).

Once the program began, however, parent involvement far exceeded
these modest expectations. During the first year, 31 parents donated
approximately 700 hours to program-related activities. They also
formed a group on their own initiative, calling it Oya No Kai, which
translates as “parent association.” The purpose of the association was
“to support program activities as well as to support parents of pro-
gram students”(Leitner, 1990, p. 17). During the first year, the group
met three times and established committees to support communica-
tion, social and cultural activities, and a summer program for chil-
dren. Oya No Kai has continued to expand, providing volunteer and
financial support for the entire magnet program from kindergarten
through twelfth grade. In the 1996-97 school year, Oya No Kai was
able to contribute nearly $19,000 to the Japanese program. They
paid for Japanese books and supplies, field trips, and receptions
for Japanese visitors. The group issues a monthly newsletter, /JMP
Oshirase, during the school year informing teachers, parents, and
others in the community about past and future events such as
fundraising activities, PTA meetings, and class projects. This parent
organization has made possible a weekly Japanese calligraphy
class for third graders, purchased bilingual dictionaries for the
school library, and provided funds for fourth and fifth graders to
visit a soy sauce factory and for third graders to smell the roses at
authentic Japanese gardens. In 1997, Oya No Kai was granted le-
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| gal status as a non-profit organization with the ability to receive
tax-deductible donations.

8§05 =

JMP
OSHIRASE

Japanese Magnat Program Newsletter for Richmond Elementary Mt Tabor Middie and Grant High Schoal lan 2060

JoinQur
Interns foran
Evening

On Thursday. January 20.
Oya No Kai Inc will be
holding its next Gereral
Meeting in the Mt Tabor
Cafetorium starting at 700
pm The Board of Directors
of Oya No Ka1 Inc cordially
invites everyone to attend
what should be an enjov-
able and fun-filled adult
evening The JMP Interns
have planned an exciting,
hands on evening demon
strating many of their cul
tural skills and hentage You
will have an opportunity to
partcipate inaTea
Cereniony, practice your
Calligraphy learn the propey
way to dress in aKimono
and even how to prepare
Onigiri {Rice Bails) The JMP
tsludky to have such talented
Interns who are eager to
share their skills with our
parent group Thisisa
great way to meet altof the
IMP interms who work with
your children every day at

school particpate m thiscvenings  them toyour home They
demonstrations Please take  would enjoy sharing these

Childcare will be provided this chance toget toknow  skills withyou and children

Children are asked not to the interns and then nvite on a ane 10 one hasis

Parent Newsletier




8.06 W

Summer Camp Programs

Kurabu, a Japanese counterpart to “El Club,” Portland’s Spanish im-
mersion summer camp program, was created by parents “to allow
their children to continue ctively learning Japanese in an informal,
fun setting, and stay in touch with their Richmond School buddies
over the summer” (JMP Oshirase, January/February 1998, p. 1). Kurabu
provides elementary students with two weeks of field trips, sports,
cooking, games, and art activities as a means to learn Japanese. The
program is open to Japanese and non-japanese children in first
through fourth grades who have some Japanese language skills,
whether or not they are enrolled in the Richmond Elementary School
Japanese program. The tuition fee is about $200. As the parent newslet-
ter says, Kurabu “provides the opportunity for our children to be in a
group with Japanese children who are living in Portland, or those who
have learned Japanese in their families” (JMP Oshirase, January/Febru-
ary 1998, p. 1). Each group of 20 campers is supervised by two adult
bilingual counselors, and the program director is qualified and experi-
enced in Japanese culture, language immersion education, and recre-
ation. Parents provide volunteer support, and the city parks program
provides the institutional infrastructure. At the end of the program
each summer, Kurabu joins forces with its Spanish sister program, El
Club, to stage an international festival with colorful booths that the
children have built and filied with crafts and food.

Oya No Kai has recently helped establish a second Japanese im-
mersion camp, Shizen Kyampu (“nature camp”), for children in fourth
through eighth grades. A weeK-long sleep away camp, Shizen Kyampu
participants come from Sapporo and a number of sites in Oregon. The
50 campers spend the week focusing on science-related activities, all in
Japanese.

]
Summer Camp Programs

In addition to raising money and contributing funds for program
supplies and activities, Oya No Kai parents devote many hours inside
and outside the school to support the program. They act as cultural
resources in the classroom, volunteer for school cafeteria and play-
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ground responsibilities, host visiting Japanese college students in their
homes, and locate additional hosts in the community if necessary.
Oya No Kai takes the initiative to bring Japanese immersion parents
together, urging them “to meet parents from other classes—we are
all in this together” (JMP Oshirase, 1997, p. 2). Up-to-date informa-
tion about Oya No Kai is available on the organization’s website at
http://www.oyanokai.org.

In 1994, Oya No Kai alumni and civic leaders established the |apa-
nese Immersion Foundation, which has a broader focus than the par-
ent association. The foundation works to strengthen immersion
program linkages with Japanese civic organizations and fosters coop-
eration and communication among Japanese immersion programs in
Oregon and throughout the United States.

Teacher Aides

Each year, the Japanese Language Exchange program, known as |-
LEX, sends about 50 teachers or teachers in training to the United
States to serve as assistant teachers. The program is overseen by the
Japanese Ministry for Foreign Affairs. Selected for their English skills,
about a dozen teachers are placed in Oregon, and Richmond El-
ementary usually can count on one or two annually.

In addition, about nine Japanese student interns assist classroom
teachers. These interns are sponsored by several Japanese organiza-
tions, notably the New Global Peace Language Institute, which sup-
ports the teaching of Japanese. Besides assisting in the Moshi Moshi
project at Richmond, the interns serve as teacher aides in each of the
immersion classes. They help with small-group work, tutoring, and
other individualized instruction, and serve as cultural resources.

Students

Greg Chaffin and Olivia Weick, fifth graders in the japanese program,
are enthusiastic about learning Japanese. Olivia’s favorite classroom
activity is keeping a journal, but Greg prefers geography: “learning
about other countries and making up our own.” He also enjoys
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learning the kanji script. Both students practice the language at
home: Olivia by reading and Greg by speaking with his brother, who
is in the sixth-grade program at Tabor Middle School. Olivia says that
she likes to speak the language and will probably do fine in Japan,
“But I'm embarrassed about speaking it when my parents push it.”
They say jJapanese language study is fun and challenging, “and it's
an advantage, like being smarter, if you speak two languages,” Olivia
says. “I think it's easier to learn a language when you're young.”
Both students are lcoking forward to the two-week trip to Japan.
“I'm going to stay two extra weeks,” Greg says. “I'll be staying with
Japanese friends who came and stayed at our house.”

Program Funding and Administration
Despite magnet funding, the Japanese language program has experi-
enced more than its share of financial challenges. One budget cut
led to the loss of paid classroom aides, who have been replaced with
parent volunteers and student interns. More than in most other pro-
grams, there is a reliance on local donations and the parent support
group, even for some staff salaries. Funds provided by student tuition
cover the salary of the English-speaking kindergarten teacher, for ex-
ample, allowing the program to operate a full-day kindergarten.

The school has also been successful at attracting a number of grants
from a variety of sources. The Richmond principal and a grant-seek-
ing team made up of parents and one teacher explore funding possi-
bilities and needs. In addition to covering the first 3 years’ costs of
the Moshi Moshi project, grants have supported staff development
activities, test development, and the hiring of substitute teachers.
Grants also pay for guests to teach special Japanese 'anguage and
cuiture lessons, such as those on ice sculpture and music.

The team approach to finding grants is typical of the collaborative
leadership style at Richmond Elementary, where teams and work
committees address a large range of school and program areas. In
addition to the parent and grants committees, there is a site council
made up of teachers, a magnet program parent, a neighborhood
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parent, and other school staff. This council considers such issues as
student achievement, summer school offerings, and activities to sup-
port parents. A “magnet team” of Japanese teachers meets once a
month to discuss articulation, curriculum development, and disci-
pline. Other committees involve parents, schooi administrators, and
teachers in joint decision making on school goals, technology initia-
tives, and curriculum.

Challenges

Two challenges that the Japanese program faces are tight finances
and the potential for teacher burnout. Funding issues have been a
challenge to this successful language program almost since it began.
By the second year of operation, an ambitious plan for annual pro-
gram evaluation had to be dropped because of lack of funds. Only
one program evaluation has been carried out. Another casualty of fis-
cal problems was the immersion coordinator. The position was dis-
solved in 1994 and not resumed until 1999, particularly imperiling
articulation efforts as the program grew. In recent years, budget cuts
have forced the program to eliminate the paid classroom aides. Like
other parents and a number of district administrators, Marsha
Brecheen is concerned about the fiscal problems the program is fac-
ing because of shrinking tax support for the public schools in Port-
land. “I just have an uneasy feeling about it,” Brecheen says.
“Property tax limitations and the lack of a sales tax have hit Portland
schools hard.”

Although the teachers at Richmond Elementary School are excep-
tionally dedicated, their work load can be overwhelming. Average
class size in other district elementary schools is only 20, but in
Richmond'’s program the classes have 28 children. Teacher pay is ad-
justed for the increased number of students. Still, each teacher in the
program sees over 50 children each day, with a correspondingly
large burden of assessment responsibilities and parent meetings. For
English teachers working with new Japanese teachers, the amount of
work has been particularly daunting, because they are responsible for
many aspects of the training and orientation of their Japanese col-
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leagues. English teachers tend to stay with the program for only two
or three years, according to Renee Ito-Staub, but Japanese teachers
stay longer.

Keys to Success

Parent involvement is a notable key to Richmond’s success. A visitor
seeking even a brief introduction to the Japanese language program
will immediately be impressed by the dedication and accomplish-
ments of the parents. Parents of immersion students have taken an
unusual leadership role in supporting communication within the pro-
gram, maintaining staff positions, and raising funds that go far be-
yond an annual auction or cultural fair.

The second key to the success of the program has been the creative
ways that the school staff, district administrators, and parents have
found to respond to financial difficulties. The use of japanese student
interns to help off-set the loss of paid teaching aides has been largely
successful. Alternative funding sources have ranged from the Na-
tional Endowment for the Humanities and the government of Japan
to the local university and area businesses. In the case of the Japa-
nese language magnet program at Richmond Elementary, the ex-
pression “community buy-in” is meant in a literal as well as a
figurative sense.

Perhaps the most important key to the success of the program is the
combination of leadership and effective team work. Renee Ito-Staub
brought a spirit of innovation to the task of beginning the program,
and her collaborative style helped the program gain enthusiasm and
support from others, as they came together for a range of tasks. The
partnerships that resource teacher Deanne Balzer has forged with the
current principal, the teachers in the program, and others have con-
tinued to strengthen the program despite fiscal challenges. Teaching
teams provide built-in alignment among classes and promote profes-
sional development through peer sharing. Other teams and work
groups pursue funding possibilities, revise curricula, and develop as-
sessment procedures. It is the feeling of team spirit at Richmond El-
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ementary that has also led to a positive relationship between magnet
program students and others at the school and in the neighborhood.

The success of the program has not been adequately documented
through formal program evaluations, but other evidence is easy to
find. In 1994, Richmond was named 2 model program by the Center
for Applied Japanese Language Studies. During the 1994-95 school
year, Richmond served as a mentor program to a private Japanese
language school that was in its first year of op2ration. There contin-
ues to be a long waiting list of parents wishing to enroll their chil-
dren in the Richmond program, and there is almost no attrition in
student numbers between kindergarten and fifth grade. In addition,
Richmond students continue to perform well on district-wide tests.
When funds do permit another thorough program evaluation, there
is little doubt that the results will be overwhelmingly positive.
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Conclusion

These seven model programs represent a range of strategies and ac-
complishments. Together, they also provide insight into the strengths
of early foreign language programs and the challenges they face. It
is, therefore, instructive to look at 10 critical program elements and
identify best practices and areas requiring further attention.

1. Impiementing National Standards

All seven of the model programs profiled here are implementing the
five Cs of the national foreign language standards. In each instance,
the local district or school has found effective ways to incorporate
national standards while following local or state guidelines, not only
for language instruction, but often for content areas as well. In some
districts, such as Springfield, the five Cs explicitly form a core ele-
ment of the curricula for all grades. In other cases, such as Prince
George’s County and Ephesus Road Elementary School, the content-
related curricula address the standards in an integrated, almost or-
ganic way. It is interesting tc note that none of the programs has
adopted textbooks to form the core of its instructional program.
Rather, materials are identified or developed that connect language
learning to the immediate context or to specific lessons in the regu-
lar curriculum.

2. A Focus on Content

Although there was no intention in the project design to single out
programs with content-based or content-enriched curricula, all seven
of the model programs selected use one or the other. The language
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curricula in the seven model programs include topics from math and
science to history and geography—virtually every subject, including
English language arts. Several of the regular classroom teachers men-
tion that foreign language study contibutes to students’ English vo-
cabulary building and to their reading and writing skills.

How the content-related language curricula are devised, imple-
mented, and revised depends to some extent on program size and
type. The seven model programs vary in how systematically they in-
cerporate regular course content in language instruction. Those with
the most formally established curricula are the district-wide pro-
grams, such as those in Springfield and Glastonbury, and the immer-
sion programs, such as those in Portland and Prince George's
County. In these programs, language curricula are aligned with cur-
ricula in the subject areas at the district level, and they are revised as
the district curricula are revised. At Bay Point Elementary in Florida,
on the other hand, although the language class content is closely
tied to the content of regular classes, curriculum development and
revision can be handled less formally, because only one school is
involved.

3. Articulation and Alignment

Language instruction in the elementary grades frequently emphasizes
activities that are creative and involve oral communication, with less
attention to accuracy or written forms. As a result, there can be a
disconnect when students move to the higher grades, where there is
more emphasis on textbooks, grammar, and formal assessment. The
challenge is compounded in decentralized districts, in which a
school-based management approach may favor institutional au-
tonomy at the expense of articulation with programs in other
schools. Where language programs are offered in several schools in
the district, it can be difficult to coordinate the instructional pace and
content. The model programs profiled here have addressed these
challenges through meetings, teaching exchanges, and standardiza-
tion of curricula and assessment.
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Meetings are one of the keys to effective articulation. In Springfield,
for example, there are meetings of foreign language teachers in the
elementary grades, voluntary monthly meetings of all foreign lan-
guage teachers, and workshops that bring together all the foreign
language teachers and school principals in the district.

Standardizing curriculum goals across schools has been an important
means of supporting articulation and alignment in severa! of the pro-
grams. In Glastonbury, articulation is ensured through through this
means as well as through coordination of assessment activities and
an innovative program of exchange teaching. From time to time, the
foreign language teachers trade classes: Elementary school teachers
move to a high school and vice versa. If the teachers cannot ex-
change teaching responsibilities, observations of other teachers’
classes are arranged instead.

To ensure alignment among elementary programs as well as articula-
tion with middle schools, schools in Chapel Hill have collaboratively
developed exit outcomes and a system-wide test for foreign lan-
guage students at the end of the fifth grade.

4. Teaching Methods

Learning a language is a lot of fun, according to students in these
model programs. Teachers keep their students motivated through
age-appropriate, enjoyable lesson activities, many involving pair- or
small-group work. In the elementary grades, songs are popular, espe-
cially ones fitting new lyrics to familiar tunes. Teachers at Ephesus
Road Elementary School and Bay Point Elementary School have de-
vised particularly creative guessing games and simulations that edu-
cate, entertain, and motivate learners and bring together students
from different grade levels. Teachers in the middle-school grades
have introduced an element of theater to their classes also, as exem-
plified in the lessons observed in the French immersion classes in
Prince George’s County. Most activities in the classes observed had a
strong focus on communication and student interaction and a mini-
mum of the tedious “listen and repeat” kind of instruction.
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5. Technology

These programs have made a number of strides in the use of tech-
nology, but one expects greater things to come as schools become
better equipped and teachers becorme more skilled. Training staff in
the effective use of computer-based resources is a major focus of in-
service staff development in nearly every model program. Several of
the districts are also increasing younger learners’ access to comput-
ers. The program at Ephesus Road Elementary is notable in its use of
interactive Web-based communication with other French language
programs around the world, and students in Portland are making in-
creasing use of e-maii and other computer features. In Portland and
in Glastonbury, distance learning technology is enabling increasing
numbers of students to become learners of less commonly taught
languages.

6. Program Evaluation

Program evaluation is not a widely shared strong point among the
model programs. In several cases, there has been a single program
evaluation effort, sometimes carried out with a nearby university or
another outside institution. The program in Portland, for example,
was initiated with a plan for regular program evaluation, but this was
discontinued after only one year because of budget difficulties.

Notable among the model programs in this area is Glastonbury,
which conducts a thorough program evaluation every 5 years. Dis-
trict staff survey 'staff, parents, and former students; administer tests;
review state and national standards; and look closely at specific pro-
gram areas, such as curriculum and use of technology.

7. Student Assessment

At least four assessment practices merit attention. First is the Home
Assessment System at Bay Point Elementary School in Pinellas
County, Florida, in which students take home task cards that parents
sign, indicating that they have seen their child perform the language
activity. This system involves parents, regular classroom teachers, and
FLES teachers in the students’ language learning process, lets stu-
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dents proceed at their own pace, and provides a portfolio of stu-
dents’ foreign language performance to be passed on as the students
move from one level to the next.

Marfa Martinez at Larchmont Elementary School in Toledo assesses
students’ oral proficiency and participation by awarding puntos
(points) that are exchanged for imitation pesos to be used to pur-
chase food, arts, and crafts at the end-of-year mercado (market). By
adding up each student’s points, Martinez can get a good idea of
how much they participate and how proficient they are.

A third example of sound assessment is in Springfield, where class-
room progress indicators and assessment activities are suggested for
grade-fevel outcomes specified in the district-wide curriculum. The
curriculum is organized according to the five Cs of the national stan-
dards, and assessment activities include learning logs, teacher check-
lists, and role plays.

Finally, the Japanese Magnet Program in Portland is implementing
several innovative assessment strategies, notably in the use of video-
taped interviews. Beginning in kindergarten, students are videotaped
in dialogue with a teacher. Interviews reflect curriculum goals, which
are based on standards set by the district and state. The program has
also begun using “work samples,” a variation of portfolio assessment
that incorporates an evaluative dimension that is often lacking in this
popular approach. The work samples are linked to state-mandated
content standards and are assessed on a standardized six-point scale.

8. Funding

Typically, these model programs have received grant funds from state
or federal sources, particularly during the start-up phase. The pre-
implementation and early implementation years of foreign language
programs require the greatest concentration of resources. Curricula
and evaluation procedures need to be developed, bocks and other
instructional materials must be purchased, teachers need to be
found and trained, and there may be a need for extra supervisory
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or support personnel as well. Most programs are able to diversify
and localize their funding as they mature, relying on federal and
state grants for special needs such as program evaluation, articula-
tion with post-secondary programs, or expanded uses of technol-
ogy. The programs in Glastonbury and Portland have pursued
particularly creative approaches to funding.

9. Professional Development

Professional development is critical during the early stages of a for-
eign language program, and it continues to be important as the pro-
grams mature, curricula change, and new technology is introduced.
The programs in Toledo and Prince George’s County have addressed
these needs in creative ways. The foreign language program in To-
ledo has offered a low-cost summer language camp in which teach-
ers can try out new skills, and the program in Maryland has offered
university courses to teachers. In many of the model programs, for-
eign language teachers regularly attend professional conferences,
such as the national conference of the American Council on the
Teaching of Foreign Languages, and often present sessions or lead
workshops. Staff in model programs also participate in in-service
teacher training workshops organized at the district level, such as the
monthly magnet curriculum trainings offered in Pinellas County and
the workshops organized by Kathieen Riordan in Springfield. The
“pre-start-up” activities in Chapel Hill are also worth noting. Foreign
language teacher Carol Orringer visited elementary schools around
the Chapel Hill district, teaching demonstration lessons that won the
hearts and minds of skeptical regular classroom teachers. In
Glastonbury, staff development efforts have been enhanced through
grant funding from the Defense Education Act.

10. Advocacy

in nearly all of the model programs, outreach to the community, vis-
ibility at the school and district levels, and involvement of parents
have been important to initiating programs, expanding them, or
keeping them going during times of tight budgets. In most cases,
advocacy for the programs involves media attention. From Toledo to
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Portland, all have been featured on local television stations. Newspa-
per articles appear in The Washington Post about the students in the
French immersion program in Prince George's County, and The
Chapel Hill News has often featured stories about the French classes
at Ephesus Road Elementary School.

Political connections have been important to programs as different as
the one in Springfield, where the superintendent is a major advocate
for early foreign language education, and the one at Ephesus Road
Elementary, where the two foreiin language teachers have served on
the school governance committee for several years. Regular program
newsletters, foreign language fairs, and shows are among other ways
that program staff have captured and kept popular support. Finally,
the tireless efforts of individual program representatives, such as
those mentioned in each of th.e program descriptions, have made an
enormous difference: As Kathleen Riordan says, “One can never at-
tend too many meetings.”

The Future: Changes and Challenges

Foreign language programs for younger learners are undergoing
rapid change in two key areas. Perhaps the most evident is in the use
of technology. More programs now have their own Web sites than
when this project began in the late 1990s. The computer-assisted el-
ements associated with distance learning are more widely accessible
than ever, and an increasing number of classrooms are being
equipped to take advantage of these resources. Already, foreign lan-
guage students at Ephesus Road Elementary in North Carolina are
exchanging e-mail messages with other students of French in Mo-
rocco, Guyana, Korea, and 10 other countries.

Curriculum is the other area where rapid changes are taking place,
reflecting the impact of the national standards for foreign language
learning. As national standards are being adopted and adapted at
the state and district levels in all subject areas, foreign language pro-
grams have had to revise their curricula to keep pace. As Deanne
Balzer in Portland notes, when there is a dramatic change in teach-
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ing approaches in any content area, content-based and content-en-
riched language programs have to adjust.

Two areas stand out as requiring further attention in the coming
years: student assessment and program evaluation. If schools are to
find support for initiating foreign language programs and retaining
funding for them, they must be able to demonstrate how well stu-
dents are progressing and how effective the programs are. At
present, few foreign language programs assess the language
achievements and skills of learners in a systematic way. The work of
programs in Portland and Glastonbury may be particularly impor-
tant as this issue receives more attention in the future. Assessment
approaches that go beyond or supplement non-evaluative portfolics
are needed. In response to an emphasis on accountability and tied
to securing and retaining funding, language program evaluation
will also neea to be carried out more rigorously and systematically
in the future.

It may be that the areas experiencing the most change, curriculum
and technology, will become important tools in addressing the areas
most needing improvement, student assessment and program evalu-
ation. As mentioned, foreign language curricula are changing to re-
flect national standards of language learning. Because the national
standards require programs to specify language course content and
student outcomes in systematic ways, assessment activities can ad-
dress these goals, as is done in the language program in Portland.
The standards provide part of the framework necessary for develop-
ing systems for evaluating students’ language learning and assessing
program effectiveness.

Technology is also contributing to improved assessment. CD-ROMs
and the Internet, combined with audio- and video-recording technol-
ogy, are helping to solve some of the logistical difficulties involved in
carrying out assessment. Programs in Toledo and Portland have be-
gun exploring some of the potential benefits in this area.
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One certainty is that in the coming years, foreign language educa-
tion for younger learners will continue to develop and improve, re-
flecting national priorities, local commitment, and the contributions
to excellence as exemplified in such programs as the seven featured
in this book.
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Background of the
Project

This book was developed by the Center for Applied Linguistics (CAL)
as part of a joint effort of two projects funded by the U.S. Depart-
ment of Education: The National K-12 Foreign Language Survey
Project and the Improving Foreign Language Education in Schools
Project. The former was funded by the Office of Postsecondary Edu-
cation, International Research and Studies Program, the latter by the
Office of Educational Research and Improvement through a subcon-
tract from the Northeast and Islands Regional Educational Laboratory
At Brown University (LAB). The model programs effort was one com-
ponent of each of the two projects.

Both projects have as a goal the identification-of model programs
leading to case studies that will provide educators with ideas and in-
formation on establishing and implementing early-start, long-se-
quence foreign language programs. The two projects joired forces to
conduct a comprehensive and detailed study that would identify
model programs in the northeast as well as other regions of the
country.

Program Selection |
Nearly a hundred programs were nominated, most of outstanding *
quality. The selection process was open to early-start, long-sequence
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programs that fit one of four models—FLES (foreign language in the
elementary school), content-based FLES (referred to in this book as
content-enriched FLES), immersion (partial, total, or two-way), or
middle school continuation. Nominations were solicited nationally
and submitted through a one-page nomination form distributed by
foreign language professional organizations. Nominations from all
educators were welcomed, but a particular effort was made to solicit
suggestions from state and district foreign language supervisors.

The organizations and individuals that collaborated to publicize the
nomination rrocess included the American Association of Teachers of
French (AATF), the American Association of Teachers of German
(AATG), the American Association of Teachers of Spanish and Portu-
guese (AATSP), the American Council on the Teaching of Foreign
Languages (ACTFL), the Center for Applied Linguistics (CAL), the Na-
tional Association of District Supervisors of Foreign Languages
(NADSFL), the National Council of State Supervisors of Foreign Lan-
guages (NCSSFL), the Northeast Conference on the Teaching of For-
eign Languages (NEC), state representatives of the National Network
for Early Language Learning (NNELL), and state liaisons of the North-
east and Islands Regional Educational Laboratory at Brown University
(LAB). Each person who received a letter was asked to nominate one
model program from their state.

The eligibility criteria outlined on the nomination form were based
on current research on effective language instruction for elementary
and middle school students (Curtain & Pesola, 1994; National Stan-
dards in Foreign Language Education Project, 1996) as well as on in-
put from practitioners in the field. Nominated programs had to have
the following characteristics:

¢ Curriculum based on the five Cs of the national foreign language
standards (communication, cultires, connections, comparisons,
and communities)

¢ Reqular evaluation

* Outcomes that meet program goals
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* Accessibility to all students

¢ Communication and coordination across content areas

e Ethnic and socioeconomic diversity reflective of the local student
population

* Articulation from elementary through middle and high school

* At least 4 years of operation

e Willingness to share their curriculum

* Professional development opportunities

¢ Support from the community

Once the nominations were received, in January 1998, ineligible and
incomplete entries were eliminated, and the remainder were sorted
and reviewed in the following ways:

e Number of criteria met. The programs that met the highest num-
ber of the eligibility criteria listed above were identified.

s Geographic location. The goal was to select one program each
from the west/southwest, southeast, mid-Atlantic, and midwest,
and two from the northeast. A seventh program would be se-
lected without regard to location.

e Program type. Each of the four program models—FLES, content-
enriched FLES, immersion, and middle school continuation—
needed to be represented by at least one of the programs
selected. Two-way immersion programs were excluded, because
there is more research available on them, and because model
two-way programs have already been identified (see Loeb, 1999).

s language(s) offered. An effort was made to ensure that the pro-
grams selected offered a variety of languages that are representa-
tive of those taught in U.S. schools.

The programs selected through these steps were then reviewed to
make sure that programs from both district-wide and stand-alone
schools were included and that selected programs included students
from a range of sociceconomic levels and from urban magnet
schools to middle-class suburban schools.

K
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When the 96 nominated programs had been narrowed to 10 by the
project researchers, the program selection panel met. This was a
group of leaders in the field affiliated with the National Netwcrk for
Early Language Learning (NNELL): Penny Armstrong, Audrey
Heining-Boynton, and Marcia Rosenbusch. The final selection was
reached by considering how well the programs met the 11 criteria
(based on shared knowledge of the programs) and by ensuring that
a variety of languages was represented.

Key staff of the seven selected programs agreed to (1) participate in
a two-day site visit from project staff, (2) designate a school contact
person to facilitate the site visit, (3) share their foreign language cur-
riculum with others and submit it to the database of the Educational
Resources Information Center (ERIC), and (4) allow other interested
school personnel to visit their program.

Site Visits and Data Gathering

Data gathering included two-day visits by CAL project staff (Lucinda
Branaman and Jennifer Locke) to each program in the spring of 1998
to gather as much information as possible. The extensive site visit
protocols were based on data collection instruments used for case
studies of language programs, including those used by Sheppard
(1994) in a descriptive study of content-ESL practices. The case study
design was selected as the method for gathering data on these pro-
grams, because it is “the preferred strategy when ‘how’ or ‘why’
questions are being posed, when the investigator has little control
over events, and when the focus is on a contemporary phenomenon
within some real-life context” (Yin, 1989, p.13).

The instruments were drafted by the project team in consultation
with CAL staff who have expertise in qualitative data gathering in
foreign language, bilingual, and ESL programs. Other preparations
for the site visits included pilot testing and finalizing data-gathering
instruments, finalizing classroom observation protocols, and making
logistical arrangements with program staff. CAL staff activities at the
sites included the following:
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* Interviews with the school principal(s), ¢ strict foreign language
supervisor or school foreign language coordinator, foreign lan-
guage teacher(s), regular classroom teacher(s), a student, a par-
ent, and a school board representative.

* Classroom observations in six foreign language classes at different
grade levels. :

¢ Collection of written materials, including program philosophies
and goals, curricula, lesson plans, class schedules, assessment in-
strurments, student work, program evaluation reports and assess-
ment outcomes, and public relations materials.

In addition to the data collected during the site visits, the project

team at CAL contacted staff at the schools to supplement and cor-
rect all information to be published.
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Materials From
Pinellas County,
Florida
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Dear Parents,

Helcome to FLES (forelgn language In the elementary

school)! As a speclal pari of our magnet schooi program,
we are exclted thal each student (K-5) will receive twenty
minutes of Instruction In Spanish at [east every other daK.
It 13 our hope to be able to offer a sequential program which
beglns with |istening and speaking and fater develops reading
an wrltInE skills, as wali as cultural content.

The FLES program has been designed to give students the
opportunity to hear oniy Spanisgh throughout a lesson which
both teaches spacific vocabulary and utlllzes the classroom.
and the many subjects taught there dally as a natural setting
for the acquisition of a second language. Chilidren will meet
characters, such as "Vaca Luld® and "Pancho®, who speak only
Spanish and will enjoy communicating with them through songs,
sterlas and games, It Is Important to note that, at the
early stages, It Is natural for children to understand a iot
more than they can say creatively on their own, Just as It
was when they acqulired thalr native language. We emphasi|ze
also that language acquigition takes piace only after a long
sequence of study and reinforcement, and we ur?e ou %0 have
reallistic expectatlons,kee?ing in mind that atl children will
be successful {earners in FLES.

Although chlidren wii| not receive a reportcard grade
for Spanish, they will be avaluated reguiariy based on
‘culr.inating experiences”, These experlences wiil provide
the students with an opportunity to present to various seg-
ments of the school community samples of what they have
learned. Presentations will be tled to specific language
skills and will be documented and critiqued for the purpose
of pro?ram avaluation.

Please {vok for the AMIGOS newaletter which will Inform
you of specificg of the FLES curriculum and will feature

son?s, poems and expressions for you to practice with your
child at home.

H ?ronto.

asta
FLES instructors:

FLES Song #!: _gg**{{g*_gg+géiu_
0 0, chlcken

G§I!Ina, hen
Ldplz, pencil y
Pluma, pen.
Vantana, window
Puerta, door
Mesa, table y
Pigo, floor,
Azdcar, sugar
Amigo, friend
Maestra, teacher
Lo hiclste bien.

-+ 204




|97

Appendix 2

GOd L661 WEIL SALJ (ePHOL) Auno) sejpuid

asnoy ay) yum Guieap juswesiyanpe eleise (ess Jo
ebessed e pueyesdwod pue Ajjsio pess ‘0l

asnoy Aw 1noqe sbuiyl eal) ises| Je ssaidxe 6

NS EX sl

Anwey yim jo sway; au)
Buyesp abessed e pusysidwiod pue Ajelo peas ‘g

L

—

$AOUMUSS BAY) JO WNWILIW B YliM Ajjwe) Aw 9quossp "2

Beq jooq Aw JO SIUWOD 8L 8quisap 9

Bupeem we | Burpoe eyl squosep G

ieyjgem ey) ssaidxa v

T . o wioyy siequinu Buisn
‘uoisiaip pue uonedndninw ‘uonoenans
'uoppe Buisn ‘saousrIas JBQqUINU WO} g

SJOJ0O U3} aweu |

|19810AUOD

Ti1eySuel  § 1994 epNS Bupim uj | 6 46 ASI0

\
N\
\
>
\
\
\
\
N\
A )
LY
\
N\
N
N
h)
m A11981100 elepyuIq Aw pue ejep juaund ey} ssaidxe g
'}
N\
N
h)
N\
h)
N\
N\
U
N\
N\
h)
N\
N\,
\
N\

{A2EIN208 5,06 IEBB| 1B §BIBOIPU)- ) ,£m_CNQW C_ otuen _

S374 ul siedk oy 100YoSs
N iayoea | - TaWeN
T T alnjeubis juaied apeib yy - ouqny CMQ _

(LAVIQ) § 2pean ouqny uxa weadord $314 Auno) sejjauid

208




Y0¢g O

op 0} &Y | sbuiyy oAl ises)| Je equIsep €2

uoneyodsuel} JO SBPOW BAl 1SBS| 1B BWRY 22

noqe abessed v pueyasdwos pue Ajjeio pess g

SW }S8.8Ju} 1By} SUONRBANIO0 Us) ISES] 1B INOGE YiBl 02

N
N\

N\

N\

V

N\

N\

N\

N\

N Buial e 10} Op Aay} Jeym pue sjdoad
N

N

N

N\

N\

N

l”

sisueqd 8} JNOQE S10B) BAY} JSED) 1B 81BLRY 6l

sjeue|d ay) sweu ‘g

N

\

\

\

N s|ejided 18yl pue BoLOWY

N yinog Jo sauunod Bueeds-ysiueds ay) sweu /1
N

S

sjelided )8y} pue edusuy
jenuan jo seuunod Bupyeeds-ysiueds oY) sweu gy

ysiuedsg Ut Sjueunuod eyl eweu ‘G|

sjewiue INoqe AI0lS B pusyssduiod pue Ajeio pess vy

S[BWIUR B11I0AR) AW JO DAl 1SBS)| JB 9quosap ‘1

lesw
PBOURIEG-{IOM € DQUOSBP/3PO0) BILOAR) Al 8quosap ‘21

JBUUIP pUB Y3UN| 'iSBpeaIq J0) 31E | 12yM ISt Lt

UO|18846AUOD

1994 Wepms BunEMm Ui | Gy 10 K80

N
N\
N\
\
\
\
N
N
\
N
N
\
\
\
\
\
\
N
\
N
\
\
N
\
\
\
\
\
\
N
N
N

198 | sopendiz

X O0G



ppencin2 | 199

N

(-
(NN

"S)NS81 BIeYS pue

SalBWISSE|D JO SAYISIP pue Seyl| inoqe asnbul pE
"|ooyds O} palejal SuolISaNh JaMSUE pue xse '€g
‘aInjnd diuedsiH

jo sionpoud pue ajdoad aquosap 2E
‘suonoNIIsuUl ©/dwiis Mojj0} pue 8anpoid “Le
wewwes poiGIawos o1 ueo ssejo A
)” ....................... é (e sebanp? om
W (loyedse @ gisnb 81?7 ‘62
W (SBAIA 8pUOQT 82
W ;8618 epuop Q7?7 /12

N
W ;sausel} soye soluEN)? ‘92
W JSeweyl 8} owpd? ‘G2
W isgise owon? v
W ‘suonsanb Gumoj|o) Ul Jomsue pue jse

N
m HO[I88I0ALOD ugyd |

TR | Teed | Wepmis \ ~BunEA G| 510

207




200 I Appendix 2

g0¢

T

‘ysiweds aoioeid o} ssej Ul pejuasald
saliAloe pue Ssuois BuilrRuod 8ieMos asn

‘WNNoLIND 8y} 0) pejelal oido) 2
uo [erosawiwod e sdnolb ur sonpoud pue uerd

ar

‘AUnWiwoed pue
sjuated loj Aleod pue seuoys ‘'sbuos aziewelp

N34

"jooyas eyl o} )l 1Sespen.q
puUB Ju3A3 |00Y3JS € U0 PIBOgAIO)S B ajum

oy

‘(818150 |88 "9'l) JUSWBSIUBAPE UE
40 sjiejap pue ebessew uiBw By) 9onpoidas

6¢

's01doy Jeipuwre; uo sebesssw usyum pusyaldwos

‘8€

208

'SSEfo Ui pajuasald oapia io waod Hooq e o
SJ9)0BIBYD 3} ©QLOSEP PUB BUIBY) Ulew By} je18)

A

‘gjdoed pue syoslqo

UoWIWOD JO sSUONdUISOp LauM pue |eso

1oys spiacid 's10)dudsap usiim pue
[eJ0 uo paseq sya8igo pue eidosd Ajnuspi

o€

‘SueWw oo

poejduiod ojep

"SUONDBIBIUI WIOOISSED

pue sbupye)-aaes| ‘'sbuitesib

1o} suoissasdxe rJo pue sainsab
eleudosdde £jreinyno jeidisiul pue esn

13




‘ /;\p;;erm‘dn; 2. | 201

602

2661 Jwea]l $314 Aunod sejduld

‘utedg 10 BoLBWY WINOS i Buiay

SjuspNIS 0 JUSPNIS B SIBNB| 4O [lew-8 ybnoiyl 1ewod "0s

‘ysibug pue ysweds woij sayeubod
pue SpiOM Pamolloq jo sejdwexe asn pue 8iid ‘6v

"SSE|D JUBIL0D 8y} ui pauses) Buteq
1d20u02 ® U0 paseq ‘luswuadxs 8ous|ds e sk
yons ‘AQAnoe ue ul oledipiued o} ysiueds asn gy

‘sue sbenbuej pue
Ayde.Boab ‘yiew se yons ‘sesie JUBUOD 3 Ui
pauies| $}daducd ajelisuowep Gl ysiuedg asn "/{

‘prom Buiyeads-ysiueds ay
woly seouep pue sbuos ‘ssweb se yons
‘senIAoe [eINyNO ajelidoidde-abe szubooas ap

‘s19)eads 1sanb ybnoiyl pue

sdii} piay} 'SO3pIA ‘BuNRISY| Uf PAIBSQO

se ainynd oieds|H eyl wolj iaeysq
jo swianed nue sAepljoy ‘swoisno Ajiuspt Sy

€JUeWwod

poia|duiad 8i8p

‘(nuaw onuseyine ue Buisn ysiueds ui |eaw e

19pJ0 puE JURINEISB) JURdSIH B USIA @) emnd

1861B} 8Y) Ul UoNORIBIUI 10} Seunuoddo
apinosd 0y paubisap duy piay e ul sjediosed py

09




Materials From

Springfield Public
Schools,
Massachusetts

21U




204 | sppenain s

116

ONIHAYHD
IHIHMAHIAT
ONIHAVHD SI HLVW
»$3a LYHL MOHS
‘31 S3dVHS ‘013
40 S3QIS 40 SANIZYOVIN HAVYHD
SHIONIT IHL | 'SHIAdYdSMIN) LHOIIM
IHNSVIW VIgIW 3HL | ‘LHDISH'HLAM
"SHOT09 Ol IUNSOdX3 (H3aODNOT
AaNV "00A AHLNNOD HILHOHS)
TOOHOS / M 13DHVL ‘H1IDN3
INIWIHNSYIW | V40 SdNOHD | INFWIHNSYINW
31v13y OINHLI HO FIONVIHL
TI4VHS NOIDIT3H aHaHdS
1108V ot ‘410 HdVHD INOD
318004 | ANv.LsSH3IANN HIANITAD
1131 % MOHS a3alviad Ol ASV3 WSIdd AHAYHS
S3dVHS HLVI 380 IHOHIHIHL 3and 3AdVHS T1dWIS -039)
40 Y008 $103rao anNv aNoWvia v ONISN 103rg0
IVAQIAION 31v3ado TVSHIAINN TYAO| IHNSYIW OL TGV 3IA| SINANLS
HO Y008 SSY10 Ol SH00E E1e1 JTONVYLOZY WI009
NOILVAHASAO | NYILLYd ANY SWHIL HIVIA JHYNOS| S3IdVHS LNIHIHHIQ IONIIDS
H3IHOVIAL| SWYHDNVL 3SN] ANV 3ON3I08 J1DHIS| 3IHL IAWVYN OLI18v 39 HLvIA
STILIALLOV SAILIAILOM JHNLONHLS "M siuepnig Sy3dy
INIWSSIASSY NYNOILONYLSNI IHNLIND |  /AHYINGYO0A SINODLNO LIN3INOD
'SASSYID O HIGWNN TV ‘FOVNONYT

V1VQ3 HLIM DNIHOM ANV INFWNIFHNSYIW AHLIWOID ‘SHIGRNN 3W3HL

SINOIDLNO DNINFYIT STFOVNONYT ATHOM AHYINIWIZ

v 30QvYO

e JRRS




. /;pp;en-di; 3. | 205

¢lag

‘skejd ajoy «
‘uoIsuay21diiod Jurualsy -
‘5)dwoid [ensia Sursn ‘suoljeluasaid Smdtaray [BI0) «

-a8pamouy pue uopeLICjUi BIB)QO Pus IPIA0I] .
*SUO[JIIIP MO[[0g o
Juawdaifesip pue juawalide ‘Sjjeqrosucu Jo/pus A[[equda ‘ssaidxyg o
*Spaau ‘A|[BqIIAUOU 10/puU8 AJ[EGIIA ‘ssaadxsy] o
sBuipaa) pue ‘SaNISIP ‘Ss4l] ‘A[IBQIIAUOU JO/puUB AFjBQIIA ‘ssaxdxy o
.mﬂmuzaw,_ 0) puodsax pue BN .
-suonsanb Jomsue pue sy .
3se1juod pug ‘Qiedurod ‘Aquasa( -
*suoyjonpoxyuj 03 puodsai pug dNpoNHU] .
*s8uy}2218 03 puodsal pue 13319 .
:0) 10413 Jo susaned pajeadas sofewr ou yym suojssardxa pauses| puw
‘sasgayd pue splom pauied] 3(3uis Suisn sysey aapeaUnwWwod Adwls ut1ojdd" * M SHUIPMS

‘SHOIVIOIANT SSTIDCUd

‘sJuipunoxans ajepourw] pug jjos ay) uo pasndoj ddendusy puodds B uy S|AS
uoissaidxad pue uojsudyardwod do[aaap [[i4 sHWIPNIS ‘T-Y 40 ANT FHL A4 :HWNOILNO

X F1RATL
-a3endue| )5y e 0) uopppe uj adendusy duo )583] 8 Uy SupedUNWWO) - UOPEIUNWIWO) (NVHILS
sa8enduecy pirog :ypdalgng

SHNODLNQO ONINIVA]

Pl




Summary of
the Programs
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Program

Program Type

Demographics

Profile

Bay Point Elementary School

Pinellas County Public Schools,

FL

* Spanish content-enriched
FLES in a magnet school
focusing on math, science,
technology, and foreign
language

curriculum based on the
goals of the elementary
school curricutum,

incorporating the five Cs of '

the national foreign
language standards

urban school district with
106,687 students in 1997-
98

one of two magnet schools
offering foreign language
instruction to elementary
students from the school
attendance zone; other
students from the district
selected by lottery

school population of

689 students in 1997-98:
62% Caucasian,

339 African American,

2% Hispanic American,
2% Asian American

33% of students qualify for
free or reduced-price
lunches

20-30 minutes a day of
Spanish for alt students in
Crades K-5.

Spanish teachers travel from
classroom to classroom with
instructional materials carts
regular classroom teachers
stay in the class for foreign
language lessons

Springfield Public Schools
Springfield, MA

content-enriched FLES
coordinated across subject
areas, part of K-12 district-
wide program

Spanish (all elementary
schools) or French {Armory
Street School and several
others) starting in
kindergarten; Russian and
Chinese offered in a few
elementary schools

mid-sized urban school

district with 26,000 students

in 1997-98: 37% Hispanic,
31% Caucasian, 29%
African American, 2% Asian
approximately 80% of )
students eligible for free or
reduced-price lunch

.

.

30 minutes of foreign
language instruction

3 times per week or

45 minutes twice per week
in Grades 1-5

20-30 students per class

Ephesus Road Elementary
Schoot

Chapel Hill-Carrboro City
Schools

Chapel Hilt, NC

Erench content-enriched
FLES, part of district-wide
K-12 language program
curnculum based on the
goals of the elementary
curricula, state foreign
language guidefines, and
the five Cs of the national
standards

a

»

large-town school district
with 8,227 students in
1997-1998

largest of seven elementary
schools in district, which
also incliides three middle
schools and two high
schools

school population of 688 in
1997-38: 74% Caucasian.
15% African American, 9%
Asian American, 2%
Hispanic American

14% of students qualify for
free or reduced-price lunch

20 minutes of French
instruction 4 days a week for
all students in Grades 1-5

about 25 students per class

reachers travel from
classroom to classroom with
instructional materials carts
regular classroom teachers
often participate in the
foreign language lessons

site-based management

<14
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Assessment

Articulation

Funding

Points of Interest

¢ outcome rubrics
¢ portfolios

¢ home assessment system
involving parents, regular
classroom teachers, and
FLES teachers; students
proceed at their own pace;
resuits in a portfolio of
students’ foreign language
performance

¢ continuation program at

two middle schools; Spanish

offered in high school

« federal magnet
desegregation funding
since 1993

* pilot program (1987-91)
funded through State
Foreign Language
Elementary grant

Café Olé, a stand-alone,
realia-rich classroom and
teacher office/materials
room, used for technology-
related classes, theatrical
presentations and
rehearsals, and Spanish Club
meetings
teacher-produced Spanish
language videos and
Spanish song tapes

district-wide histening
comprehension assessment
in Grade 3

district-wide writing and
speaking assessment in
grades 8, 9, and 10

state competency tests in
Grades 4, 8, and 10

trial versions of the state

foreign language exam pilot
tested in the spring of 2000

¢ articulated Grades K-12 in
ali languages

langtiage teachers from all
grade levels (K-12) meet
regularly to ensure
articulation and curriculum
coordination

6 -grade students choose
from French, Spanish, or
Chinese, continuing with
language studied earlier or
beginning new one
students in Grades 9-12 can
choose to add italian,
Russian, Cerman, or Latin

« foreign language teachers
paid with funds from the
district budget

current language program
re-organized in 1993;
previous programs have
operated since the 1950s
strong support from
superintendent and the
School Committee (similar
to a board of education)

fifth-grade end-of-year
written assessment
Incorporating national
standards, developed by
district teachers

nortfolios

student self-assessment of
tanguage skills

* students may continue with e district funding,

French at Middle School

* advanced foreign language
instruction offered at high
school

supplemented by assistance

from the PTA and grants

strong links to the University
of North Carolina at Chapel
Hill, especially the teacher
training program

French program and
student work featured on
two Web sites
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Program

Program Type

Demographics

Profile

Glastonbury Public Schools
Glastonbury, CT

[}

»

Spanish content-enriched
FLES in Grades 1-5,
articulated with Grades 6-12

in Grade 6, students choose
whether to continue
Spanish through Grade 12
or to start French and study
it through Grade 12

in Grade 7, students may
add Russian

in high school, students
may add Japanese or Latin

middie-class suburb of
Hartford, population 28,000

6,000 students attending

20 minutes of foreign
language instruction two
times per week in Grade 1

five elementary schools, one » 20 minutes per day in

sixth-grade school, one

Grades 2-5

middie school, and one high « 23 minutes per day in

school; one elementary
magnet school shared with
East Hartford, Connecticut
88% of students Caucasian,
4% Hispanic, 4% Asian
American, 3% African
American

6% of students qualify for
free or reduced-price lunch

Grade 6

45 minutes per day in
Grades 7-12

* about 21 students per class

separale school for sixth
graders, The Acaderny
Schoot

interdisciplinary focus;
foreign language curriculum
topics parallel those
presented in social studies,
science, and language arts

Andrew Jackson Middle School

and
Greenbelt Middle School
Prince George's County, MD

partial French immersion
magnet, continuation of a .
K-6 total immersion
program, part of K-12
sequence

additional exploratory
language and level 1
language study required of
immersion students in
Grades 7-8

seventeenth largest school
district in the nation

suburban school district
adjacent to Washington,
DC, with 126,515 students
in 1997-98

Greenbelt and Andrew
Jackson are 2 of 26 middie
schools (Grades 7-8) in the
sc! nol district

751 students at Greenbeit
Middle School in 1997-98:
699% African American, 23%
Caucasian, 4% Asian
American, 3% Hispanic
American; 36% eligible for
free or reduced-price lunch

625 students at Andrew
Jackson Middle School in
1997-98: 83% African
American, 9% Caucasian,
3% Hispanic American, 3%
Asian American, 1% Native
American; 38% eligible for
free or reduced-price funch

26-30 students per class

lwo consecutive 50-minute
periods per day taught in
French: French fanguage
arts and world studies

interdisciplinary approach:
students study and relate
similar themes in social
studies, English, language
arts, and fine arts
admission to the K-12
program follows diversity
and magnet guidelines;
middle schoo! program
open to students with 6
years of French immerston
at the elementary level

exploratory German,
|apanese, Latin, Russian,
Spanish, and Swahili (varies
by school) required in Grade
7

level 1 course in japanesc,

Latin, Russian, or Spanish
required in Grade 8
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Assessment

Articulation

Funding

Points of interest

collaborative departmental
examinations for Grades S-
12 focusing on all four
tanguage skills

portfolios to document
student progress from
elementary through high
school

holistic exams

short-answer tests and
quizzes (for grammar
points)

oral proficiency interviews
presentations

authentic activities
self-assessment

program evaluation every 5
years

Spanish taught in

Grades 1-5. In Grade 6,
students choose between
French or Spanish to

continue through Grade 12.

In Grade 7, students may
add Russian; in high school,
they may add Japanese or
Latin

collaboration between
Glastonbury staff and the
University of Connecticut to
enhance articulation
between high school and
fagher education

¢ district funding; additional

funds from private, state, and

federal government grants

started in 1957, one of the
fongest running articulated
programs in U.S. public
schools

in Grades 7-12, 13%-15%
of students studying two
languages

parents given packets that
nelp students new to the
district transition into the
program

tor professional
development, teachers are
required to observe
language teachers at other
grade levels or to exchange
classes across languages and
grade levels

authentic activities
creative writing samples and
essays

traditional open-ended tests
with a real-life focus

short-answer tests for
grammatical concepts
class participation

oral assessment

student portfolios
classroom assessment results
shared across grade levels
and used to revise scope
and sequence of the
program each year

K-8 program evaluated by
the Center for Applied
Linguistics in july 1996

French immersion and
International Baccalaureate
program courses at one
high school

¢ district funding
supplemented by magnet
diversity funding

numerous field trips and
summer international trips
as part of interdisciplinary
curriculum

high retention rates:
approximately 28% of
students remain with the
program from elementary to
middle schoo!

17




21 2 .Aépe;nti'lx ;1 .

—_—

Program

Program Type

Demographics

Profile

Larchmont Elementary School
Toledo Public Schools
Toledo, OH

content-enriched FLES
Spanish pilot program,
implemented in three
district efementary schools,
one each for Spanish,
French, and German

instruction twice a week for

30 minutes for all students
in Grades 1-6

math, social studies, science,

language arts/reading,
music, health, and art
reinforced through foreign
language instruction

urban school district with @
39,667 students in 1997-
1998: 51% Caucasian, 41% o
African American, 6%
Hispanic American, 1%

Asian American

43 elementary schools in

the district

neighborhood school with
319 students in 1997-1998:
86% Caucasian, 11%

African American, 2%
Hispanic American

38% of students qualify for
free or reduced-price funch

two 30-minute lessons, two
times per week

teacher travels from
classroom to classroom with
instructional materials cart

most regular classroom
teachers participate in the
foreign language lesson

articulation forms
completed by the classroom
teacher to help the Spanish
teacher coordinate language
lessons with the curriculum
content of the regular
classroom

Richmond Elementary School
Portland Public Schools
Portland, OR

japanese partial immersion
in Grades K-5

part of projected K-12
sequence begun in 1989,

one grade added each year

city-wide magnet school

magnet program population *
representative of Portland
ethnic demographics: 67%
Caucasian, 16% Asian
American, 10% African
American, 5% Hispanic
American, 2% Native
American

563 students at Richmond
Elementary School; 330
students in magnet
program, drawn from all
over the city

24% of Richmond students
qualify for free or reduced-
price lunch

two classes of 25-28
students in each grade

fapanese teachers have an
English-speaking
counterpart at each grade
with whom they plan and
coordinate integrated
thematic instruction

all subjects except English
language arts taught in both
Japanese and English,
including geography,
health, ar, science,
literature, government,
matn, and history (emphasis
varies by grade level)
separate classrooms for
Japanese and English
language teachers with
culturally appropriate
materials

holistic approach to
language acquisition in
which listening, speak:ng,
reading, and writing are
ntegrated

learning centers, books,
creative plav objects, art
supplies, and at least two
computers in each
ciassroom
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Assessment

Articulation

Funding

Points of Interest

« informat assessment on a
regular basis

e student portfolios in Grades
2-6

* end-of-year formal
assessments in Grades 4-6

¢ middle school continuation e district funding for

program has been
discontinued

Spanish offered for seventh
graders at district’s central
International Studies Center

curriculum development
and salaries

e district and school funding
for instructional supplies

e strong district, school, and
parent support

centralized International
Studies Center enhances
assessment and articulation
efforts

creative incentive programs
to encourage student
participation in class

(stifl under development for
lower grades)

work sample collection for
alt subjects for every
academic year, including
scored writing samples in
both |apanese and English

videotaped annual oral
interview assessments
following state benchmarks

state assessme:it in Japanese

Richmond program links to
Grades 6-8 at Mount Tabor
Middle School, which links
to program at Grant High
School

one additional grade added
to program each year,
reaching Grade 12 in 2001-
2002

* regular district funding and
district magnet funding

* additional funds from
private and government
grants

* additional funds from Oya
No Kai, a parent group, for
materials, trips, and
international homestays

* extensive program support
organization, including a
non-profit Japanese
immersion foundaticn,
formed by parents

¢ cultural exchange trip to
Japan for students in
Grade 5

* exposure to Japanese
writing beginning in
kindergarten

Japanese interns and
volunteers assist teachers in
the classroom

two Japanese immersion
camps each summer

219
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Bay Point Magnet Elementary

Caye Lively, Principal

62nd Avenue South

St. Petersburg FL 33712

Tel: 727-893-2398

E-mail: PinFLES@aol.com

Web sites—
http://members.aol.com/jschw6/FLES-mainpage.html.
http://www.geocities.com/Athens/Acropolis/8714

Springfield Public Schools

Dr. Kathleen Riordan, Foreign Language Director
195 State Street

P.O. Box 1410

Springfield MA 01102-1410

Tel: 413-787-7111

Fax 413-787-6713

E-mail: riordank@springfield.ma.us

Ephesus Road Elementary School

Carol Qrringer, French Teacher

1495 Ephesus Church Road

Chapel Hill NC 27514

Tel: 919-929-8715

Fax: 919-969-2366

E-mail: corringer@chccs.k12.nc.us

Web sites—
http://www.sunsite.unc.edu/-ephesus
http://www.media-international.net/ethno

Glastonbury Public Schools

Christine Brown, Director of Foreign Languages
232 Williams Street

Glastonbury CT 06033

Tel: 860-652-7954

Fax: 860-652-7978

E-mail: cbrownglas@aol.com

. 221




Prince George's County Public Schools
Dr. Pat Barr-Harrison, Foreign Language Supervisor

9201 East Hampton Drive
Capitol Heights MD 20743-3812
Tel: 301-808-8265 ext 227

Fax: 301-808-8291

E-mail: pbarr@pgcps.org

Larchmont Elementary School
jeffrey Hanthorn, Principal

Maria Martinez, Spanish Teacher
1515 Slater Street

Toledo OH 43612

Tel: 419-476-3787

Fax: 419-470-6552

E-mail: j.hanthorn@tps.org

Richmond Elementa}y School

Deanne Balzer, Resource Teacher

Japanese Magnet Program

Rebecca McWaters, Principal

2276 SE 41* Avenue

Portland OR 97214

Tel: 503-916-6220

Fax: 503-916-2665

E-mail: dbalzer@pps.k12.or.us

Web sites—
http://www.oyanokai.org
http://www.moshihola.org

2L
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This book describes seven successful foreign tanguage programs

that start in preschool or the clementary grades and continue
through high schoal. They mdclude both FLES and imenersion pro-
grams. Written in dlear, non-techimcal language, this book can be
used by parents, teachers, administrators, and community meme-
bers who are interested in developing an early foreign language
program or who are looking for ideas on how to mamntain,
enhance, or expand an existing program.

Lessons Learned

Model Early Foreign Language Programs

Li§  DouglasF. Gilzow and Lucinda E. Branaman

For online information about this series and the other books
included in it, please visit www.practiceseries.com.

cAL y AN

Center for Applied Linguistics Delta Systems Co., Inc.
4646 40th Street NW 1400 Miller Parkway
Washington DC 20016-1859 McHenry IL 60050-7030
www.cal.org www.delta-systems.com
<
¥
< ERIC’ [LIAIB!
~ ERIC Clearinghouse on Languages Northeast And Islands Regional
g and Linguistics Educational Laboratory At Brown University
- 4646 40th Street NW 222 Richmond Street Suite 300
:12: Washington DC 20016-1859 i Providence Rl 02903-4226
2 www.cal.org/ericcll 2 3 www.lab.brown.edu




