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Abstract: Despite increasingly diverse public school enrollment, students across the U.S. are still 
segregated by race and poverty, and English learners (ELs) often experience triple segregation by 
race, poverty, and language. Two-way immersion (TWI) programs may create racially integrated 
learning environments, by offering a dual language model that balances native English speakers and 
speakers of the partner language. Through semi-structured interviews, observation, and document 
analysis, this qualitative case study examined how a Spanish TWI program facilitates integration in a 
rural elementary school. Findings show that students from different backgrounds may have equal 
status in mutually beneficial environments, can become bilingual and bicultural, and may experience 
lifelong benefits. Implications include the need for increased federal, state, and local funding to 
support districts using TWI to achieve integration as well as a federal language policy that promotes 
TWI.  
Keywords: racial integration; desegregation; dual language immersion; two-way immersion; bilingual 
education 
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Integración racial a través de la inmersión bidireccional: Un estudio de caso 
Resumen: A pesar de una matrícula cada vez más diversa en las escuelas públicas, los 
estudiantes en los EE. UU. Todavía están segregados por raza y pobreza, y los estudiantes de 
inglés (EL) a menudo experimentan una triple segregación por raza, pobreza e idioma. Los 
programas de inmersión bidireccional (TWI) pueden crear entornos de aprendizaje racialmente 
integrados, al ofrecer un modelo de dos idiomas que equilibra a los hablantes nativos de inglés 
y los hablantes del idioma asociado. A través de entrevistas semiestructuradas, observación y 
análisis de documentos, este estudio de caso cualitativo examinó cómo un programa TWI en 
español facilita la integración en una escuela primaria rural. Los resultados muestran que los 
estudiantes de diferentes orígenes pueden tener el mismo estatus en entornos mutuamente 
beneficiosos, pueden volverse bilingües y biculturales y pueden experimentar beneficios para 
toda la vida. Las implicaciones incluyen la necesidad de una mayor financiación federal, estatal 
y local para apoyar a los distritos que utilizan TWI para lograr la integración, así como una 
política de idioma federal que promueva TWI. 
Keywords: integración racial; desegregación; inmersión en dos idiomas; inmersión 
bidireccional; educación bilingue 
 
Integração racial através da imersão bidirecional: Um estudo de caso 
Resumo: Apesar de matrículas em escolas públicas cada vez mais diversificadas, os alunos em todos 
os Estados Unidos ainda são segregados por raça e pobreza, e os alunos de inglês (ELs) 
frequentemente experimentam segregação tripla por raça, pobreza e idioma. Os programas de 
imersão bidirecional (TWI) podem criar ambientes de aprendizagem racialmente integrados, 
oferecendo um modelo de idioma dual que equilibra falantes nativos de inglês e falantes do idioma 
parceiro. Por meio de entrevistas semiestruturadas, observação e análise de documentos, este estudo 
de caso qualitativo examinou como um programa TWI espanhol facilita a integração em uma escola 
primária rural. Os resultados mostram que os alunos de origens diferentes podem ter o mesmo 
status em ambientes mutuamente benéficos, podem se tornar bilíngues e biculturais e podem ter 
benefícios para toda a vida. As implicações incluem a necessidade de mais financiamento federal, 
estadual e local para apoiar distritos que usam o TWI para alcançar a integração, bem como uma 
política de idioma federal que promova o TWI. 
Palavras-chave: integração racial; dessegregação; imersão dupla de linguagem; imersão bidirecional; 
educacao bilingue  
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Introduction 
 
 Although the United States has become increasingly racially and linguistically diverse in the 
past century, many schools around the country do not reflect that diversity. More than 65 years ago, 
the U.S. Supreme Court acknowledged that segregated schools are inherently unequal. After a slow 
start, schools began to desegregate, and the peak of school desegregation occurred in 1988 
(Frankenberg et al., 2019). Since that time, public schools across the United States have been 
resegregating, with many students of color experiencing isolation from students of noncolor 
(Frankenberg et al., 2019). Research consistently shows that segregation is systematically linked to 
unequal educational opportunities and outcomes for students of color and students living in poverty, 
yet the federal impetus to intervene in segregated districts has diminished (Orfield & Eaton, 1996). 
Following court cases (e.g., Milliken v. Bradley, 1974; Missouri v. Jenkins, 1995; Parents Involved in 
Community Schools, 2007) and significant changes to Civil Rights Era legislation, the tools through 
which school districts can achieve voluntary desegregation have become severely limited, resulting in 
a need for research to identify tools for facilitating integration in the 21st Century.  

While the landmark Brown v. Board of Education (1954) decision reversed the lawful segregation 
of Black students, and Brown II called for schools to desegregate with “all deliberate speed,” there 
were still court decisions to be made in the following decades concerning students who had 
immigrated to the United States with varying levels of English fluency. Each of these factors, 
immigration and language proficiency, has presented as a contentious political issue over the years, 
resulting in immigration reforms and language policies influenced by xenophobia, white supremacy, 
and English hegemony. The precedent set by pre-Brown cases like Maestas v. Shone (1914) and Mendez 
v. Westminster (1947), in which the rights of Mexican American students to equal educational 
opportunities were brought forward and affirmed, has been challenged and undermined such that 
many still suffered from within-school segregation (Gándara & Orfield, 2010). The right to 
supplemental language instruction was established in Lau v. Nichols (1974), but the guidance 
following that case was insufficient when it came to implementing effective programs (Stewner-
Manzanares, 1988). The unique needs of immigrant students were recognized, but many school 
districts often did not know or could not afford programs that best served them, ultimately resulting 
in the racial and linguistic isolation that legislation intended to avoid (Gándara & Orfield, 2010). 
Although there is no official language in the United States, the preference for English language 
instruction is longstanding, and nonwhite English learners (EL) have had to fight for educational 
access mostly through English acquisition rather than being offered the curriculum in their home 
language.  

Early proponents of bilingual education sought reforms that could work toward dismantling 
white supremacy and reversing the damaging psychological effects of linguistic segregation, though 
ultimately the first wave of legislation took an individual rather than systemic route (Flores & García, 
2017). The Bilingual Education Act of 1968 (Title VII of the Elementary and Secondary Education 
Act [ESEA]), and subsequent amendments, offered funding through competitive grants to schools 
serving ELs, often in their home language and with the support of parents (Stewner-Manzanares, 
1988). However, the focus of federal and state guidelines soon shifted to English acquisition, and 
little regard for the home language, with some states going so far as to enforce English-only policies 
(Combs et al., 2005). The preference for English proficiency over bilingualism was confirmed in the 
reauthorization of ESEA as No Child Left Behind (2002), mandating that all students, including 
ELs, perform on high-stakes assessments. What began as a celebration of culture and language 
became, through multiple revisions, a doctrine of assimilation, which has not recovered to this day 
(Every Students Succeeds Act [ESSA], 2015). Title III of ESSA offers rigorous guidelines for the 
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instruction of ELs, intent on bringing these students up to proficiency and increasing academic 
achievement. Unlike now-defunct English-only policies, Title III does not prohibit instruction in a 
language other than English—but it does not emphasize bilingual education either. The benefits of 
learning in two languages include increased cognitive performance and executive control (Bialystok, 
2011), greater probability of college enrollment compared to monolingual peers (Santibañez & 
Zárate, 2014), lower dropout rates and higher earning potential (Rumbaut, 2014), and even 
preference in hiring (Porras et al., 2014). On the whole, these advantages, along with programs that 
support becoming bilingual, bicultural and biliterate (Rolstad et al., 2005; Thomas & Collier, 2014; 
Valentino & Reardon, 2015), have been understated in favor of programs that promote English 
acquisition. However, despite the federal support of transitional bilingual programs, designed to get 
ELs into mainstream classrooms as quickly as possible, there are a number of developmental 
bilingual programs growing in popularity in states across the country. These types of programs, that 
promote acquisition of another language and maintenance of the home language, have potential to 
positively impact historically marginalized students through integration and immersion.  

Two-way dual language immersion (TWI) programs offer one possibility for states and 
school districts to voluntarily create integrated learning environments. In the United States, TWI 
programs offer a dual language model in which instruction is provided in two languages: English and 
a partner language. The nature of TWI programs presents an opportunity for education policy, not 
only for bilingual education, but also for integration. Because TWI programs are ideally designed to 
balance native English speakers and speakers of the partner language, such programs have the 
potential to create integrated classrooms in which students from different racial backgrounds can 
have equal status in mutually beneficial environments. The goals of bilingualism and biculturalism 
relate directly to integration in that they embrace diversity and advocate knowledge of and 
interaction with other cultures. TWI can pull students out of the linguistic, racial, and socioeconomic 
segregation that ELs and students of color experience far too often in our schools (Gándara & 
Orfield, 2010). Thus, the purpose of this qualitative case study is to examine whether and how a 
TWI program facilitates integration. Through interviews and observations of the TWI program in 
one rural elementary school, we investigate the question: How do TWI programs facilitate 
integration?  

Literature Review  
 
 This study brings together research on school integration and TWI programs to examine 
how TWI programs facilitate integration, an area that has yet to be explored in the literature. Despite 
our nation’s increasingly diverse student enrollment, students of color often experience double 
segregation by both race and poverty (Frankenberg et al., 2019), while ELs experience triple 
segregation by race, socioeconomic status, and language (Gándara, 2010). While there is no federal 
language policy in the United States (Gándara & Hopkins, 2010), many states have adopted policies 
regarding how to teach ELs, some that focus on providing adequate bilingual instruction to ELs and 
English speakers, and others that focus on English-only instruction. Just as segregation is related to 
lower academic achievement for students of color (Mickelson et al., 2013; Mickelson et al., 2020), 
segregating ELs in separate classrooms does not improve academic outcomes (Gándara & Aldana, 
2014). However, research suggests that both integration and immersion carry a number of benefits 
for all students, as dual language immersion (DLI1) programs continue to grow in popularity. TWI 

                                                
1 Dual language immersion (DLI) is an umbrella term that can include partial or full immersion, 
developmental bilingual education, and one-way and two-way immersion. When a program is specifically two-
way, we use the term TWI. 
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programs in particular are expanding in several states, including North Carolina, the focus of this 
study. 

Double Segregation, Triple Segregation, and Resegregation  

Double Segregation 

Prior to 1954, public schools in the United States were organized along racial lines. De jure 
segregation, after several decades of challenges (Green, 2004), was finally overturned following the 
landmark Brown v. Board of Education (1954) acknowledgement that separate schools were not 
providing an equal education. In addition to Brown, immigration reform of the Civil Rights Era 
contributed to the need for integration as the racial makeup of the country changed. From 1968 to 
2011, the White student enrollment decreased by 28%, Black enrollment increased 19%, and Latinx 
enrollment increased 495% (Orfield & Frankenberg, 2014). Students of color now account for over 
50% of public school enrollment nationwide.  

However, students of color still experience double segregation. Using measures of exposure 
and isolation, Orfield and Frankenberg (2014) found that the majority of White students attended 
schools that are mostly White, while students of color became increasingly isolated in majority-
minority and sometimes hyper-segregated schools. Higher concentrations of students of color often 
result in higher concentrations of poverty (Orfield & Frankenberg, 2014). In 2016, the typical Black 
and Latinx students attended schools that were 74-75% nonwhite (Frankenberg et al., 2019). Many 
disadvantages are associated with extreme levels of segregation: segregated schools have fewer 
experienced and qualified teachers (Clotfelter et al., 2005; Jackson, 2009), higher rates of teacher 
turnover (Clotfelter et al., 2010), higher rates of student mobility (Rumberger, 2003), and less 
advanced curricular options (Yun & Moreno, 2006). Consequently, minority segregated schools have 
lower academic performance (Mickelson et al., 2013; Mickelson et al., 2020), higher dropout rates, 
and lower graduation rates (Balfanz & Legters, 2004; Swanson, 2004).  

Segregation is often framed in terms of students of color being separated from White 
students, but many White students are attending segregated schools as well—that is, with other 
White students. Because the initial process of desegregation was framed as a movement to allow 
Black students into White schools—rather than to provide more funding to Black schools—the 
racist idea that Black students reap academic benefits from exposure to White students has remained 
intact (Kendi, 2016; Ladson-Billings, 2004). The decision to create integrated learning environments 
was in part fueled by a desire to undo the damaging effects of segregation on Black children’s 
psychology (Green, 2004), and provide a semblance of racial equality on the world stage, not to 
eradicate the notion of white supremacy from the education system (Ladson-Billings, 2004). While 
students of color may benefit from attending schools with middle class White students because of 
the resources that are more readily available, there are also benefits to White students attending 
desegregated schools, including the important, if often overlooked, ability to function in diverse 
workplaces and interact with people from different racial backgrounds (Siegel-Hawley, 2012). 
Segregation can negatively impact all aspects of society, while desegregation has documented 
benefits.  

However, inequality, racism, white supremacy, and xenophobia can and do persist within 
desegregated learning environments (Lewis & Diamond, 2015). Through homogeneous groupings 
and academic tracking, students of color are often provided with access to inferior academic 
opportunities (Mickelson, 2001; Oakes, 2005), while White students have disproportionately greater 
access to more advanced curriculum as well as gifted and talented programs (Ford et al., 2008; Roda, 
2015). Racial disproportionality in discipline (Losen & Martinez, 2020) and special education (Losen 
& Orfield, 2002; Sullivan & Bal, 2013) also persist within schools that may appear to be 
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desegregated. Thus, ensuring authentic integration within desegregated learning environments is 
essential. 

Triple Segregation  

The rapidly expanding Latinx student population in the United States is even more likely to 
experience segregation in three ways: race/ethnicity, poverty, and language. Although the Maestas v. 
Shone (1914) decision in the early part of the twentieth century challenged the segregation of 
Mexican American students on racial and linguistic grounds, and landmark cases like Mendez v. 
Westminster (1947) and Gonzales v. Sheely (1951) confirmed the rights of Mexican American students to 
attend White schools, these rights continue to be violated. In the fall of 2017, 60% of Latinx 
students attended majority-minority schools (National Center for Education Statistics, 2020), while 
accounting for 25% of the total school-aged population (Shapiro & Partelow, 2017). Not only do 
Latinx ELs experience racial segregation, but also in some cases they experience linguistic 
segregation, spending a part of if not the whole day isolated from English-speaking peers, in pursuit 
of English proficiency, suggesting a return to so-called “Mexican schools” (Gándara & Orfield, 
2010). This strategy has not been found to improve student achievement or language proficiency 
(Gándara & Aldana, 2014), and may be fueled by discrimination and the desire to assimilate Latinx 
students, whose language skills are inevitably racialized (Flores & Rosa, 2015).  

Linguistic segregation also hinders achievement through isolation from resources: lack of 
positive peer role models, lack of support staff, and lack of communication in academic English 
(Gándara, 2010; Garver, 2020). Without meaningful interactions with English-speaking classmates, 
ELs can struggle in language development and academic achievement. Schools with high levels of 
poverty are marked by high rates of absenteeism and turnover for both students and teachers, so 
stability and effective instruction also impact proficiency (Gándara, 2010). The quality of EL 
instruction often comes down to program implementation and teacher support (Garver, 2020). 
Gándara (2010) notes that ELs attending segregated schools and living in linguistically isolated 
communities lack regular access to mainstream English, making it more difficult for them to achieve 
in academic English. Unfortunately, tests of English language proficiency cannot capture the 
dexterity in languages that bilinguals may possess (Flores & Rosa, 2015). If language is a hierarchy, 
academic English is often viewed as the top, so although emergent bilinguals are gaining access to 
the advantages of knowing two or more languages, their skills are not always recognized as such. 
The desire to parse out languages for Latinx ELs, replacing Spanish with English through isolated 
classroom experiences, is rooted in racist ideas about the inferiority of languages other than English, 
or linguistic practices that blend two or more languages in ways that monolinguals do not 
understand (Flores & Rosa, 2015). The linguistic segregation of Latinx ELs cannot be separated out 
from the racial segregation of these same students, and its effects are compounding.  

The history of discrimination which began in segregated “Mexican schools” continues to 
replicate itself through racialized linguistic instructional practices like sheltered immersion (Combs et 
al., 2005) and inadequate learning opportunities, the cumulative effects of which are still seen today. 
On average, Latinx students are one to three grade levels behind White peers (Educational 
Opportunity Project, 2019; Reardon et al., 2019), a gap which may be attributable to reduced 
opportunities for learning from qualified teachers and higher-achieving peers (Gándara, 2010). 
Inattention to disparities in the early grades can lead to higher levels of high school dropout and 
lower instances of postsecondary attainment (Gándara & Mordechay, 2017), while Latinxs who do 
receive support have higher GPAs and are more likely to attend college (Bordes-Edgar et al., 2011). 
Discrimination against Latinx students has been a constant over the last century, but has increased 
substantially since the 2016 election: school principals report an increase in anxiety over immigration 
policies targeting Latinx families, creating deleterious effects on students’ health and well-being (Ee 
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& Gándara, 2020). While not the only racial/ethnic group affected by poverty and linguistic 
isolation, Latinx students are the largest minority group, and their treatment has implications for 
other groups experiencing marginalization.  

Resegregation  

Efforts to integrate students from different racial backgrounds that ostensibly began with 
Brown v. Board of Education (1954) have shifted to resegregation in the last several decades. Since the 
mid-1970s, the Supreme Court has limited the ways in which school districts can attain 
desegregation (Board of Education of Oklahoma v. Dowell, 1991; Freeman v. Pitts, 1992; Milliken v. Bradley, 
1974; Missouri v. Jenkins, 1995). Most recently, the Parents Involved in Community Schools v. Seattle (2007) 
decision ruled that an individual student’s race could not be the deciding factor in determining where 
the student would be assigned to school. Between 1991 and 2009, nearly 200 districts were released 
from court-ordered desegregation and subsequently experienced resegregation after having been 
declared unitary (Reardon et al., 2012). The focus has become on attending neighborhood schools, 
as parents would rather see students attend schools close to home, even as suburban schools 
become more diverse (Parcel & Taylor, 2015). This can be problematic when neighborhood 
segregation mirrors school segregation (Frankenberg, 2013), as inequitable housing opportunities 
create homogenous district zones and coincide with a push for local control. Exacerbating 
resegregation trends are the handful of schools that have created majority White schools by seceding 
from the larger, more racially and socioeconomically diverse district (Rojas, 2019; Siegel-Hawley et 
al., 2018). These factors combine to show—using segregation measures of isolation and exposure 
(Orfield et al., 2014) rather than unevenness (Reardon & Owens, 2014)—that many students are as 
segregated now as they were in 1954.  

There are, however, a number of schools pushing back against resegregation. Recognizing 
the relationship between race and poverty, some districts are using socioeconomic status (SES) to 
create more racially diverse schools. 91 districts and charters across the country use free and reduced 
lunch eligibility, sometimes combined with census data and other indicators, to create integration 
policies along socioeconomic lines (Potter et al., 2016). Additionally, Taylor, Anderson, and 
Frankenberg (2019) estimated that 59 public school districts in the United States are currently 
pursuing voluntary desegregation efforts, many of which rely on desegregation based on SES. While 
this approach is effective in some places, using SES as a proxy for race is not effective everywhere 
and its success depends on multiple factors, including how SES is defined and how many students 
and schools the SES-based plan encompasses (Reardon & Rhodes, 2011); this approach is likely not 
as effective as using race in permissible ways would be (Siegel-Hawley, Frankenberg, & Ayscue, 
2017). Districts also use magnet schools and controlled choice to facilitate integration (Taylor, 
Anderson, & Frankenberg, 2019). However, in some urban neighborhoods of color, the expansion 
of schools of choice facilitates gentrification as White families view these choices as a way to opt out 
of sending their children to the racially segregated neighborhood school (Pearman & Swain, 2017). 
Although unregulated choice options, such as charter schools, often contribute to inequities (Ayscue 
et al., 2018; Clotfelter et al., 2019; Scott, 2011), regulated choice programs, like TWI, may disrupt 
resegregation trends and provide an integrated learning environment.  

Bilingual Education Policy 

The argument for adequate language instruction for ELs in the United States came to the 
national stage in the 1974 Supreme Court case Lau v. Nichols, in which the plaintiffs argued that their 
access to equal education was dependent on the ability to have command of the English language. 
The Lau Remedies inspired implementation of various bilingual education programs, including 
developmental bilingual education as well as one-way immersion and the increasingly popular TWI 
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programs (de Jong & Howard, 2009). While both types of immersion offer a dual language model 
supporting instruction in two languages (e.g., English and Spanish), one-way programs typically 
enroll speakers of the same language background, whereas TWI intentionally creates a balance of 
learners from each of the language backgrounds. Indeed, the ideal design of a TWI program includes 
50% partner language speakers and 50% native English speakers.  

The trend of bilingual education policy in the United States has historically focused on the 
lack of ability to speak English as a deficit rather than the ability to speak another language as an 
asset. As Gándara and Aldana (2014) note, “Despite the increase of multilingual individuals, and 
Spanish speakers in particular, U.S. schools have failed to capitalize on the linguistic assets these 
students and their families bring with them” (p. 736). In some instances, the focus was solely on 
English acquisition, with states like Massachusetts, California, and Arizona implementing English-
only policies (Combs et al., 2005). California and Massachusetts have since repealed these policies, 
and Arizona was expected to follow suit in 2020 (Mitchell, 2019). Other states have chosen to 
approach bilingual education from an asset perspective, though not necessarily with the intent of 
lifting students out of linguistic isolation; in fact, some scholars argue that DLI will primarily benefit 
historically advantaged students (Cervantes-Soon, 2014; Valdez et al., 2016). Privileged students with 
access to DLI will be able to take more advanced courses because they have received enrichment, 
while these same courses may not be available to historically disadvantaged students (Valdez et al., 
2016).  

The intention behind the implementation of TWI programs has led to some concern. While 
they have the ability to desegregate and pull ELs out of linguistic isolation, they could also primarily 
benefit English speakers. Valdés (1997) was one of the first to caution against DLI programs, 
particularly with regards to language-minority students. This scholar sees some bilingual and 
desegregation programs as “narrow solutions to far broader problems,” especially when these 
programs approach students from a deficit perspective. She acknowledges that DLI does take an 
asset, rather than deficit, position, and offers the added benefits of educating language-minority 
students with mainstream students. In order to be effective, these programs must: ensure quality 
instruction, in which academic Spanish is the target and Spanish-speaking students are not slowed 
down by their English-majority classmates; pay close attention to intergroup relations, so that 
students are not just working together in class, but also socializing outside of class, thus forming 
strong relationships across lines of race, ethnicity and language; and attempt to actually empower 
language-minority students (Valdés, 1997). Valdés is cited and supported by later scholars 
(Cervantes-Soon, 2014; Dorner, 2011; Knight et al., 2016; Valdez et al., 2016) who find that DLI 
programs need to place equity for all students at the forefront. 

Without a federal language policy, states and schools are left to decide how to address the 
needs of ELs, with guidelines from ESSA still mainly centered around English acquisition. 
Furthermore, states can vary in their definitions of DLI and requirements for programs, leaving 
important equity decisions up to local education agencies (U.S. Department of Education, 2015). 
Those who implement are not always aware of how equity issues can manifest, so careful attention 
must be paid to the design and implementation of TWI programs to ensure that their potential for 
integration is fully realized. For example, Palmer (2010) investigated the nature of a TWI program in 
California, particularly regarding its racial makeup; while the school in which the program resides is 
integrated, the TWI strand contains mostly White students and very few Black students. Conducting 
her research in a school that includes a 1:1 ratio of Spanish-speaking Latinx students to English-
speaking students in the TWI program, Palmer notes the predicament of “integrated on paper.” 
From the outside, the school seems diverse, but most of the White students are funneled into the 
immersion program, meaning that the population of Black students in non-TWI classes is inflated. 
Furthermore, the resources that accompany affluent, often White middle-class families also get 
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funneled into that program, and these resources leave when White middle-class students exit the 
program. Ultimately, Palmer concludes that the program would be most effective if used throughout 
the whole school, but that it should make a stronger effort to include students of all backgrounds, 
not just White and Latinx students.  

Historically, desegregation and language policy have been treated as separate and sometimes 
competing initiatives rather than as interrelated means for achieving equitable diversity and serving a 
diverse population (Gándara, 2020; Gándara & Aldana, 2014). TWI programs can promote 
integration and will likely be most effective if implemented with the goal of serving marginalized 
students and intentionally facilitating authentic integration. Although it would seem that the requisite 
balance of speakers from each partner language would necessarily lead to a racially integrated 
program, some scholars are skeptical (Cervantes-Soon, 2014; de Jong & Howard, 2009; Palmer, 
2010; Valdés, 1997). An emerging body of research would suggest that TWI programs can reinforce 
the very problems they seek to solve, including resource hoarding by White families and cultural 
appropriation rather than appreciation (Valdés, 1997). Along with potential gatekeeping of who is 
admitted into the program, immigrant EL students may experience inequality within the TWI 
program (de Jong & Howard, 2009; Flores & García, 2017). Some scholars (e.g., Jaffe-Walter & 
Miranda, 2020) go so far as to suggest that immigrant ELs benefit from attending segregated schools 
specifically designed around their needs, as they are provided a kind of safe haven wherein their 
teachers are adequately prepared and they receive the support they need. However, as the research 
below demonstrates, integrated environments provide many benefits to students; therefore, if 
designed with equity as a foundation, TWI programs have the potential to offer the benefits of both 
immersion and integration.  

Benefits of Immersion and Integration 

Immersion  

DLI programs not only improve abilities in English and the partner language, but increase 
academic achievement for all students (Lindholm-Leary & Hernández, 2011). Many scholars (Knight 
et al., 2016; Steele et al., 2017; Thomas & Collier, 2014) have studied and reported the academic 
benefits of DLI programs, and part of their popularity can be attributed to the recognition of 
bilingualism as a global resource. A three-year study of 12 DLI programs in North Carolina found 
that TWI programs do indeed raise test scores for Black, Latinx, and White students (Thomas & 
Collier, 2014). This study also suggested that Black students have the most to gain from TWI 
programs and recommended that greater effort be made to include them in such programs. 
Additional research confirms that DLI programs improve academic achievement for ELs and native 
English speakers (Rolstad et al., 2005; Steele et al., 2017; Umansky & Reardon, 2014; Valentino & 
Reardon, 2015). Along with higher test scores while in school, DLI programs help students become 
bilingual, which increases career and earning potential (Porras et al., 2014; Rumbaut, 2014). Students 
acting as language models for each other promote language acquisition as well as cooperation and 
cultural exchange (Lindholm-Leary et al., 2007), which provides an academic as well as a social 
benefit. The social benefits of TWI cannot be understated: the balance of native speakers from both 
languages exposes students to diverse cultural and linguistic backgrounds which may foster 
friendships and promote positive interactions across cultures (Block, 2011; Feinauer & Howard, 
2014). TWI in particular offers these benefits for all students, and has been found to be especially 
effective for ELs (Lindholm-Leary & Block, 2010; Valentino & Reardon, 2015). Students in these 
programs were found to have increased proficiency in both languages and some even outperform 
peers on standardized tests (Lindholm-Leary et al., 2007). Furthermore, TWI programs are one 
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possibility for counteracting triple segregation and promoting racial and linguistic desegregation 
(Gándara & Aldana, 2014).   

Integration  

Turning specifically to integration, numerous studies have shown that its benefits include 
higher achievement in mathematics, science, language arts, and reading (Borman et al., 2004; Kain & 
O’Brien, 2002), and extend to all students within a diverse school regardless of race or SES 
(Mickelson, 2016; Siegel-Hawley, 2012). Middle and high school students experience compounding 
benefits of integration over time and are more likely to graduate from high school and go to college 
than their peers in segregated schools. Additionally, integrated schools are associated with a 
reduction in prejudice, negative attitudes, and stereotypes as well as increased friendships among 
members of different groups (Allport, 1954; Pettigrew & Tropp, 2006; Tropp & Prenovost, 2008). 
In the long term, students who have attended integrated schools are more likely to live and work in 
desegregated environments later in life (Braddock & McPartland, 1989). They experience increased 
educational and occupational attainment, greater economic returns, health benefits, and less adult 
poverty (Johnson, 2011, 2019). In other words, the effects of attending a diverse school are lifelong 
and even intergenerational (Johnson, 2019; Mickelson, 2016; Mickelson & Nkomo, 2012). Diverse 
schools produce global-ready students who enter the workplace with requisite social skills and 
typically receive a higher income.  

Given the unintended historic and contemporary consequences of school desegregation—
job loss for Black teachers and leaders, a lack of culturally relevant teaching, the persistence of the 
Black-White achievement gap, and the failure to address white supremacy in education—some 
scholars suggest that the promises of integration have not been fully realized (Walker, 2009; Stuart 
Wells et al., 2004). Therefore we contend that these benefits depend on true integration, that is, the 
fair and equitable treatment of students of different racial and ethnic groups within a desegregated 
environment (Ayscue & Frankenberg, 2016).  

Integration Theory of Choice 

This study is grounded in the integration theory of choice, which emerged from the Civil 
Rights Era and focuses on regulated choice as a tool for pursuing integration, equity, and equality of 
opportunity (Cobb & Glass, 2009; Orfield, 2013). The premise of the integration theory of choice is 
that social inequality underlies educational inequality, and choice can be used as a voluntary 
approach to facilitate integration. This theory relies on providing attractive educational options so 
that a diverse set of students will choose to enroll in the school or program. Although perhaps not 
the primary goal for students and families, this process can result in students learning in 
environments with more diverse classmates. 

The integration theory of choice suggests that being able to voluntarily enroll in a program 
like TWI, that encourages diversity in enrollment and equal status contact among racial groups, will 
benefit students of all backgrounds, and can be used as a tool to achieve integration (Orfield, 2013). 
Consistent with this theory, Gándara (2010) suggests that a bilingual immersion program can 
promote gains in achievement by providing ELs access to English speakers as well as promoting 
friendships and respect for their native language. Furthermore, TWI programs are one possibility for 
counteracting triple segregation and promoting racial and linguistic desegregation (Gándara & 
Aldana, 2014). 

The broader concept of choice is often critiqued for its association with privatization and 
neoliberalism, and within this broad concept, there are important distinctions among different forms 
of choice (Cobb & Glass, 2009). In contrast to the integration theory of choice, the market theory of 
choice is based on the premise that a competitive educational marketplace will improve the quality 
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of education for students (Chubb & Moe, 1990). Charter schools grew out of the market theory, 
which prioritizes competition, deregulation, and privatization. Unlike the integration theory of 
choice, the market theory of choice is not guided by integration or equity. An important distinction 
exists between unregulated market-based choice (e.g., charters and vouchers) that promote 
privatization versus regulated integration-based choice (e.g., magnets and specifically in this case, 
TWI programs) that function within the traditional public schools governance structure and are used 
as mechanisms to promote integration voluntarily. Therefore, guided by the integration theory of 
choice, this study examines whether and how TWI programs can be used as a tool for integration.  

Two-Way Immersion in North Carolina 

Although there is not an up-to-date database of all existing DLI programs in the United 
States, the Center for Applied Linguistics has compiled an impressive directory of over three 
hundred DLI programs, including type, languages offered, school level, and instructional model 
(Center for Applied Linguistics, 2016). The implementation of Spanish DLI programs in the 
Southern states has coincided with a 200% increase in the Latinx population (Gándara & 
Mordechay, 2017). As states continue to implement DLI, there may now be over one thousand 
programs nationwide. With the popularity of bilingual education on the rise, North Carolina is one 
of a handful of states that has begun to promote DLI programs specifically, and provided guidelines 
and funding for schools implementing programs (U.S. Department of Education, 2015). The state 
began adding DLI programs in the 1990s, and the first TWI program began in 1997 (Thomas & 
Collier, 2012). Professors Wayne Thomas and Virginia Collier have been conducting longitudinal 
studies of extant programs in the state, making North Carolina a case study of the lasting academic, 
cognitive and social benefits of DLI (Thomas & Collier, 2012, 2014). North Carolina has been a 
leader in dual language education, although the implementation of DLI programs may have been 
based on a desire to provide foreign language education for English-speaking students rather than a 
need to promote equity (Cervantes-Soon, 2014). In January of 2013, the State Board of Education 
Task Force on Global Education proposed that schools should attempt to “graduate students with 
advanced cultural and language skills” and recommended a renewed effort to implement DLI 
programs (North Carolina State Board of Education, 2013). So, the popularity of TWI solidified and 
grew. Concurrently, over the past few decades, North Carolina experienced an increase in the 
enrollment of ELs, due, in part, to an 84% increase in immigration between 2000 and 2016, so that 
ELs now account for 8% of the school-aged population (Sugarman & Geary, 2018). This spike, 
alongside an increase in the Latinx population, presents a unique opportunity for schools to provide 
a high-quality, integrated education, and for policymakers to implement inclusive language policy. 
The expansion of equitable TWI programs might be one way to achieve both goals.  

The North Carolina Department of Public Instruction (NCDPI) has dedicated a number of 
guidelines for DLI program implementation, including standards, definitions, assessment, and 
funding. The focus is on developing proficiency in English and the partner language, as well as 
mastering subjects in the curriculum using both languages (NCDPI, 2015). The state’s 60 TWI 
programs, 96% of which are Spanish immersion, offer opportunities for English speakers and 
Spanish speakers to learn both languages by grouping them equally in the same environment. Most 
schools begin the program in kindergarten with a 90/10 model: 90% of the day is taught in Spanish, 
and 10% in English. As students progress through the program, instruction moves to a 50/50 
model. In North Carolina, most schools prefer a team teaching model, with students switching 
between a Spanish class and an English class (Thomas & Collier, 2012). Students receive content in 
both Spanish and English throughout the day.  

Once a leader of desegregation efforts in the South, North Carolina has been changing 
student assignment policy in its largest school districts so that race is no longer a priority, and 
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effectively resegregating schools in the largest counties (Ayscue et al., 2016; Williams & Houck, 
2013). The problem with “race-neutral” assignment policy is that it enforces the same colorblind 
mentality that allows the dominant culture to remain dominant while continuing to marginalize 
people of color. With support for school choice on the rise, North Carolina may have an 
opportunity to renew integration efforts with its expansion of TWI programs, though not without 
explicit attention to equity.  

In an increasingly diverse society, acceptance of differences among students needs to start 
early. Given that most TWI programs begin in kindergarten, this exposure at a young age is an 
inherent strength of the model. The nature of TWI programs presents an opportunity for education 
policy, not just for bilingual education, but also for integration. In addition to the direct benefits to 
the students, integration through TWI could promote the foundation that is needed for a diverse, 
democratic society (Mickelson & Nkomo, 2012). Despite this potential of TWI programs, 
researchers have yet to explore the ways in which TWI programs facilitate integration. It is this gap 
in the literature that the current study seeks to address. 

 

Methods 
  
 This qualitative research project followed a case study methodology (Yin, 2018). Data 
collection took place in one elementary school and included interviews with teachers and other 
school personnel, observations of TWI classrooms, and analysis of relevant documents such as 
school board meeting minutes. Although we believe this case has implications for education policy 
and practice, findings should not be perceived as generalizable.  

Data Collection 

 Our research was conducted on-site at an elementary school over the course of two months. 
The second author recruited participants at a staff meeting. We interviewed all eight current Spanish 
TWI teachers, four of the six current TWI English teachers, the school guidance counselor, and the 
principal. The guidance counselor, along with knowing the students in the program, also had a son 
in the TWI program.  

Our interview protocol questioned what the participants perceived as the benefits and 
challenges of TWI, how they saw students interacting in the classroom, how students were grouped 
and provided opportunities to collaborate, and how students’ backgrounds were incorporated into 
the classroom environment. Given our interest in integration, we specifically asked about race, 
ethnicity, and language. Interviews were semi-structured to allow for probing and follow-up 
questions. Interviews mostly occurred in the participant’s classroom, although in a few instances we 
met in private spaces in the media center due to space restrictions. The interviews were audio 
recorded and lasted between 20 and 90 minutes. Recordings were transcribed by an outside vendor, 
and the first author read each transcript to confirm accuracy.  
 We also conducted eight observations in TWI classrooms, six of which were being taught in 
Spanish and two in English. Observations included lessons in math and reading, centers, health, and 
indoor recess. We focused on how students interacted with each other in both structured and 
unstructured situations. Observations in some classrooms lasted only 20 minutes, while others were 
over an hour and a half.  
 

Data Analysis 

 We began open coding by reading through two transcripts together to establish a general 
consensus on codes. We then uploaded transcripts to an online qualitative coding program. Our 
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codebook included 24 initial codes and sub-codes. The codes relevant to this article are: students 
working together; close knit group; and advantages associated with TWI, a parent code which 
included bilingual, interact with people not like you, broaden perspectives, exposure to other 
cultures, rigorous, and open doors in the future. These 8 codes mapped evenly onto four themes 
that captured the essence of integration in the TWI classroom. Two remaining codes, English 
default and changes in enrollment, helped us generate an additional theme describing the challenges 
associated with TWI. We triangulated interview data with observations and documents from the 
school website and school board meeting minutes.  

Silverthorne Elementary 

The site where our research took place is a rural school district in North Carolina. While 
populous counties like Wake and Mecklenburg have seen substantial growth in the Latinx 
population (Gándara & Mordechay, 2017), many rural counties in the state have experienced a 
population boom as well. The share of Latinx school-aged children in our site’s school district is 
comparable to the state average of 16% (Gándara & Mordechay, 2017). In response to changing 
demographics, the school district began offering TWI strand programs in the 2013-2014 school year. 
While it is not the only county in the state to recognize both the need for English acquisition and 
the benefits of instruction in another language such as Spanish, this district showed a commitment 
to equity among racial, ethnic, and linguistic groups with its preference for TWI over other options 
like one-way immersion.  
 The town in which our school resides has a population of approximately 2,000. The school, 
Silverthorne Elementary (pseudonym), enrolled 700 students in the 2018-2019 school year. It is a 
Title I school, and at 32%, the Latinx population is higher than the county average, likely due to the 
existence of the TWI program; the school also enrolls 14% Black students, 49% White students and 
4% two or more races (National Center for Education Statistics, 2019). Observational data indicates 
that enrollment in the TWI program was approximately 59% Latinx, 32% White, and 9% Black. The 
school provides instruction from kindergarten through fifth grade, and teachers from each grade 
level participated in our study. Each grade has two TWI classrooms, one taught by a Spanish teacher 
and the other taught by an English teacher. The kindergarten and first grade classrooms each have a 
teacher’s assistant. In Silverthorne’s model of 50% English and 50% Spanish instruction, students 
alternate between classrooms daily, Monday through Thursday; Fridays are split between the two 
teachers.  
 While we did not specifically collect demographic information from teachers, most of them 
volunteered their country of origin. The English teachers and the guidance counselor are from the 
state where we conducted this study. One White English teacher, Dawn Cortez, is married to a man 
of Mexican descent. The Spanish teachers had moved from Puerto Rico, Central America, and 
South America (Table 1). Among the Spanish teachers, some had come through a program that 
places international teachers in dual language classrooms, while others had moved their families to 
the state to teach in the school. All participating teachers had more than five years of teaching 
experience, with an average of 13 years. Spanish teachers, many of whom had taught for 10 or more 
years in their home countries, began at Silverthorne as co-teachers or teacher assistants, with the 
opportunity to have their own classroom after one year. We created pseudonyms for all our 
participants.  
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Table 1 
 

Participant Information 
 

Pseudonym 
 

Title Grade  Country of Origin 

Andrea Veracruz  Spanish teacher 1st Ecuador 

Tara Bruce  English teacher 1st United States 

Luis Rodrigo  Spanish teacher 
assistant 

1st Colombia 

Jeuel Speller English teacher 2nd United States 

Marcela Garcia  Spanish teacher 2nd Puerto Rico 

Dawn Cortez  English teacher 3rd United States 

Esperanza Diaz  Spanish teacher 3rd Puerto Rico 

Sandy Palmer  English teacher 4th United States 

Gabriela Alvarez  Spanish teacher 4th Colombia 

Consuela Bautista  Spanish teacher 5th Colombia 

Marisol Blanca  Spanish co-teacher K Puerto Rico 

Pedro Montez  Spanish co-teacher K Honduras 

Sara Richards  Guidance Counselor  United States 

Francesca Gutierrez  Principal  Puerto Rico 

 
    

Note: Participants volunteered information regarding country of origin. 
 

Limitations  

Although we sought participation from all TWI teachers, two of the TWI English teachers 
declined to participate. Because we did not interview students in TWI, the conclusions we draw 
about their interactions are based solely on observation and participant insight. We were able to read 
some lessons and student work while on-site, but we did not collect additional artifacts. Although 
we had planned on member checking, we were not able to share our findings with participants due 
to the interruption caused by COVID-19. The context of this county offers a unique perspective of 
TWI in a rural setting, but may be different socioeconomically, demographically, and culturally than 
a more urban setting would be, so our recommendations should not be considered generalizable. 
Despite these limitations, the combination of our interviews and observations allowed us to collect 
rich data that provides for an in-depth description of how TWI promotes integration at 
Silverthorne. 
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Positionality 

Both authors of this study are White, monolingual, cisgender women from the South, which 
might have affected the responses of our participants. Furthermore, we recognize that our 
backgrounds inevitably influenced our approach to this project. We are also native English speakers, 
and the majority of our participants were native Spanish speakers. Although many participants began 
the interviews by claiming their English was “not so good” or even “bad,” this language difference 
did not present as a barrier for us. We did, however, have several opportunities to experience what 
students experience in the TWI classrooms during our observations. Neither of us is fluent in 
Spanish, and on several occasions, we were “in the dark” about what was happening in the lesson. 
While we do not believe that this situation seriously hindered our data collection, we are aware that 
we inevitably missed some of the classroom interaction.  

 

Findings  
 

True integration promotes equity among historically marginalized and historically advantaged 
groups through a program that acknowledges the value of different abilities and embraces diversity 
in collaborative, mutually beneficial environments. Based on our findings at Silverthorne 
Elementary, we propose that TWI can facilitate integration in four central ways: The program 
attempts to create equal status among linguistically diverse students, uplifts languages other than 
English by helping students become bilingual, explores global cultures by helping students become 
bicultural, and provides an environment where all students may be successful. Along with the 
benefits of this program, there are some challenges as well, due in part to the way TWI was 
implemented at this school.  

TWI Attempts to Create Equal Status  

A key facet of an integrated classroom is equal status among students from different cultural 
backgrounds (Allport, 1954), which TWI enables by creating a language balance between English 
and the partner language. By having a classroom where all students are emergent bilingual, not just 
the ELs, language acquisition acts as the leveler for the effects of segregation and isolation. The 
classroom environment is one in which students are encouraged to collaborate and learn from each 
other (Ayscue & Uzzell, in preparation). This equal status has the potential to facilitate interaction 
across racial and ethnic lines, strengthen student relationships, and promote positive collaboration 
through shared challenges.  

Being in a classroom that encourages acquisition of English and Spanish is particularly 
beneficial for students who would otherwise be classified as ELs and might find themselves lost in a 
mainstream English classroom. In our case, this approach meant that Latinx students brought 
similar value to the classroom as non-Latinx students. Having Latinx and non-Latinx peers who 
speak their language helps pull Spanish-dominant students out of linguistic isolation. This point was 
made by Mrs. Cortez: “The dual language is good for helping those students not feel so isolated and 
struggle so much.” When all students in the classroom are emergent bilingual, it is likely that fewer 
will feel excluded and confused because of the language barrier. Most participants said their students 
interacted well with one another despite racial differences, which was confirmed by our classroom 
observations. For example, in a second-grade mathematics lesson, students chose partners in a speed 
dating style activity. When given the option, students seemed comfortable finding a partner and 
working with someone of another race or gender. With each mixing, all six White students worked 
with a student of color; it was only in the third pairing that the two White boys chose each other. 
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Also, it was notable that while students were seated at their desks, their assigned seats were usually 
next to someone of a different race, a choice made by Ms. Speller, the second-grade English teacher.  
         Along with exposure to students from different backgrounds, TWI can facilitate building 
relationships among students, as well as between students and teachers. The TWI environment helps 
students form friendships across racial lines, as Principal Gutierrez noted, “It’s not just the 
intellectual benefits, it’s the interpersonal relationships, et cetera, from students and everyone.” In 
the fourth grade classrooms, we observed students getting along and working well in racially diverse, 
assigned partners during structured class time, but it was their informal interactions that we found 
most telling. During indoor recess time, students chose games to play and some formed groups: a 
Latino boy and a White girl played a board game, while two Latina girls and two White girls sorted 
through blocks to construct houses. Our participants shared that student friendships are formed 
both inside and outside of the classroom. Mrs. Richards, the guidance counselor whose son 
participated in TWI, shared, “I’ve loved that my son has friends that he can sit down at the [lunch] 
table with and they speak in Spanish.” Students in the TWI program are able to form friendships 
because of their shared status as emergent bilinguals. They can also capitalize on interactions with 
their bilingual teachers. As Mrs. Cortez observed about her colleague, Mrs. Diaz: “They’ll talk to her 
in Spanish, and they can have full conversations and can relate to their teacher. Versus if they were 
just with an English teacher, we can’t do those things.” Along with the students communicating with 
and learning from each other, the TWI program helps create positive relationships between students 
and teachers. 

Instances of students working together and helping each other were common 
throughout the data collection. Sometimes this cooperation happened naturally, and 
sometimes it was facilitated by the teacher. Ms. Veracruz noted, “Well, in my class I make 
the Hispanic students who speak Spanish work with the Americans who don’t know 
[Spanish], so they help each other. … I tell them, ‘Okay, if you don’t know any word, your 
friends know Spanish, ask them.’ That’s how they interact and work.” This peer teaching is 
an essential feature of the TWI program, as Mr. Rodrigo expressed:   

They’re going to learn how to speak in English from the English speakers, as well as 
the English speakers to learn from them. So they respect each other. They know that 
they are facing the same difficulties even if they are from different backgrounds. So 
they have the same objective and that is great to see them working together in 
different languages. 
 

The shared challenge of learning in two languages helps students develop mutual respect from a 
young age, and students are able to act as language models for each other in a natural, collaborative 
way. Mrs. Bautista remarked, “There’s always cooperative learning, which helps a lot for a dual 
language where there are some students that have less vocab than others… That’s for me, very 
important for them to be sharing and helping each other.” Although the emphasis on collaboration 
is not unique to the TWI classroom, building that skill may be facilitated by TWI, as Principal 
Gutierrez stated: “When you learn to negotiate meaning, then you learn to negotiate other things 
and work with other people. And that’s part of how we’re preparing the students for the future, not 
just about Spanish or English or two languages. It’s learning to interact with other people who are 
different from you.” Thus, the environment in which students learn from and help each other is 
facilitated by the TWI program, and equal status, which is a critical aspect of true integration, may be 
provided in that environment through the language balance.  

 

TWI Can Help Students Become Bilingual 



Racial Integration Through TWI  17 

 

TWI gives students the opportunity to become bilingual, which can include many academic, 
cognitive, and social benefits. Participants in this study, more than half of whom were bilingual 
themselves, expressed that learning in two languages helps students with understanding difficult 
concepts and often provides an opportunity for deeper learning. Additionally, bilingual education 
challenges the English hegemony, or what we referred to in coding as “English default,” since 
participants expressed that some students slipped into English during Spanish class. This challenge 
presents an important alternative to English-only policies, and it might help provide teachers with 
empathy for what their ELs experience, both within and outside of TWI settings. Bilingualism offers 
a lifelong benefit that enables students to interact and communicate with other cultures, ensuring 
their participation in a diverse society.  

Several participants expressed their belief that knowing two languages could help illuminate 
concepts for students. Mrs. Diaz, the third-grade Spanish teacher, mentioned, “I think they can learn 
better and maybe if one of them can get it in English, can get it in Spanish and the learning will be 
there no matter what, in Spanish, in English.” This kind of learning is aided by the teachers often 
giving the same lesson in both languages, so that difficult concepts may become more accessible. In 
the third-grade classrooms we observed, the students were learning about bones (huesos) and 
creating skeletons labeled with Spanish terms. Similarly, each of us observed a second-grade math 
lesson on even and odd numbers in which the concepts seemed complex to the students, but the 
learning was reinforced with multiple opportunities in each language. Mrs. Alvarez, the fourth-grade 
Spanish teacher, attributed this process of understanding to the neural pathways created by studying 
in two languages:  

If they do not understand something in English and they come to the dual language 
with me, in Spanish, they can understand, and they can develop the outcome in a 
different form, that is, a different way. I believe that something happens in the brain 
for them just with that exercise, switching on and off, that is amazing for me. 
 

These teachers underscored their belief that learning the same concept in two languages provides 
students with a greater depth of understanding.  

An appreciation and focus on bilingualism through TWI may also help address the English 
hegemony. The preference for English above all other languages, sometimes expressed in English-
only policies, is a symptom of segregation, xenophobia, and white supremacy. We noticed during 
observation of the fourth-grade Spanish class that students were English dominant regardless of 
race, and several of the Spanish teachers commented that their students would sometimes slip into 
English. The teachers got their students back on track without being punitive; if students working in 
groups spoke English during Spanish class, Mrs. Bautista would joke, “‘oh, that’s, wow. I didn’t 
know that was in Spanish,’ because they were speaking English.” Indeed, there were a few students 
in her fifth-grade classroom who worked together in a vocabulary center on Spanish words, but 
helped each other understand the objective by speaking English. Mrs. Bautista also shared that even 
students who had begun learning Spanish from their parents at home may be English dominant 
“because maybe parents were raised here in the States and it’s the grandparents that belonged to 
South America or to Mexico.” Still, enrollment in the TWI program foregoes the American 
preference for replacing the home language with English, as Mrs. Gutierrez observed, “It used to be 
that Hispanic parents would [say], ‘No, I want him to learn English and then delete that native 
language,’ and now they see the value in, ‘Let’s continue to learn Spanish, continue to improve the 
skills in your native language, and learn English as well.’” Despite the tendency to slip into speaking 
English, students, teachers and parents recognizing the value of bilingualism helps everyone move 
away from the norm of using English as a default.  
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One of the benefits of TWI is the challenge to English hegemony, but this can create 
difficulties as well. Often this sentiment was expressed by the monolingual English teachers, who 
seemed to get a sense of how their Spanish teacher counterparts and even their ELs might feel. 
When asked about the challenges of TWI, Mrs. Cortez said, “A challenge that we’ve had this year, 
and it’s a good challenge to have, we have two students that just came from Honduras. So they 
speak absolutely no English, which you will have in a typical classroom too.” She recognized that the 
same EL students would face even more difficulty in an all-English classroom. Mrs. Palmer 
sympathized with American students in the program because an “English-speaking child, of course, 
is going to struggle at first because they simply just don’t understand what the [Spanish] teacher is 
saying. But that’s how a Hispanic kid feels when they’re here for the first time too.” Just as increased 
cultural awareness may help students see that the world is bigger than the town where they live, dual 
language can help them see that there are other languages besides English and those languages also 
have value. Ms. Garcia, the second-grade Spanish teacher, summed it up simply: “I love my 
language. So I want kids to love the language, too.” Promoting bilingualism rather than English 
acquisition alone suggests that TWI supports the cross-cultural interactions needed for true 
integration. 

TWI Can Help Students Become Bicultural  

         Along with the goal of becoming bilingual, TWI exposes students to other cultures and can 
help them become bicultural. Students learn about other cultures from their teachers and classmates, 
who are often from other countries. This learning helps broaden students’ worldviews and promotes 
global awareness. Students are able to and encouraged to interact with classmates who are different 
from them. Becoming bicultural aids in integration as students can understand and appreciate people 
who are unlike themselves. 

Learning another language is often accompanied by gaining understanding of the customs 
and individualities of the countries where that language is spoken. As Mr. Rodrigo, the first-grade 
Spanish teacher assistant, commented, “It is one way to bridge the gap between cultures. And when 
students, when people learn a different language, they also learn about a different culture. So 
basically what we are trying to do is to build bonds between different countries, different cultures, 
too.” Ms. Garcia also commented, “Being bilingual, it’s not just the language. They get to know the 
culture of listening to Spanish for the Hispanic countries.” Many teachers mentioned sharing about 
their country’s traditions with students and fellow teachers, and most classrooms had a display about 
that country. Kindergarten teacher Ms. Blanca said, “The students that are not Hispanic can 
embrace our culture and can be exposed to our culture, our language. And we as teachers, we share 
that part of us with them.” Spanish teachers who celebrate their country of origin help students 
understand that Latinx people are not a monolithic group. As students learn about many other 
countries, they develop interest in those countries. Ms. Veracruz proudly shared, “When I teach my 
country, they were like, ‘Oh my God, I want to go to Ecuador. Your country’s awesome.’” Beyond 
exposing students to other countries, the TWI program encourages students to appreciate them.  
         Learning about other cultures can also expand students’ worldviews, as Mrs. Bautista noted, 
“Students will be able to explore another world, [which] gives them a big perspective that the world 
is not [just] where they live. It’s more than what they see.” For students in a rural community, the 
opportunity to learn intimately about other countries can combat xenophobia that they may 
experience outside of school. Mrs. Bautista was also able to video conference with a classroom in 
Bogotá, in her home country of Colombia, offering students access to that world beyond their town. 
Mrs. Cortez pointed out that the push to incorporate other cultures was exciting because it was 
different from how students’ cultures have been treated in the past:  
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They learn more about Hispanic culture. … And the kids get real excited, and the 
parents too, because it’s being celebrated in a positive light instead of a negative 
connotation. … It’s really awesome because the kids learn so much, and they get to 
be excited about their own heritage instead of it being a taboo kind of thing.  
 

In essence, TWI encourages cultural inclusion rather than exclusion or assimilation. Mrs. Alvarez 
saw cultural inclusion as a “natural” extension of the TWI curriculum, while Mr. Montez, one of the 
kindergarten Spanish teachers, shared that his reference to other countries was often spontaneous:  

For example, I would say to them that in Honduras, we say for kids we say cipotes 
[Salvadoran or Honduran slang for kid], and they don’t even know what’s that, 
because it’s a word that we use in my country. … We would make a little discussion 
about that, that in other countries the kids are called in different ways, like in 
Mexico chamacos [Mexican slang for kid], like in Honduras cipotes. 
 

Thus, with the TWI teachers pointing out and celebrating cultural differences, any stigma is removed 
from the topic and students learn more about the world in the process.  

TWI also gives students an opportunity to interact with people who are not like themselves. 
In today’s climate, when cultural differences are exaggerated and keenly felt, a program that 
acknowledges and affirms those differences is especially important. The students also benefit from 
“having teachers from different countries,” working alongside American teachers, according to Mr. 
Montez, because that “is a good role model for kids in a way to teach them that we work as a team.” 
Mrs. Richards acknowledged, “I don’t know that [my son] would have been best friends with a 
Hispanic child or learned anything about their culture, if he hadn’t been involved in this program.” 
The TWI classroom can provide a positive forum for all the students to experience intercultural 
interaction.  

As beneficial as many participants found cultural inclusion to be, others found it challenging. 
Both first-grade Spanish teachers expressed that their students did not notice race or ethnicity, and 
they did not want to emphasize cultural differences because they wanted to avoid conflict (Ayscue & 
Uzzell, in preparation). However, both teachers were willing to share with students about their 
native countries. Spanish teachers seemed to think of cultural inclusion as applying to Spanish-
speaking countries, and English teachers often did not see cultural inclusion as their responsibility at 
all. We found it difficult to see how non-Latinx cultures were overtly represented in the TWI 
classrooms. For example, during a fifth-grade observation, students in one reading group read a 
book about the history of Native Americans and tribal differences, but there was no mention that 
indigenous people still exist today. Another group read about the Civil War, and although the book 
recognized slavery as the cause, the voices and actions of White abolitionists (abolicionistas) were 
uplifted more than those of the enslaved people. In these cases, Native and Black cultures are 
relegated to the history books, with no sense that these cultures continue to exist and contribute to 
this day. This experience gave the sense that even in a Spanish classroom, these topics were 
whitewashed. In this instance, the emphasis on becoming bicultural may actually have inhibited 
students from being multicultural.  

 
TWI Can Provide an Environment Where ELs and Non-ELs Can Be Successful 

With its ideal language balance (50/50), the Silverthorne TWI program provides a potential 
“win-win situation” in which all students can be successful. TWI can be beneficial for historically 
advantaged and disadvantaged students. The curriculum is challenging and offers a depth of 
understanding for students. TWI offers opportunities, such as learning in another language, that are 
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not available in a non-TWI classroom. The benefits reaped from the program can have lasting 
effects beyond the classroom and may serve to open doors for students in the future, laying the 
foundation for integrated workplaces and a diverse, democratic society.  

The TWI program, according to our participants, is more rigorous than the general 
education curriculum. This rigor might be due to the setup of the TWI program at this school, in 
which students alternate between Spanish and English classes every day. According to Mrs. 
Richards, the workload is “tough” in part because students have “double homework.” For example, 
they have two sets of spelling words instead of one. However, for her son and for other more 
advanced students, the TWI program offers a needed challenge. Fourth-grade English teacher Mrs. 
Palmer noted that the challenge has paid off: “Our data has shown from the past three years that the 
kids that are in the dual language programs are performing better [than non-TWI students at 
Silverthorne] on both reading and math EOGs.” While this outcome is consistent with data showing 
the academic benefits of TWI (e.g. Steele et al., 2017; Thomas & Collier, 2014), Mrs. Palmer 
attributed her students’ success to their struggle with the material.  

Not only do the academic benefits show when teachers compare data on end-of-grade 
(EOG) examinations, but they also are noticeable in the classroom in the way TWI students 
approach difficulties and persevere to address them. Fourth-grade Spanish teacher Mrs. Alvarez sees 
that the program is challenging for students, both ELs and non-ELs, who may need to work harder 
to understand something that is not in their home language:  

The challenge that I found on them is that sometimes they don’t understand a word, 
for instance, students that are American, that their families speak English, sometimes 
it’s very easy for them to be in the English class and just all of the reading passages 
that they have, and here [in the Spanish class] it looks like they have to pay more 
attention. They have to make a big effort and that happens the same to the students 
that their first language is Spanish.  
 

The TWI classroom can make students more conscious and aware during the learning process, and 
instill the necessary skill of perseverance. The difficulty of the TWI program at Silverthorne was 
used during initial implementation to attract academically gifted, mostly White students, and still has 
that appeal after five years of operation. During observation of the third grade Spanish class, we 
encountered three White students who had just entered the program because, according to the 
teacher, they needed the extra challenge. 

Another opportunity that TWI may provide is the lifelong skill of knowing another language. 
For Mrs. Cortez, the timing of this program is important as well:  

For students, it’s a huge benefit because it is so much easier to learn a second 
language when you’re young. It’s so much easier. And if they start off in 
kindergarten being completely fluent, especially when they leave to go to middle 
school, reading, writing and speaking Spanish, I mean, that’s a lifelong skill that’s 
going to benefit them in work and everything else. 
 

Although students in elementary school may not be considering their futures yet, the teachers are 
excited about their students’ potential after being in this program. The benefits of TWI can extend 
beyond the classroom, as students carry the skills they acquire with them. Not only that, TWI 
teachers are communicating the potential to the students, as Mrs. Bautista stated, “One of the things 
that I am always telling them is that they have, they always have advantages. They have one step 
ahead of other students that’s around them because that will open a lot of doors for them.” Beyond 
advantages over other students, Mrs. Alvarez expressed specific goals for her students: “It gives 
them lots of opportunities that they have another language. What I tell them, when they grow up 
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and they finish college, they’re going to have the possibility to talk with people that are Hispanic.” 
Mrs. Richards, as the guidance counselor, directs students toward specific college and career 
advantages: “We talk about careers and their future. … I always say, ‘You guys have an advantage 
over most of the world. You have English, you have Spanish, and there are careers out there that are 
going to be begging for you to come work for them.’” As TWI students become young adults, their 
earning and job potential increase due to their ability to speak another language (Rumbaut, 2014), as 
many employers do in fact prefer bilingual employees (Porras et al., 2014). Thus the benefits of TWI 
can be lifelong. The principal equates cultural proficiency with the ability to be a productive member 
of society: “It’s just a life skill, it’s the future. You know, they need to be able to function in a society 
where not everybody looks the same. Not everybody speaks the same language. Not everybody has 
the same accent.” TWI can help develop academic, social and even economic benefits of being 
bilingual and bicultural for all students who participate in the program, so that they may experience 
the lifelong benefits of integration. 

Challenges Due to Program Implementation  

Some of the aforementioned challenges that students and teachers at Silverthorne 
Elementary face—such as managing the rigorous workload, incorporating cultural inclusion, and 
teaching monolingual students—might be due more to the way TWI is implemented rather than to 
the program itself. These challenges raise potentially important considerations for districts that want 
to use TWI as a tool for integration. The most distinct difference between Silverthorne and other 
schools with TWI strands is that the former has separate classrooms for English and Spanish, while 
some of the latter practice immersion in one classroom where both languages are spoken. This class 
structure means that Silverthorne can enroll more students in TWI, which results in a burdensome 
workload for everyone and reduced time with students. The number of students and the changes in 
who enrolls in the TWI program presented a challenge for participants as well.  

The study participants often cited the workload, for both students and teachers, as a 
challenge. Mrs. Cortez emphasized the burden on teachers: “We have twice as many grades, twice as 
many sheets to grade, twice as many report cards, twice as many parents to deal with, you know, 
twice as many behaviors and just all the things that a normal classroom has, we have twice as much.” 
Mrs. Alvarez also struggled because “it’s double everything, the planning, the centers, because I have 
different levels. It’s always a challenge that, the amount of students.” Our participants who had their 
own children in the program also noted the workload for students. Mrs. Bruce said, “I mean, it is a 
lot of extra work for the kids. It’s a lot on them. My son typically has to learn it in both 
languages...It’s a lot more for students to have to understand.” The heavier workload seems to 
account for the perception that only higher-performing students can handle TWI. However, it also 
increases the potential academic benefits and holds students to high expectations.  

In addition to a heavy workload for everyone, the TWI class structure at Silverthorne also 
results in teachers having less time with their students. Because TWI teachers at Silverthorne switch 
off English and Spanish days, they see their students for half the time compared to non-TWI 
teachers. According to Mr. Montez, this reduced time results in a necessity to cut non-academic 
instruction: “We struggle with time...because in my country, I take an hour or 30 minutes to talk 
about topics that are not academic, that are things that I think that they might know, to be humble, 
about responsibility, about teaching values.” Nevertheless, while the class structure means that the 
teachers face the challenge of having less time with their students, it also creates the opportunity for 
students to learn from two different teachers with different backgrounds, experiences, and 
approaches to learning. Thus, in this way the class structure may contribute positively to integration.  

Alongside the benefits of expanded access to the program, the changes in enrollment in TWI 
also have created some challenges at Silverthorne. Although this program started at Silverthorne 
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with a group of high-performing, mostly White and Latinx students who seemed able to “handle” 
the challenge, it has since evolved into a program that encourages anyone to enroll. We inferred 
from the teachers’ comments that most Latinx students were referred for enrollment in the program, 
while it was becoming increasingly harder to enroll non-Latinx students. Mrs. Cortez said, “Last year 
and this year have been very, very heavy with Hispanic.” One possible explanation for this change in 
enrollment, offered by Mrs. Richards, is the turnover of teachers in the lower grades, which makes 
some parents, particularly White, native English-speaking parents hesitant to enroll their children. 
Another explanation, which was not mentioned by participants but can be inferred, is the influence 
of racism and xenophobia. Regardless of the explanation, heavier Latinx enrollment disturbs the 
requisite linguistic balance, which poses a challenge to linguistic, racial, and socioeconomic 
integration.  

We note these challenges with the intent of informing anyone interested in implementing 
this program to be aware of the potential drawbacks of this model. It is possible that a different 
model, such as one in which students learn English and Spanish in the same classroom without the 
need to transition, would not result in the same heavy workload. Despite these challenges, students 
enrolled in the TWI program at Silverthorne experience a learning environment in which teachers 
seek to create equal status among the students, and where students may be able to become bilingual 
and bicultural. Successful implementation requires significant and sustained effort, which may not 
always be realized, such that all students are not able to reap these program benefits. Under ideal 
circumstances, the many benefits of the TWI program can promote integration among all the 
students who participate in the TWI classes. 

 

Discussion 
 

TWI can be an effective tool for integration, creating environments of equal status and 
opportunity for all students, especially those who have been historically marginalized (Gándara & 
Aldana, 2014; Kotok & DeMatthews, 2017; Orfield, 2013). The case of Silverthorne Elementary 
provides an example for other schools wishing to pursue integration through TWI, as it offers a 
mutually beneficial environment in which Latinx and non-Latinx students can become bilingual and 
bicultural. While there are some challenges for students and teachers, many of which might be due 
more to implementation than to program theory, there is still important knowledge to be gained 
from this particular TWI program. TWI is likely to be most effective when implemented with a goal 
of integrating diverse student populations.  

Although our observational findings on the racial balance in the classroom are consistent 
with other research (deJong & Howard, 2009; Palmer, 2010; Valdez et al., 2016) showing that mostly 
Latinx and White students enroll in TWI, our experiences at Silverthorne Elementary were 
encouraging. There were Black students enrolled in the program, especially in the lower grades, and 
on average made up 9% of the TWI classrooms. Teachers in Silverthorne’s TWI program strive to 
create equal status among the students, and the voices and experiences of Latinx, Black, and White 
students are heard and elevated. It has been proposed that TWI has the potential to close 
achievement gaps (Groom & Hanson, 2013; Steele et al., 2017; Thomas & Collier, 2014) for 
students of color in general and Latinx students in particular. Latinx students often suffer from triple 
segregation, experiencing gaps in opportunity along with the inadequate support and linguistic 
isolation that can come with being labeled as ELs (Gándara, 2010). The TWI program at 
Silverthorne Elementary addresses the language barrier by providing ELs with access to rigorous 
curriculum in their home language and adequate resources such as qualified bilingual teachers and 
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English-speaking peer role models. Additionally, non-Latinx students receive the same curriculum 
with the additive benefit of learning another language alongside Spanish language role models.  
 Students at Silverthorne have the opportunity to become bilingual and bicultural, which 
provides academic as well as social benefits. Although there are challenges to doing so, our 
observations at Silverthorne revealed that a TWI program can embrace the objectives proposed by 
Valdés (1997) effectively. TWI teachers at Silverthorne demonstrated a commitment to academic 
Spanish, which was given a level of importance equal to that of academic English. The challenge to 
the English hegemony in turn can act as a challenge to the dominant culture and the norms of 
whiteness (Flores, 2016). Regarding the development of relationships among the students, the 
teachers encouraged interactions between racial groups in class activities, while socializing among 
students outside of class seemed more natural than deliberate. It has been proposed that these 
interactions aid in cross-cultural awareness as students are encouraged to understand and embrace 
differences (Lambert & Cazabon, 1994; Lindholm, 1994; Lindholm-Leary, 2003). Efforts to 
empower language-minority students in Silverthorne’s TWI program included having both English 
and Spanish students help each other, and a commitment to learning about and respecting various 
cultures. 

Gándara (2020) describes potential equity pitfalls that must be addressed if TWI programs 
are to facilitate integration. To ensure equitable access, no more than 50% native English speakers 
should be enrolled in the TWI program; without this guideline, it is possible that the demand among 
middle-class White families could push out low-income Latinx families. Additional equity issues 
include developing TWI programs in locations that are accessible to low-income families, choosing a 
partner language that is beneficial for ELs in the local context, assessing student learning in both 
languages, and addressing the shortage of bilingual teachers. In our study, Silverthorne attempts to 
enroll a balance of ELs and native English speakers, but that has become a concern in recent years. 
Unlike the equity issue of opportunity hoarding among White families, however, Silverthorne has 
experienced a decline in White participation, resulting in more Latinx ELs enrolled in the program 
than is ideal. While this may upset the balance of partner language speakers, it may also present an 
opportunity to address discrimination in education and bring the focus back to historically 
marginalized students (Flores & García, 2017). We did not get a clear answer for what caused the 
decline in enrollment, so it is plausible that racism and white supremacy played a role. Additionally, 
the location of the school, situated intentionally in the rural community where Latinx students live, 
and the choice of Spanish as the partner language are helpful for promoting equity in the TWI 
program at Silverthorne. Finally, partnering with an organization that recruits bilingual teachers from 
abroad has helped Silverthorne address the shortage of bilingual teachers in the local community. 
Similarly, Kotok and DeMatthews (2017) provide recommendations for districts implementing dual 
language programs: Promote programs with the intention of increasing diversity, make efforts to 
find and develop dual language teachers, pursue the program that fits community needs and values, 
and create a system that supports the long-term implementation of a district-wide DLI program. 
The school district in this case study follows many of these guidelines, and could prioritize diversity 
by paying attention to enrollment in TWI programs and by providing resources and materials that 
facilitate cultural inclusion. 

The success of TWI at this school may provide an example for other schools and districts as 
well. The principal, Ms. Gutierrez, saw how her school was helping not only her students, but also 
the district to be more open-minded: “It’s been a great thing for the school and for the county. I 
think the county, they’re now realizing that this is the way we want to go.” The school district in 
which our study took place had intentionally implemented TWI in a number of its schools in order 
to meet the needs of the growing Latinx population, and could add more programs. Although 
facilitating integration was not the goal of implementing TWI in this district, it is an unintentional 
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benefit of the TWI program. At Silverthorne, the TWI program demonstrates an avenue through 
which districts can pursue voluntary desegregation and halt resegregation, in spite of Supreme Court 
rulings and in the absence of a statewide language policy.  

Although one may be used to facilitate the other, TWI and integration have a lot in 
common, including the attempt to create equal status among racially and linguistically diverse 
groups, the need for community support and a program rooted in the local context, and a promise 
of long-term academic, social, and economic benefits. Both are often called on to respond or 
conform to norms of the dominant culture. Both have to be “sold” to attract middle-class White 
families by providing advantages, and are thus prone to resource hoarding. The success of both 
programs may vary depending on implementation, as we saw with the challenges at Silverthorne 
Elementary, though the benefits seem to outweigh the challenges. Although not central to our study, 
many participants mentioned how beneficial they felt this program was, and how “it should be 
everywhere.” The interactions across racial and linguistic lines in TWI classrooms at Silverthorne 
were reminiscent of a truly integrated learning environment (Orfield, 2013). We agree with Kotok 
and DeMatthews (2017) that implementation should be rooted in the local context, and we believe 
that many communities across the United States would be able to implement TWI to further 
integration efforts.  

 

Implications for Policy and Future Research 
 
 While its implications for local education agencies are encouraging, federal support for 
integration through TWI would be helpful. For example, a federal language policy that supports and 
encourages bilingual education, specifically TWI, would go a long way in promoting implementation 
of TWI programs and integration of students from different racial and linguistic backgrounds. Also, 
the federal government can develop and support grant programs that would allow local districts to 
implement TWI programs for integration purposes. Even amending Title III of ESSA to specifically 
mention TWI as a viable bilingual option for educating ELs, and providing adequate grants to 
support implementation, may help accomplish the goals of integration and bilingualism. Funding 
should be accompanied by technical assistance for districts and schools, and guidance for how to 
implement equity-centered programs that foster true integration and challenge the status quo of 
white supremacy and English hegemony.  

Similarly, state governments should provide financial and technical support for districts and 
schools that are implementing TWI for integration. At the local level, school districts should 
consider TWI programs as a tool for integration and should do so with consideration of the larger 
context of the district and how such programs would impact desegregation across the district. They 
must also ensure that programs have access to adequate resources and materials in the partner 
language. One of the most valuable resources in a TWI program is the teachers. Therefore, support 
and possibly additional compensation that aligns with the increased workload described in our study 
are necessary to recruit, develop, and retain TWI teachers. Because integration benefits students of 
all races, schools and districts should monitor TWI programs to ensure that they are serving all 
students and therefore allow the benefits of integration to accrue, rather than allowing for 
opportunity hoarding by White families or stigmatization resulting in only Latinx families enrolling 
in TWI.  

This study brought up several interesting avenues to pursue in future research regarding race 
and racism, xenophobia, white supremacy, and English hegemony. As previously stated, neither of 
us speak Spanish, though we recognize the variety of Spanish dialects that our participants brought 
to their classrooms; future research might investigate how these differences manifest, and whether 
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schools pursue more formal versions. We are also interested in further research into raciolinguistics 
(Flores & Rosa, 2015), and how race and racism influence integration in programs like TWI. While 
we are interested in learning how race and racism affects students in TWI, the current study did not 
collect data directly from students, so we are interested in a follow-up study to understand the 
student perspective.  
 Additional research is needed to gain a deeper understanding of how other districts in North 
Carolina and around the country are implementing TWI programs as a tool for integration. 
Heretofore, most TWI programs have been available only in elementary school (Howard, Sugarman 
& Christian, 2003). Therefore, the opportunities for integration presented in earlier grades may not 
be sustained in secondary school. Research about TWI programs in secondary schools would be 
useful and could perhaps encourage the growth of such programs if found to be beneficial. A 
longitudinal analysis of students who have participated in TWI programs could explore the ways in 
which the benefits of integration through TWI persist over time. As resegregation continues to 
intensify across the country, the potential of TWI programs as a tool for integration must not be 
lost.  

References 

Allport, G. W. (1954). The nature of prejudice. Addison Wesley. 
Ayscue, J. B., Hawn Nelson, A., Mickelson, R. A., Giersch, J., & Bottia, M. C. (2018, January). 

Charters as a driver of resegregation. The Civil Rights Project/ Proyecto Derechos Civiles. 
Ayscue, J. B., & Frankenberg, E. (2016). Desegregation and integration. In L. H. Meyer (Ed.), Oxford 

Bibliographies in Education. Oxford University Press. 
https://doi.org/10.1093/obo/9780199756810-0139 

Ayscue, J. B., Siegel-Hawley, G., Kucsera, J., & Woodward, B. (2016). School segregation and 
resegregation in Charlotte and Raleigh, 1989-2010. Educational Policy, 1-52. 
https://doi.org/10.1177/0895904815625287 

Balfanz, R., & Legters, N. E. (2004). Locating the dropout crisis: Which high schools produce the 
nation’s dropouts? In G. Orfield (Ed.), Dropouts in America: Confronting the graduation crisis (pp. 
57-84). Harvard Education Press. 

Bialystok, E. (2011). Reshaping the mind: The benefits of bilingualism. Canadian Journal for 
Experimental Psychology, 65(4): 229–235. https://doi.org/10.1037/a0025406 

Block, N. (2011). The impact of two-way dual-immersion programs on initially English dominant 
Latino students’ attitudes. The Journal of the National Association for Bilingual Education, 34(2), 
125–141. https://doi.org/10.1080/15235882.2011.598059 

Borman, K. M., Eitle, T. M., Michael, D., Eitle, D. J., Lee, R., Johnson, L., Cobb-Roberts, D., Dorn, 
S, & Shircliffe, B. (2004). Accountability in a postdesegregation era: The continuing 
significance of racial segregation in Florida’s schools. American Educational Research Journal, 41, 
605-631. https://doi.org/10.3102/00028312041003605 

Braddock, J. H., & McPartland, J. M. (1989). Social-psychological processes that perpetuate racial 
segregation: The relationship between school and employment desegregation. Journal of Black 
Studies, 19, 267-289. https://doi.org/10.1177/002193478901900301 

Board of Education of Oklahoma v. Dowell, 498 U.S. 237 (1991). 
Bordes-Edgar, V., Arredondo, P., Robinson Kurpius, S. and Rund, J. (2011). A longitudinal analysis 

of Latina/o students’ academic persistence. Journal of Hispanic Higher Education, 10(4) 358–
368. https://doi.org/10.1177/1538192711423318 

Brown v. Board of Education of Topeka, 347 U.S. 483 (1954). 



Education Policy Analysis Archives Vol. 29 No. 48  26 

 

Brown v. Board of Education II, 349 U.S. 294 (1955).  
Cervantes-Soon, C. (2014). A critical look at dual language immersion in the new Latin@ diaspora. 

Bilingual Research Journal, 37, 64-82. https://doi.org/10.1080/15235882.2014.893267 
Chubb, J. E., & Moe, T. M. (1990). Politics, markets and America's schools. Brookings Institution Press. 
Clotfelter, C. T., Ladd, H. F., & Vigdor, J. L. (2005). Who teaches whom? Race and the distribution 

of novice teachers. Economics of Education Review, 24, 377-392. 
https://doi.org/10.1016/j.econedurev.2004.06.008 

Clotfelter, C. T., Ladd, H. F., & Vigdor, J. L. (2010). Teacher mobility, school segregation, and pay-
based policies to level the playing field. Education, Finance, and Policy, 6, 399-438. 
https://doi.org/10.1162/EDFP_a_00040 

Clotfelter, C. T., Hemelt, S. W., Ladd, H. F., & Turaeva, M. (2019). School segregation in the era of 
immigration, school choice and color-blind jurisprudence-the case of North Carolina. 
(EdWorkingPaper: 19–101). Annenberg Institute at Brown University. 
https://doi.org/10.26300/wc3k-ht80 

Cobb, C. D., & Glass, G. V. (2009). School choice in a post-desegregation world. Peabody Journal of 
Education, 84(2), 262-278. https://doi.org/10.1080/01619560902810187 

Combs, M. C., Evans, C. Fletcher, T., Parra, E., & Jimenez, A. (2005). Bilingualism for the children: 
implementing a dual-language program in an English-only state. Educational Policy, 19(5), 701-
728. https://doi.org/10.1177/0895904805278063 

de Jong, E., & Howard, E. (2009). Integration in two-way immersion education: Equalising linguistic 
benefits for all students. International Journal of Bilingual Education and Bilingualism, 12(1), 81-99. 
https://doi.org/10.1080/13670050802149531 

Dorner, L. (2011). Contested communities in debate over dual-language education: the import of 
“public” values on public policies. Educational Policy, 25(4), 577-613. 
https://doi.org/10.1177/0895904810368275 

Educational Opportunity Project. (2019). Average test scores. Retrieved from 
https://edopportunity.org/ 

Ee, J., & Gándara, P. (2020). The impact of immigration enforcement on the nation’s schools.  
American Educational Research Journal, 57(2), 840–871.  

Every Student Succeeds Act, P.L. 114-95 (2015). 
Feinauer, E., & Howard, E. (2012). Attending to the third goal: Cross-cultural competence and 

identity development in two-way immersion programs. Journal of Immersion and Content-Based 
Language Education, 2(2), 257–272. https://doi.org/10.1075/jicb.2.2.07fei 

Flores, N. (2016). A tale of two visions: Hegemonic whiteness and bilingual education. Educational 
Policy, 30(1) 13–38. https://doi.org/10.1177/0895904815616482 

Flores, N. & García, O. (2017). A critical review of bilingual education in the United States: From 
basements and pride to boutiques and profit. Annual Review of Applied Linguistics, 37,14–29. 
https://doi.org/10.1017/S0267190517000162 

Flores, N., & Rosa, J. (2015). Undoing appropriateness: Raciolinguistic ideologies and language 
diversity in education. Harvard Educational Review, 85(2). https://doi.org/10.17763/0017-
8055.85.2.149 

Ford, D. Y., Grantham, T. C., & Whiting, G. W. (2008). Culturally and linguistically diverse students 
in gifted education: Recruitment and retention issues. Exceptional Children, 74(3), 289-306. 
https://doi.org/10.1177/001440290807400302 

Frankenberg, E. (2013). The role of residential segregation in contemporary school segregation. 
Education and Urban Society, 45(5) 548–570. https://doi.org/10.1177/0013124513486288 

Frankenberg, E., Ee, J., Ayscue, J. B., & Orfield, G. (2019, May). Harming our common future: America’s 
segregated schools 65 years after Brown. The Civil Rights Project/ Proyecto Derechos Civiles. 



Racial Integration Through TWI  27 

 

Freeman v. Pitts, 503 U.S. 467 (1992). 
Gándara, P. (2010). Overcoming triple segregation. Educational Leadership, 68(3), 60-64.  
Gándara, P. (2020). Equity considerations in addressing English learner segregation. Leadership and 

Policy in Schools, 19(1), 141-143. https://doi.org/10.1080/15700763.2019.1711134 
Gándara, P., & Aldana, U. (2014). Who’s segregated now? Latinos, language and the future of 

integrated schools. Education Administration Quarterly, 50(5), 735-748. 
https://doi.org/10.1177/0013161X14549957 

Gándara, P., & Hopkins, M. (2010). Forbidden language: English learners and restrictive language policies. 
Teachers College Press.  

Gándara, P., & Mordechay, K. (2017) Demographic change and the new (and not so new) challenges 
for Latino education. The Educational Forum, 81(2), 148-159. 

Gándara, P. & Orfield, G. (2010). A return to the “Mexican Room”: The segregation of Arizona’s 
English learners. The Civil Rights Project/Proyecto Derechos Civiles.  

Garver, R. (2020). How harmful is segregation? English learners’ conditions for learning in 
segregated classrooms. Leadership and Policy in Schools, 19(1), 123-140. 
https://doi.org/10.1080/15700763.2020.1712733 

Gonzales v. Sheely, 96 F. Supp. 1004 (D. Ariz. 1951). 
Green, P. (2004). The paradox of the promised unfulfilled: Brown v. Board of Education and the 

continued pursuit of excellence in education. The Journal of Negro Education, 73(3), 268-284. 
https://doi.org/10.2307/4129611 

Groom, D., & Hanson, R. (2013). Dual language education can close achievement gap. Joint National 
Committee for Languages-National Council for Languages and International Studies. 

Grutter v. Bollinger, 539 U.S. 306 (2003).  
Howard, E. R., Sugarman, J., & Christian, D. (2003). Trends in two-way immersion education. A review of 

the research. Center for Research on the Education of Students Placed At Risk. 
Jackson, K. (2009). Student demographics, teacher sorting, and teacher quality: Evidence from the 

end of school desegregation. Journal of Labor Economics, 27, 213-256. 
https://doi.org/10.1086/599334 

Johnson, R. C. (2011). Long-run impacts of school desegregation and school quality on adult attainments. [NBER 
Working Paper]. National Bureau of Economic Research. https://doi.org/10.3386/w16664 

Johnson, R. C. (2019). Children of the dream: Why school integration works. Basic Books. 
Kain, J. F., & O’Brien, D. M. (2002). Black suburbanization in Texas metropolitan areas and its impact on 

student achievement. University of Texas Press. 
Kendi, I.X. (2016). Stamped from the beginning: The definitive history of racist ideas in America. Bold Type 

Books.  
Knight, D. S., Izquierdo, E., & DeMatthews, D. E. (2016). A balancing act: school budgeting and 

resource allocation on a new dual language campus. Journal of Cases in Educational Leadership, 
19(4), 32–46. https://doi.org/10.1177/1555458916664766 

Kotok, S., & DeMatthews, D. (2017). Challenging school segregation in the twenty-first century: 
how districts can leverage dual language education to increase school and classroom 
diversity. The Clearing House: A Journal of Educational Strategies, 91(1). 
https://doi.org/10.1080/00098655.2017.1336405 

Lau v. Nichols, 414 U.S. 563 (1974).  
Lambert, W. E., & Cazabon, M. (1994). Students’ views of the Amigos program. [Research Report No. 11]. 

National Center for Research on Cultural Diversity and Second Language Learning.  
Lewis, A. E., & Diamond, J. B. (2015). Despite the best intentions: How racial inequality thrives in good 

schools. Oxford University Press. 



Education Policy Analysis Archives Vol. 29 No. 48  28 

 

Lindholm, K. J. (1994). Promoting positive cross-cultural attitudes and perceived competence in 
culturally and linguistically diverse classrooms. In R. A. DeVillar, C. J. Faltis, & J. P. 
Cummins (Eds.), Cultural diversity in schools: From rhetoric to practice (pp. 189–206). State 
University of New York Press.  

Lindholm-Leary, K. J. (2003). Dual language achievement, proficiency, and attitudes among current 
high school graduates of two-way programs. NABE Journal, 26, 20–25. 

Lindholm-Leary, K., & Block, N. (2010). Achievement in predominately low SES/Hispanic dual 
language schools. International Journal of Bilingual Education and Bilingualism, 13(1), 43–60. 
https://doi.org/10.1080/13670050902777546 

Lindhom-Leary, K. J., Hardman, L., & Meyer, P. (2007). Sharing success. Language Magazine, 6(5), 
20–23.  

Lindholm-Leary, K. J., & Hernandez, A. (2011). Achievement and language proficiency of Latino 
students in dual language programmes: Native English speakers, fluent English/previous 
ELLs, and current ELLs. Journal of Multilingual and Multicultural Development, 32(6), 531–545. 
https://doi.org/10.1080/01434632.2011.611596 

Losen, D. J., & Martinez, P. (2020). Lost opportunities: How disparate school discipline continues to drive 
differences in the opportunity to learn. The Center for Civil Rights Remedies at the Civil Rights 
Project/Proyecto Derechos Civiles and Learning Policy Institute. 

Losen, D., & Orfield, G. (Eds.) (2002). Racial inequity in special education. Harvard Education Press. 
Maestas v. Shone, Alamosa Case No. 6 (1914).  
Mendez v. Westminster, 161 F.2d 774 (9th Cir. 1947).  
Mickelson, R. A. (2001). Subverting Swann: First- and second-generation segregation in the 

Charlotte-Mecklenburg Schools. American Educational Research Journal, 38(2), 215-252. 
https://doi.org/10.3102/00028312038002215 

Mickelson, R. (2016). School integration and K-12 outcomes: An updated quick synthesis of the social science 
evidence. The National Coalition on School Diversity. Retrieved from https://school-
diversity.org/pdf/DiversityResearchBriefNo5.pdf 

Mickelson, R. A., Bottia, M. C., & Lambert, R. (2013). Effects of school racial composition on K-12 
mathematics outcomes: A metaregression analysis. Review of Educational Research, 83, 121-158. 
https://doi.org/10.3102/0034654312475322 

Mickelson, R. A., Bottia, M. C., & Larimore, S. (2020). A metaregression analysis of the effects of 
school racial and ethnic composition on k-12 reading, language arts, and English outcomes. 
Sociology of Race and Ethnicity. https://doi.org/10.1177/2332649220942265 

Mickelson, R. A., & Nkomo, M. (2012). Integrated schooling, life course outcomes, and social 
cohesion in multiethnic democratic societies. Review of Research in Education, 36, 197-238. 
https://doi.org/10.3102/0091732X11422667 

Milliken v. Bradley, 418 U.S. 717 (1974). 
Missouri v. Jenkins, 115 S. Ct. 2038 (1995). 
Mitchell, C. (2019). ‘English-only’ laws in education on verge of extinction. Education Week. 

Retrieved from https://www.edweek.org/ew/articles/ 
National Center for Education Statistics. (2020). Racial/ethnic enrollment in public schools. 

Retrieved from https://nces.ed.gov/programs/coe/pdf/coe_cge.pdf 
North Carolina State Board of Education. (2013). Preparing students for the world: Final report of the State 

Board of Education’s task force on global education. Author. 
North Carolina Department of Public Instruction. (2015). Developmental bilingual models. Author. 

Retrieved from  https://sites.google.com/dpi.nc.gov/ncdli/home?authuser=0 
Oakes, J. (2005). Keeping track: How schools structure inequality (2nd ed.). Yale University Press. 

https://nces.ed.gov/programs/coe/pdf/coe_cge.pdf
https://sites.google.com/dpi.nc.gov/ncdli/home?authuser=0


Racial Integration Through TWI  29 

 

Orfield, G., & Frankenberg, E. (2014). Increasingly segregated and unequal schools as courts reverse 
policy. Educational Administration Quarterly, 50(5), 718-734. 
https://doi.org/10.1177/0013161X14548942 

Orfield, G. (2013). Choice theories and the schools. In G. Orfield & E. Frankenberg (Eds.), 
Educational delusions? Why choice can deepen inequality and how to make schools fair. University of 
California Press. https://doi.org/10.1525/9780520955103 

Orfield, G., & Eaton, S. E. (Eds.). (1996). Dismantling desegregation: The quiet reversal of Brown v. Board 
of Education. The New Press. 

Palmer, D. (2010). Race, power and equity in a multiethnic urban elementary school with a dual-
language “strand” program. Anthropology and Education Quarterly, 41(1), 94-114. 
https://doi.org/10.1111/j.1548-1492.2010.01069.x 

Parcel, T. L., & Taylor, A. J. (2015). The end of consensus: Diversity, neighborhoods, and the politics of public 
school assignments. University of North Carolina Press. 
https://doi.org/10.5149/northcarolina/9781469622545.001.0001 

Parents Involved in Community Schools v. Seattle School District No. 1, 551 U.S. 701 (2007). 
Pearman, F. A., & Swain, W. A. (2017). School choice, gentrification, and the variable significance of 

racial stratification in urban neighborhoods. Sociology of Education, 90(3), 213-235. 
https://doi.org/10.1177/0038040717710494 

Pettigrew, T., & Tropp, L. (2006). A meta-analytic test of intergroup contact theory. Journal of 
Personality and Social Psychology, 90(5), 751-783. https://doi.org/10.1037/0022-3514.90.5.751 

Porras, D. A., Ee, J., & Gándara, P. C. (2014). Employer preferences: Do bilingual applicants and 
employees experience an advantage? In R. M. Callahan & P. C. Gándara (Eds.), The bilingual 
advantage: Language, literacy, and the labor market (pp. 234–257). Multilingual Matters. 
https://doi.org/10.21832/9781783092437-011 

Potter, H., Quick, K., & Davies, E. (2016). A new wave of school integration. The Century Foundation. 
Retrieved from https://tcf.org/content/report/a-new-wave-of-school-integration/ 

Reardon, S. F., Weathers, E., Fahle, E., Jang, H., & Kalogrides, D. (2019). Is separate still unequal? New 
evidence on school segregation and racial academic achievement gaps. Center for Education Policy 
Analysis. Retrieved from https://cepa.stanford.edu/content/separate-still-unequal-new-
evidence-school-segregation-and-racial-academic-achievement-gaps 

Reardon, S. F., Grewal, E. T., Kalogrides, D., & Greenberg, E. (2012). Brown fades: The end of 

court‐ordered school desegregation and the resegregation of American public 
schools. Journal of Policy Analysis and Management, 31(4), 876-
904. https://doi.org/10.1002/pam.21649 

Reardon, S. F., & Rhodes, L. (2011). The effects of socioeconomic school integration plans on racial 
school desegregation.” In E. Frankenberg & E. DeBray (Eds.), Integrating schools in a changing 
society: New policies and legal options for a multiracial generation. University of North Carolina Press. 
https://doi.org/10.5149/9780807869208_frankenberg.14 

Roda, A. (2015). Inequality in gifted and talented programs: Parental choices about status, school opportunity, and 
second-generation segregation. Palgrave Macmillan. https://doi.org/10.1057/9781137485403 

Rojas, R. (2019, October 13). Suburbanites in Louisiana vote to create a new city of their own. The 
New York Times. Retrieved from https://www.nytimes.com/2019/10/13/us/baton-rouge-st-
george.html  

Rolstad, K., Mahoney, K., & Glass, G. V. (2005). The big picture: A meta-analysis of  program 
effectiveness research on English language learners. Educational Policy, 19(4), 572-594. 
https://doi.org/10.1177/0895904805278067 

https://tcf.org/content/report/a-new-wave-of-school-integration/
https://cepa.stanford.edu/content/separate-still-unequal-new-evidence-school-segregation-and-racial-academic-achievement-gaps
https://cepa.stanford.edu/content/separate-still-unequal-new-evidence-school-segregation-and-racial-academic-achievement-gaps


Education Policy Analysis Archives Vol. 29 No. 48  30 

 

Rumbaut, R.G. (2014). English plus: Exploring the socioeconomic benefits of bilingualism in 
southern California. In R. M. Callahan & P. C. Gándara (Eds.), The bilingual advantage: 
Language, literacy, and the labor market (pp. 182–208). Multilingual Matters. 
https://doi.org/10.21832/9781783092437-009 

Rumberger, R. (2003). The causes and consequences of student mobility. The Journal of Negro 
Education, 72(1), 6-21. https://doi.org/10.2307/3211287 

Santibañez, L. & Zárate, M.E. (2014). Bilinguals in the US and college enrollment. In R. M. Callahan 
& P. C. Gándara (Eds.), The bilingual advantage: Language, literacy, and the labor market (pp. 211–
233). Multilingual Matters. https://doi.org/10.21832/9781783092437-010 

Scanlan, M., & Palmer, D. (2009). Race, power, and (in)equity within two-way immersion settings. 
The Urban Review, 41. https://doi.org/10.1007/s11256-008-0111-0 

Shapiro, S., & Partelow, L. (2017). How to fix the large and growing Latinx teacher gap. Center for 
American Progress. Retrieved from https://www.americanprogress.org/issues/education-k-
12/reports/2018/02/20/445999/fix-large-growing-latinx-teacher-student-gap/  

Siegel-Hawley, G. (2012). How non-minority students also benefit from racially diverse schools. The National 
Coalition on School Diversity. Retrieved from https://school-
diversity.org/pdf/DiversityResearchBriefNo8.pdf 

Siegel-Hawley, G., Diem, S., & Frankenberg, E. (2018). The disintegration of Memphis-Shelby 
County, Tennessee: School district secession and local control in the 21st century. American 
Educational Research Journal, 55(4), 651–692. https://doi.org/10.3102/0002831217748880 

Siegel-Hawley, G., Frankenberg, E., & Ayscue, J. B. (2017 October). Can socioeconomic diversity plans 
produce racial diversity in k-12 schools? The National Coalition on School Diversity. 

Steele, J. L., Slater, R. O., Zamarro, G., Miller, T., Li, J., Burkhauser, S., & Bacon, M. (2017). Effects 
of dual-language immersion programs on student achievement: Evidence from lottery data. 
American Educational Research Journal, 54(1), 202-306. 
https://doi.org/10.3102/0002831216634463 

Stewner-Manzanares, G. (1988). The Bilingual Education Act: Twenty years later. The National 
Clearinghouse for Bilingual Education. Retrieved from 
https://ncela.ed.gov/files/rcd/BE021037/Fall88_6.pdf 

Stuart Wells, A., Jellison Holme, J., Tijerina Revilla, A. & Korantemaa Atanda, A. (2004). How 
society failed school desegregation policy: Looking past the schools to understand them.  
Review of Research in Education, 28, 47-99. https://doi.org/10.3102/0091732X028001047 

Sugarman, J., & Geary, C. (2018). English Learners in North Carolina: Demographics, outcomes, and state 
accountability policies. Migration Policy Institute. 

Sullivan, A. L., & Bal, A. (2013). Disproportionality in special education: Effects of individual and 
school variables on disability risk. Exceptional Children, 79(4), 475–494. 
https://doi.org/10.1177/001440291307900406 

Swanson, C. B. (2004). Sketching a portrait of public high school graduation: Who graduates? Who 
doesn’t? In G. Orfield (Ed.), Dropouts in America: Confronting the graduation rate crisis (pp. 13-40). 
Harvard Education Press. 

Taylor, K., Anderson, J., & Frankenberg, E. (2019). School and residential segregation in school 
districts with voluntary integration plans. Peabody Journal of Education, 94(4), 371-387. 
https://doi.org/10.1080/0161956X.2019.1648950 

Thomas, W. P., & Collier, V. P. (2012). Dual language education for a transformed world. Dual Language 
Education of New Mexico – Fuente Press. 

Thomas, W. P., & Collier, V. P. (2014).  English learners in North Carolina Dual Language 
  Programs: Year 3 of this study: School Year 2009-2010. North Carolina Department of Public 

Instruction.  

https://ncela.ed.gov/files/rcd/BE021037/Fall88_6.pdf


Racial Integration Through TWI  31 

 

Tropp, L. R., & Prenovost, M. A. (2008). The role of intergroup contact in predicting  children’s 
interethnic attitudes: Evidence from meta-analytic and field studies. In S. R. Levy & M. 
Killen (Eds.), Intergroup attitudes and relations in childhood through adulthood (pp. 236-248). Oxford 
University Press. 

Umansky, I. M., & Reardon, S. F. (2014). Reclassification patterns among Latino English learner 
students in bilingual, dual immersion, and English immersion classrooms. American 
Educational Research Journal, 51(5), 879-912. https://doi.org/10.3102/0002831214545110 

U.S. Department of Education. (2015). Dual language education programs: Current state policies and practices. 
Author.  

Valdés, G. (1997). Dual-language immersion programs: a cautionary note concerning the education 
of language minority students. Harvard Educational Review, 67(3), 391-429. 
https://doi.org/10.17763/haer.67.3.n5q175qp86120948 

Valdez, V. E., Freire, J. A., & Delavan, M. G. (2016).  The gentrification of dual-language education. 
Urban Review, 48, 601-627. https://doi.org/10.1007/s11256-016-0370-0 

Valentino, R. A., & Reardon, S. F. (2015). Effectiveness of four instructional programs designed to 
serve English learners: Variation by ethnicity and initial English proficiency. Educational 
Evaluation and Policy Analysis, 37(4), 612-637. https://doi.org/10.3102/0162373715573310 

Walker, V. S. (2009). Second-class integration: A historical perspective for a contemporary agenda. 
Harvard Educational Review, 79, 2. https://doi.org/10.17763/haer.79.2.b1637p4u4093484m 

Williams, S. M., & Houck, E. A. (2013). The life and death of desegregation policy in Wake County 
public school system and Charlotte-Mecklenburg schools. Education and Urban Society, 45(5), 
571-588. https://doi.org/10.1177/0013124513486290 

Yin, R. (2018). Case study research and applications: Design and methods. Sage.  
Yun, J. T., & Moreno, J. F. (2006). College access, K-12 concentrated disadvantage, and the next 25 

years of education research. Educational Researcher, 35(1), 12-19. 
https://doi.org/10.3102/0013189X035001012 

 
 

 



Education Policy Analysis Archives Vol. 29 No. 48  32 

 

About the Authors 
Elizabeth M. Uzzell 
North Carolina State University 
emuzzell@ncsu.edu 
http://orcid.org/0000-0002-9835-1938 
Elizabeth M. Uzzell is a graduate research assistant in Educational Evaluation and Policy Analysis in 
the Department of Educational Leadership, Policy, and Human Development at North Carolina 
State University. Her research focuses on disproportionality in discipline, program implementation, 
and equitable educational opportunities in K-12 schools.  
 
Jennifer B. Ayscue 
North Carolina State University 
jayscue@ncsu.edu 

Jennifer B. Ayscue, Ph.D., is an assistant professor in Educational Evaluation and Policy Analysis 
and in Educational Leadership in the Department of Educational Leadership, Policy, and Human 
Development at North Carolina State University. Her research focuses on school desegregation and 
equitable educational opportunities in K-12 schools.  

 

education policy analysis archives 
Volume 29 Number 48       April 12, 2021 ISSN 1068-2341 

 

 Readers are free to copy, display, distribute, and adapt this article, as long as the 
work is attributed to the author(s) and Education Policy Analysis Archives, the changes are 
identified, and the same license applies to the derivative work. More details of this Creative 
Commons license are available at https://creativecommons.org/licenses/by-sa/4.0/. EPAA is 
published by the Mary Lou Fulton Institute and Graduate School of Education at Arizona State 
University Articles are indexed in CIRC (Clasificación Integrada de Revistas Científicas, Spain), 
DIALNET (Spain), Directory of Open Access Journals, EBSCO Education Research Complete, 
ERIC, Education Full Text (H.W. Wilson), QUALIS A1 (Brazil), SCImago Journal Rank, SCOPUS, 
SOCOLAR (China). 

Please send errata notes to Audrey Amrein-Beardsley at audrey.beardsley@asu.edu  
 

Join EPAA’s Facebook community at https://www.facebook.com/EPAAAAPE and Twitter 
feed @epaa_aape. 

 
  

https://creativecommons.org/licenses/by-sa/4.0/
http://www.doaj.org/
mailto:audrey.beardsley@asu.edu
https://www.facebook.com/EPAAAAPE


Racial Integration Through TWI  33 

 

education policy analysis archives  

editorial board  

Lead Editor: Audrey Amrein-Beardsley (Arizona State University) 
Editor Consultor: Gustavo E. Fischman (Arizona State University) 

Associate Editors: Melanie Bertrand, David Carlson, Lauren McArthur Harris, Danah Henriksen, Eugene 
Judson, Mirka Koro-Ljungberg, Daniel Liou, Scott Marley, Keon McGuire, Molly Ott, Iveta Silova (Arizona 

State University) 
 

Madelaine Adelman Arizona State 
University 

Amy Garrett Dikkers University 
of North Carolina, Wilmington 

Gloria M. Rodriguez 
University of California, Davis 

Cristina Alfaro  
San Diego State University  

Gene V Glass   
Arizona State University 

R. Anthony Rolle  
University of Houston 

Gary Anderson  
New York University 

Ronald Glass  University of 
California, Santa Cruz 

A. G. Rud  
Washington State University
  

Michael W. Apple  
University of Wisconsin, Madison 

Jacob P. K. Gross   
University of Louisville 

Patricia Sánchez University of 
University of Texas, San Antonio 

Jeff Bale University of Toronto, 
Canada 

Eric M. Haas WestEd Janelle Scott  University of 
California, Berkeley  

Aaron Benavot SUNY Albany Julian Vasquez Heilig California 
State University, Sacramento 

Jack Schneider University of 
Massachusetts Lowell 

David C. Berliner   
Arizona State University  
Henry Braun Boston College  

Kimberly Kappler Hewitt 
University of North Carolina 
Greensboro 

Noah Sobe  Loyola University 

Casey Cobb   
University of Connecticut  

Aimee Howley  Ohio University Nelly P. Stromquist   
University of Maryland 

Arnold Danzig   
San Jose State University  

Steve Klees  University of Maryland 
Jaekyung Lee SUNY Buffalo  

Benjamin Superfine  
University of  Illinois, Chicago 

Linda Darling-Hammond  
Stanford University  

Jessica Nina Lester 
Indiana University 

Adai Tefera  
Virginia Commonwealth University 

Elizabeth H. DeBray  
University of Georgia 

Amanda E. Lewis  University of 
Illinois, Chicago      

A. Chris Torres 
Michigan State University 

David E. DeMatthews 
University of Texas at Austin 

Chad R. Lochmiller Indiana 
University 

Tina Trujillo     
University of California, Berkeley 

Chad d'Entremont  Rennie Center 
for Education Research & Policy 

Christopher Lubienski  Indiana 
University  

Federico R. Waitoller  
University of Illinois, Chicago 

John Diamond  
University of Wisconsin, Madison 

Sarah Lubienski  Indiana University Larisa Warhol  
University of Connecticut 

Matthew Di Carlo  
Albert Shanker Institute 

William J. Mathis  
University of Colorado, Boulder 

John Weathers University of  
Colorado, Colorado Springs 

Sherman Dorn 
Arizona State University 

Michele S. Moses  
University of Colorado, Boulder 

Kevin Welner  
University of Colorado, Boulder 

Michael J. Dumas  
University of California, Berkeley 

Julianne Moss   
Deakin University, Australia  

Terrence G. Wiley  
Center for Applied Linguistics 

Kathy Escamilla   
University of Colorado, Boulder 

Sharon Nichols   
University of Texas, San Antonio  

John Willinsky  
Stanford University  

Yariv Feniger Ben-Gurion 
University of the Negev 

Eric Parsons  
University of Missouri-Columbia 

Jennifer R. Wolgemuth  
University of South Florida 

Melissa Lynn Freeman  
Adams State College 

Amanda U. Potterton 
University of Kentucky 

Kyo Yamashiro  
Claremont Graduate University 

Rachael Gabriel 
University of Connecticut 

Susan L. Robertson 
Bristol University 

Miri Yemini 
Tel Aviv University, Israel 
 

 
 



Education Policy Analysis Archives Vol. 29 No. 48  34 

 

archivos analíticos de políticas educativas 
consejo editorial 

Editor Consultor: Gustavo E. Fischman (Arizona State University) 
 Coordinador (Español/Latinoamérica): Ignacio Barrenechea (Universidad de San Andrés), Ezequiel Gomez Caride 

(Universidad de San Andres/ Pontificia Universidad Católica Argentina) 
Editor Coordinador (Español/Norteamérica): Armando Alcántara Santuario (Universidad Nacional Autónoma de México) 

Editor Coordinador (Español/España): Antonio Luzon (Universidad de Granada) 
Editores Asociados: Jason Beech (Monash University), Angelica Buendia, (Metropolitan Autonomous University), 

Gabriela de la Cruz Flores (Universidad Nacional Autónoma de Mëxico), Alejandra Falabella (Universidad Alberto 
Hurtado, Chile), Carmuca Gómez-Bueno (Universidad de Granada), Carolina Guzmán-Valenzuela (Universidade de 
Chile), Cesar Lorenzo Rodriguez Uribe (Universidad Marista de Guadalajara), Antonia Lozano-Díaz (University of 
Almería), Sergio Gerardo Málaga Villegas (Instituto de Investigación y Desarrollo Educativo, Universidad Autónoma 
de Baja California (IIDE-UABC)), María Teresa Martín Palomo (University of Almería), María Fernández Mellizo-

Soto (Universidad Complutense de Madrid), Tiburcio Moreno (Autonomous Metropolitan University-Cuajimalpa 
Unit), José Luis Ramírez, (Universidad de Sonora), Axel Rivas (Universidad de San Andrés), Maria Veronica 

Santelices (Pontificia Universidad Católica de Chile) 
 

Claudio Almonacid 
Universidad Metropolitana de 
Ciencias de la Educación, Chile 

Ana María García de Fanelli  
Centro de Estudios de Estado y 
Sociedad (CEDES) CONICET, 
Argentina 

Miriam Rodríguez Vargas 
Universidad Autónoma de 
Tamaulipas, México 

Miguel Ángel Arias Ortega 
Universidad Autónoma de la 
Ciudad de México 

Juan Carlos González Faraco 
Universidad de Huelva, España 

José Gregorio Rodríguez 
Universidad Nacional de Colombia, 
Colombia 

Xavier Besalú Costa  
Universitat de Girona, España 

María Clemente Linuesa 
Universidad de Salamanca, España 

Mario Rueda Beltrán Instituto de 
Investigaciones sobre la Universidad 
y la Educación, UNAM, México 

Xavier Bonal Sarro Universidad 
Autónoma de Barcelona, España   

 

Jaume Martínez Bonafé 
 Universitat de València, España 

José Luis San Fabián Maroto  
Universidad de Oviedo,  
España 
 

Antonio Bolívar Boitia 
Universidad de Granada, España 

Alejandro Márquez Jiménez 
Instituto de Investigaciones sobre la 
Universidad y la Educación, 
UNAM, México 

Jurjo Torres Santomé, Universidad 
de la Coruña, España 

José Joaquín Brunner Universidad 
Diego Portales, Chile  

María Guadalupe Olivier Tellez, 
Universidad Pedagógica Nacional, 
México 

Yengny Marisol Silva Laya 
Universidad Iberoamericana, 
México 

Damián Canales Sánchez 
Instituto Nacional para la 
Evaluación de la Educación, 
México  
 

Miguel Pereyra Universidad de 
Granada, España 

Ernesto Treviño Ronzón 
Universidad Veracruzana, México 

Gabriela de la Cruz Flores 
Universidad Nacional Autónoma de 
México 

Mónica Pini Universidad Nacional 
de San Martín, Argentina 

Ernesto Treviño Villarreal 
Universidad Diego Portales 
Santiago, Chile 

Marco Antonio Delgado Fuentes 
Universidad Iberoamericana, 
México 

Omar Orlando Pulido Chaves 
Instituto para la Investigación 
Educativa y el Desarrollo 
Pedagógico (IDEP) 

Antoni Verger Planells 
Universidad Autónoma de 
Barcelona, España 

Inés Dussel, DIE-CINVESTAV, 
México 
 

José Ignacio Rivas Flores 
Universidad de Málaga, España 

Catalina Wainerman  
Universidad de San Andrés, 
Argentina 

Pedro Flores Crespo Universidad 
Iberoamericana, México 

 Juan Carlos Yáñez Velazco 
Universidad de Colima, México 

javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/819')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/820')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/4276')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/1609')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/825')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/797')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/823')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/798')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/555')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/814')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/2703')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/801')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/826')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/802')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/3264')
javascript:openRTWindow('http://epaa.asu.edu/ojs/about/editorialTeamBio/804')


Racial Integration Through TWI  35 

 

 
arquivos analíticos de políticas educativas 

conselho editorial 

Editor Consultor:  Gustavo E. Fischman (Arizona State University) 
Editoras Coordenadores: Marcia Pletsch, Sandra Regina Sales (Universidade Federal Rural do Rio de Janeiro) 

Editores Associadas: Andréa Barbosa Gouveia (Universidade Federal do Paraná), Kaizo Iwakami Beltrao 
(EBAPE/FGVl), Sheizi Calheira de Freitas (Federal University of Bahia), Maria Margarida Machado (Federal 

University of Goiás / Universidade Federal de Goiás), Gilberto José Miranda (Universidade Federal de Uberlândia) 
 

Almerindo Afonso 

Universidade do Minho  

Portugal 

 

Alexandre Fernandez Vaz  

Universidade Federal de Santa 

Catarina, Brasil 

José Augusto Pacheco 

Universidade do Minho, Portugal 

Rosanna Maria Barros Sá  

Universidade do Algarve 

Portugal 

 

Regina Célia Linhares Hostins 

Universidade do Vale do Itajaí, 

 Brasil 

Jane Paiva 

Universidade do Estado do Rio de 

Janeiro, Brasil 

Maria Helena Bonilla  

Universidade Federal da Bahia  

Brasil 

 

Alfredo Macedo Gomes  

Universidade Federal de Pernambuco 

Brasil 

Paulo Alberto Santos Vieira  

Universidade do Estado de Mato 

Grosso, Brasil 

Rosa Maria Bueno Fischer  

Universidade Federal do Rio Grande 

do Sul, Brasil 

 

Jefferson Mainardes  

Universidade Estadual de Ponta 

Grossa, Brasil 

Fabiany de Cássia Tavares Silva 

Universidade Federal do Mato 

Grosso do Sul, Brasil 

Alice Casimiro Lopes  

Universidade do Estado do Rio de 

Janeiro, Brasil 

Jader Janer Moreira Lopes  

Universidade Federal Fluminense e 

Universidade Federal de Juiz de Fora, 

Brasil 

António Teodoro  

Universidade Lusófona 

Portugal 

Suzana Feldens Schwertner 

Centro Universitário Univates  

Brasil 

 

 Debora Nunes 

 Universidade Federal do Rio Grande 

do Norte, Brasil 

Lílian do Valle 

Universidade do Estado do Rio de 

Janeiro, Brasil 

Geovana Mendonça Lunardi 

Mendes Universidade do Estado de 

Santa Catarina 

 

Alda Junqueira Marin 

 Pontifícia Universidade Católica de 

São Paulo, Brasil 

Alfredo Veiga-Neto 

 Universidade Federal do Rio Grande 

do Sul, Brasil 

Flávia Miller Naethe Motta 

Universidade Federal Rural do Rio de 

Janeiro, Brasil 

Dalila Andrade Oliveira 

Universidade Federal de Minas 

Gerais, Brasil 

 

 

 
 


