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Preface

The discussion of two-way immersion education in this volume is
based on research conducted for a study, ““T'wo-Way Bilingual Educa-
tion: Students Learning through Two Languages,” for the National
Center for Research on Cultural Diversity and Second Language
Learning (1990-1995). This Center was funded by the Office of Edu-
cational Research and Improvement of the U.S. Department of Edu-
cation to conduct rescarch on the cducation of language minority
students in the United States. It was operated by the University of
California, Santa Cruz, through the University of California’s state-
wide Linguistic Minority Rescarch Institute, in collaboration with a
number of other institutions nationwide, including the Center for
Applied Linguistics. Major themes explored by that research group
are continuing under the successor federal grant for the Center for
Rescarch on Education, Diversity, and xcellence (CREDE), also
headquartered at the University of California, Santa Cruz (1996-
2001).

'The project would not have been possible without the support and
cooperation of the teachers who were observed and interviewed. We
know that it was difficult having rescarchers sit in their classes and
collect information about teaching strategies and student interactions.
We extend our sincere appreciation to the teachers involved, as well as
to the students, who willingly answered our questions and tried 10
interact normally with tape recorders running and people around
them taking notes.

We are especially grateful to representatives of the three programs
profiled here who helped us arrange our school visits and provided us
with large amounts of information. We called on individuals who had
far too much to do alrcady to give their time and energy to this effort,
and we appreciate their assistance. From Irancis Scott Key Elemen-
tary School, Arlington, VA: Katharine Panfil, Marcela von Vacano,
Evelyn Fernandez, and Marjoric Myers. From River Glen Elemen-

6
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tary School, San Jose, CA: Rosa Molina, Linda Luporini-Hakmi, and
Cecilia Barrie. From Inter-American Magnet School, Chicago, 1L:
Eva Helwing and Maria Cabrera. We hope that they will find the
results useful.

We would like to express our gratitude to Patrick Proctor, who
spent considerable time at River Glen observing teachers and students
interacting as well as interviewing teachers. We also benefitted from
the assistance and consultation of a number of our colleagues who
helped us throughout the study. Our thanks go out to Cindy Mahrer,
Anna Whitcher, Susan Barficld, Elizabeth Howard, Fred Genesee,
Merrill Swain, Dick Tucker, Nancy Rhodes, Deborah Short, and
Lupe Silva for their contributions and ongoing support for the project.
While we take sole responsibility for the contents of this volume, we
gratefully acknowledge the input and time commitment of those who
revicwed the manusceript and offered suggestions that have improved
it: Sue Baker, Elizabeth Howard. Mimi Met, Jeannie Rennie, and
Dick Tucker.,

Donna Christian
Christopher L. Montone
Isolda Carranza

Center for Applied Linguistics

Kathryn J. Lindholm
San Jose State University
September 1996

The work reported herein was supported under the Educational Research and
Development Centers Program, PRZAward Number RVIZGT002, as administered
by the Otice of” Educational Research and Improvement. U8, Department of
Education. However, the contents do not necessarily represent the positions or
policies of the Office of Educational Researelh and Imiprovement. or the UK.
Department of Education,
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This book is dedicated to all the ceducators and
students who are working to foster bilingualism
through two-way immersion.
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CHAPTER ONE
Introduction

Two-way immersion programs, also referred to as bilingual immersion
and {wo-way bilingual programs, integrate language minority and
language majority students in the same classroom with the goal of
academic exccllence and bilingual proficiency for both student groups.
In these programs, most language instruction is not done directly;
rather, as content is learned in the non-native language, that language
is also acquired. Two-way programs provide content area instruction
in both the non-English and the English language and aim for student
academic performance at or above grade level in both languages. An
additional goal of many programs is to create an environment that
promotes linguistic and ethnic equality and fosters positive cross-cultural
attitudes.

Although there are a number of variations among two-way im-
mersion programs, they all share several characteristics. They provide
mstruction in two languages, with the non-English language typically
used for at least 50% of the instructional time. Only one language is
uscd in the classroom at any given time: For some content areas,
English is uscd; for others, the non-English language is used. Finally,
native speakers of both English and the non-Enghish language (prefer-
ably in balanced numbers) work together in the classroom for most
content instruction, serving as resources for one another in both lan-
guage and content,

The rationale for the basic two-way immersion approach derives
from several theoretical assumptions about content learning and lan-
guage learning. First, content knowledge acquired through one lan-
guage paves the way for knowledge acquisition in the second language
(Collier, 1992; Hakuta & Gould, 1987; Krashen, 1991; Lambert &
Tucker, 1972; Swain & Lapkin, 1985; Tucker, 1990). Studices on a
variety ol bilingual education program models have shown that when
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native language instruction is provided for language minority students
with appropriate second language instruction, students can achicve
academically at higher levels in the second language than if they had
been taught in the second language only. Thus, students who learn
content in one language can be expected to demonstrate content
knowledge in the second language, as they acquire the language skills
to express that knowledge.

Second, researchers in bilingual education suggest that a second
language is best acquired by language minority students after their
first language is {irmly established (Cummins, 1984; Hakuta, 1987,
1990; Snow, 1987). Development of literacy in a second language
appears to occur more slowly if the student’s first language literacy
skills are weak or nonexistent. As native language literacy develops, it
15 believed that literacy skills transfer more easily to the second lan-
guage, although recent rescarch indicates that the wranster of skills is
not as straightforward as once assumed (Snow, 1994). Addiuve bilin-
gualism is attained when the ethnic minority language 1s maintained
along with the prestigious national language, and high-level skills are
developed in both languages.

Language majority children (those who are fluent speakers of the
high status language in the socicety, c.g., English in the United States)
also benefit from an immersion experience for language learning and
do not sufter academically when content instruction is provided via a
second language (Harley, Allen, Cummins, & Swain, 1990).

Third. it has become miereasingly evident m the decades sinee the
first Canadian language immersion programs were implemented in
the 1960s that language is learned best when it s the medium of
mistruction rather than the goal of instruction (Brinton. Snow. &
Wesche, 1989; Chamot & O’Malley. 1994 Crandall, 1995; Genesee,
1987; Harley et al., 1990: Lambert & "Tucker. 1972: NMed, 1991 Mohan,
1986: Olsen & Leone, 1994 Snow, Met, & Genesee, 1989; Spanos,
1990). Children who learn language as they work on academic tasks
cngage in purposeful discourse within meaningful contexts. In other
words, students explain, deseribe, solve problenis, and ask and answer
questions about social studies. math, science. and so forth. Tn immer-
ston settings, students learn language while learning content, because

2 1 O Two-way Immersion Education
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there is a real need to communicate while engaged in content-related
tasks. Immersion students tend to learn language better than those
who study the language qua language alone. From the evidence avail-
able thus far, the immersion experience appears to be appropriate for
all language majority students, regardless of their socioeconomic back-
ground or achievement level (Genesee, 1992). However, since investi-
gations of this question are quite limited, further study is needed to
understand how various factors that place students at risk academi-
cally affeet their ability to succeed in immersion classrooms.

Finally, sociocultural theory, developed largely out of the work of
Vygotsky, also plays a role in supporting the two-way ummersion
approach. Sociocultural theory holds that language acquisition—as all
learning---occurs through social interaction within an immediate so-
cial context. Meaningful linguistic input is transmitted to the child
during interaction with more experienced speakers. Similar processes
appear 0 be involved in the acquisition of a second language. This
feature is built into two-way immersion classrooms, where students
have ongoing opportunitics to interact with fluent speakers (both teach-

-ers and peers) of the language they are learning. T'wo-way immersion

classrooms, then, present a facilitative sociocultural context for learn-
ing for both language minority and majority students. Irom an institu-
tional perspective, this approach offers an additive bilingual environ-
meut in its program design and classroom organization, from an inter-
personal perspective, it offers opportunities for meaningtul interac-
tions with fluent speakers of the languages being learned and close
contact with members of diverse cultural groups.

While there has heen considerable research on language learning
in a varicty of scttings (Collicr, 1992; Genesee, 1987; Hakuta, 1990;
Olsen & Leone, 1994), there has been relatively littde study of lan-
guage developmient in two-way programs, where students can con-
tinue to develop their native language as well as benefit from peer
interaction with fluent speakers of their second language. Further,
since most two-way programs are relatively new, there has been litle
opportunity to compile and svnthesize the knowledge that s heing
gainced.

Introduction 3
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The purpose of this volume is to begin to document that experi-
ence by profiling two-way immersion programs in three schools that
are implementing different variations of the model. Our goal is to
describe each program’s evolution, current operation, and results,
drawing comparisons wherever feasible. By examining the programs
in some depth, and by highlighting some similaritics and differences,
we hope to contribute to a greater understanding of how two-way
immersion works.

A National Perspective

[t is useful to consider the national context before delving into
individual program descriptions. During the period 1992 to 1993, we
compiled information about two-way immersion programs as they
were currently being implemented and evaluated in the United States.
'The following information was sclicited {rom each program: location
and contact mformation, background inforination, program and stu-
dent demographics, instructional approach and design, program stafl
and professional development, evaluation information, and additional
commentary (Christian & Whitcher, 1995).

By 1995, information had been reccived from 182 schools, in 19
states, who reported that they were implementing two-way programs
(sce Table 1.1).' Most of these programs are at elementary grade levels
(149 of the 182 schools) (sec Table 1.2). Nearly all two-way programs
use Spanish und English as the languages of instruction (167 schools);
other languages of instruction include Arabic, Cantonese, French,
Japanese, Korean, Navajo, Portuguese, and Russian (sce Table 1.3).
The majority of programs (about two thirds of the schools) are rela-
tively new (less than six years old) (sec Table 1.4), not a surprising fact
when one compares these figures with a 1987 study that identified
only 30 two-way programs in operation (Lindholm, 1987). Clearly,
interest in two-way immersion programs has increased dramatically in
recent years.

"In this count, all schools who reported that they operate a two-way program and
offer instruction through two languages for both language minority and language
majority stucents were included, "The variaton in models and contests of imple-
mentation was tremendous, however, and some features reported would not he
widely accepted as characteristies of two-way immersion.

4 , Two-Way Imimersion Education
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TABLE 1.1

Two-Way Immersion Programs by State

State Number of Districts Number of Schools
Alaska ] I
Arizona 4 8
California 31 58
Colorado 2 §)
Connecticut 3 3
District of Columbia | I
Florida 2 5
Illinois 3 12
Massachusetts 8 13
Michigan 2 A 2
Minncsota l

New Jersey 2 2
New Mexico ]

New York 28 49
Oregon 1 3
Pennsylvania ! 1
Texas 5 9
Virginia 3 6
Wisconsin ] 1
TOTAL 100 182
Introduction 1 3 5
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TABLE 1.2

Grade Levels Served in Two-Way Immersion Programs

Grade Levels Served
Pre-K/K

K-6

K-8

K-12

6-9

H-12

Total

TABLE 1.3

Nuniber of Schools

8
141
14
2
16
1

182

Languages of Instruction in Two-Way Immersion

Programs

Languages of Iustruction
Spanish/Linglish
Korcan/English
Cantonese/ English
I'rench/English
Navajo/Linglish
Arabic/English
Japanese/ English
Portuguese/Lnglish
Russian/ English
Total

6

Number of Schoofs

14

167

Two-Way immerston Education
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TABLE 1.4

Year of Establishment for Two-Way Immersion Programs:
1963-1994

Year established Number of schools % of lotal
1989-1994 137 75
1984-1988 21 12
1979-1983 10 3
1974-1978 5 3
1969-1973 6 3
1963-1968 3 2
TOTAL 182 100

Desceriptive mformation collected {rom these two-way programs
indicates a great deal of variability. They include hoth neighborhood-
based programs and magnet schools that attract students from through-
out a district, Some are programs or strands within a school, while
others involve the whole school. Further, programs begin at different
stages of educational development---pre-K., kindergarten, first grade,
upper elementary, middle, and sccondary schools - and continue, in
some cases, through secondary school. In nearly all cases, participa-
tion is voluntary, and parents choose to enroll their children in the
progran.

Although most programs share similar goals, their designs vary
considerably (Christian, 1996). Most programs uy to achieve balanced
numbers of language majority and language minority students i the
classroom so that cach group can serve as a resource for the other in
the language being learned.? Schools iy 1o avoid having language
majority students outnumber language minority students: such a situa-
tion can lead to greater in-school use of Euglish, which is already
reinforced by exposure outside the school.

? Insome programs students from the two language backgrounds are separated for
some or most ol thebr instruction. In those cases, the possibilite of working toward a
goal of better cross-cultural understanding and communication would appear 1o he
lessened.

Introduction 7
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The ratio of instructional time in cach language varics among
programs. There are two major patterns followed in elementary schools,
where the vast majority of programs operate. In once, the native lan-
guage of the non-English background students is used in the carly
years for nearly all instruction (80-90%); English is introduced and
gradually mcreased as a medium of instruction to roughly 50% by the
upper elementary grades. This 1s referred to here as the “90-107
model. In programs that follow this model, the language majority
students have an immersion expericnce i a second language, while
the minority students receive native language instruction with a gradual
introduction of English and English-medium nstruction.

In the second common pattern, the percentage of instruction in
-ach language is roughly cqual from the beginming. In other words,
both English and the non-Inglish language are used about 50% of the
time. This is referred to here as the “50-50" model. Additionally,
many 50-30 two-way programs have English as a sccond language
(IS1)) and Spanish as a second language (SS1.) components.

In cither pattern, the distribution of the two languzages may be accom-
plished by vartous means. 'The time [or use of Lnglish or the non-Fnghsh
language may be defined by wacher, subject, time (divided dav/aier-
nate days/alternate weeks), or anv combination of these.

Profiles of Two-way Immersion

To look more clusely at practices ancd outcomes of individual
programs, we undertook descriptions of programs at clementary schools
with relative longevity in using the two-wav innnersion approach (seven
or more vears) and with records of academic suceess. Because infor-
mation about programs in action is relatively scaree, it seemed most
beneficial to aim at deseriptions of the most commaon context  that is.
clementary schools with Spanish/English programs — as a starting point.
and to look at schools with & good deal of experience. Within these
parameters, the programs selected were geographically diverse and
represented the major variations in (wo-way program design (i.c., 90-
10 and 50-50). As mentioned carlier. two-way immersion prograimns
typically work toward at least three goals: Tanguage and literacey devel-

3 1 8 Two-way Immersion Education
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opment n two languages, high academic achievement, and positive
cross-cultural attitudes and behaviors. This study focused on the first
two and did not collect data directly related o attitudes or other socio-
psvchological outcomes. Others have found positive results in that
area, however (Lambert & Cazabon, 1994; Lindholm, 1994).

For the profiles, we sought to collect information about student
development and about the administrative and instructional practices
that could contribute o the success of the program. In addition w©
descriptive information provided by the schools, our data included
classroom observations, interviews with teachers and stall, a wacher
questionnaire, and student performance measurces.

This volume contains profiles of two-way programs at three sites.
Two of the sites were local to the authors (Key Elementary School in
Arlington. VA, and River Glen Elementary School in San Jose, CA),
s0 observations and contact were possible on a regular basis. At the
third site (Inter-Amertcan Magnet School in Chicago, 11), data collee-
tion was more limited in scope, with less time on site and more long-
distance follow-up. "To maximize comparability, there was an attempt
to keep the data collected similar across sites. but most data were not
controlled in that way  particularly student test data, where, for the
most part, results were obtained for tests that are normally given:
additional westing was not requested.

Classroom observations, interviews, and other data collection were
undertaken during school visits. At Key and River Glen, six site visits
over two vears (1994-1995 and 1995-1996) provided mformation for
the profiles. Each data collection session lasted two o three days:
typically. one day was devoted w a single classroom. whose students
were followed throughout the dayv. Classrooms at Grades 1 through 6
were observed, giving an average of three visits total per grade level.
At River Glen, a pre-K through Grade 6 school, all classroonis were
at the same location: for Kev, a K-5 schooll the sixth grade class was
observed at the receiving middle school.

Site visits provided deseriptive data on the environment and inter-
actional hehavior of teachers, students, and other participants. Class-
room obscrvations focused on aspeets ol the learning environment.
strategies used lor developing proficiency and literaey in two Lan-

introduction O
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guages, strategies for ncgotiating meaning, and teachers’ and students’
language usc. To help focus these observations, six students at each
grade level were selected for closer observation {three native Spanish
speakers and three native Linglish speakers). When appropriate (for
example, during small group work, when only selected students could
be followed), the behavior of these students was more closely attended
to in both student-student and teacher student interactions. Oral and
written language samples were gathered from these students as ex-
amples of language production in the programs.

Interviews were conducted with the prineipal, the program coordi-
nator, teachers, and teacher aides at cach site. These interviews {ol-
lowed protocols ammed at exploring the evolution of the prograin;
pereeptions of the swrengths of the program and arcas needing im-
provement; beliefs about effective instructional practices and program
design elements, particularly related to promoting language learning:
and the imdividual staft member’s background and experence. In
addition, several teachers at cach site completed a written question-
naire, geared at obtaming more detailed information about teaching
and learning (both language and content) in the programs,

Data on student performance were also gathered, tocused on lan-
guage learning and academic achievenient. For Spanish oral language
proficiency, students were rated by teachers on the Student Oral
Proficicney Rating (SOPR) at Key and on the Student Oral Language
Observation Matrix (SOLOAM) at River Glen. The SOPR and the
SOLONMI are very similar instruments that measure comprehension,
fluency, vocabulary, pronunciation, and grammar (rating scales shown
in Appendix A). Both Spanish and English language development
were assessed by the Language Assessment Seales-Oral (LAS-O), which
measure vocabulary, listening comprehension, and story retelling. At
Key, these were administered at third grade only, and at River Glen,
they were given cach year, Grades T through 6. Writing samples in
hoth English and Spanish were also obtaimed for students at hoth sites,

"To consider academic progress, scores were gathered ou standard-
tzed tests that were administered district-wide, At Key, lourth grace
students cach year wok the fowca Test of Basic Skills (ITBS) in English,
including subtests on language, mathematics, reading comprehension,

10 1 8 Two-Way hnmersion Education
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social studies, and scicnce. No achievement tests of content i Spanish
were administered. At River Glen, data were available from La Prueba
Riverside de Realizacion Fspariol for Spanish reading, mathematics, social
studies, and science at Grades 1-6; at Grades 3-7 the Comprehensive Test
of Basic Skills (CTBS) provided data for English language, reading, and
mathematics.

The scope of data gathering was more restricted for Inter-American,
because that site was added later in the project and was more distant,
but it resulted in suflicicnt information to prepare a comparable profile
for this volume. Two site visits were made: a three-day visit in May
1995, followed by a halt-day visit in November 1995 for ¢xtension and
clarification. Six classtooms at Grades 1, 3, and 5 were observed
during routine mstruction, and interviews were conducted with the
principal, program coordinator. four teachers, and a founding parent/
teacher, now working in the District’s bilingual education office.

Student language and academic outcomes were assessed on sev-
ceral measures. Spanish reading and writing scores for Grades 3-8 were
provided by la Prueba Riverside de Realizacion en Espaiiol. "The other
major source of student outcome data was the Hinois Goals Agsess-
ment Program, required of all students in the state except linited
English proficient students with fewer than three vears of schooling in
this country. Reading, mathematics, and writing are tested Grades 3,
0, and 8; science and social sciences are tested in Grades 4 and 7.

In the following chapters, profiles of cach site are presented. re-
porting on the descriptive and quantitative dati obtained for cach
program. Each chapter discusses the school context, program history.
program design, instructional features, and student outcomes. The
final chapter discusses the similarities and differences across the pro-
grams, matching comparable data from the sites wherever available.

Infrodduction 1 9 11
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CHAPTER TWO
Francis Scott Key
Elementary School
Arlington County (VA)
Public Schools

Program Information

Program Overview

The two-way immersion program in Arlington, Virginia, is called
a lwo-way partial immersion program. It was established at Francis Scou
Key Elementary School in 1986 with a first grade class, and one grade
was added each vear as the initial cohort advanced. Kindergarten was
added in 1991. Grades K through 5 arc offered at the clementary
school; students may continue the program m Grades 6-8 at the
middle school, and on into high school at Grades 9 and 10. The
program has become very popular district-wide, and two other cl-
ementary schools began to offer similar programs in 1992.

In the elementary Key School program, cach class includes both
native Spanish spcakers and native English speakers, as well as a few
children who speak another language natively. As Table 2.1 indicates,
approximately 50% of instruction is in English and 50% is in Spanish
throughout the grades. The language of instruction changes at mid-
day. Most classes work with two different tcachers, one who teaches in
Spantsh and onc who teaches in English; students change classrooms
when it is time to change languages cach day. In a few classes, one
bilingual teacher teaches the same class all day, using English for half’
the day and Spanish for the other halfl The choice of language of
instruction for cach academic subject may vary from grade to grade
based on the abilities and preferences of the teaching staft.

A0

BEST COPY AVAILABLE



Table 2.1

50-50 Program Design by Grade Level at Key

Grade Level Yo of Instruction % of Instruction
th Spantsh mn English
Kindergarten-Fifth 50 50

Program Goals

The goals of Key's partial immersion program® are primarily aca-
demic and linguistic. 'The academic aim is for students 10 meet or
exceed the achievement levels of students in non-immersion classes. At
the same time, the program attempts to provide students with a strong
background in Spanish to ensure the development of a high level of
proficiency. The program also aims to develop positive cross-cultural
attitudes and behaviors and high levels of self-esteem.

District and School Characteristics

In 1995, the Arlington Public Schools consisted of 19 elememary
schools, 6 middle schools, and 4 high schools serving a total of 17,031
children. Table 2.2 displays the ethnic diversity of Arlington students.
Approximately 40% of them come from communitics where a lan-
guage other than English s spoken, and 30% of them are Hispanic.
The district had 3,203 limited English profictent (1LEP) students in
1995, or 19% of the 1otal school population. Many of these students’
sccond language development needs were served through English for
Speakers of Other Languages (ESOL) and High Intensity Language
Traming (HIL'T) programs at all cducauonal levels. Other students
were enrolled in two-way immersion programs at one of three schools.
As of 1995, these two-way programs were educating approximately
600 stucents in both Spanish and Fnglish.

" The school distriets term for the program will he used in this section,
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Table 2.2

District and Program Characteristics: Percentage of
Students from Different Ethnic Backgrounds, on Free

Lunch Program, and Limited English Proficient (1995)*

hnmersion Program

Dustrict at Key

(17.000 students) (300 students)
Ethnic Background
Hispanic 30% 48%
European American  42% 46%
African American 8% 5%
Astan American 9% 1%
Native American 0 0
Free/ Reduced-Price Lunch  38% 34%
Limited English Proficient  19% 0%

AU lgures ave rounded.

In 1995, Francis Scout Key Elementary School had a linguisucally
and culturally diverse population of 698 stucents in Grades K-5. Ap-
proximately 40% of Key's students were limited English proficient.
Many received instruction in ESOL or HIL'T programs. Others were
among the Spanish language background students in the two-way

nmmersion progran.

Nearly half of the students at Key were enrolled in the immersion
program, which consisted of four classes at kindergarten, three cach at
first and sccond grades, two cach at third and fourth grades. i one at
fifih grade. The progran is open to any child in Ardington who is inter-
ested, with preference given 1o students in the Key neighborhood. Therve
is a waiting list, and students with siblings i the program are given
prionty for admission. "T'he rest of the candidates are chosen on a fivst-
come, first=served basis, taking into account such variables as grade,

gender, and native language 1o maintain an appropriate balanee,

Francis Scott Key Llementary School
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In 1994-95, there were 318 students in the Key immersion pro-
gram: 47% native Spanish speakers, 51% native English speakers, and
2% native speakers of another language. Forty percent were consid-
ered limited English proficient when they began the program. Ap-
proximately 50% lived outside the school’s boundaries (but within the
school district) and were bused to Key. Eighteen percent of those
bused were native Spanish speakers, and 81% were native English
speakers (Barfield, 1995).

There were more gifted and talented students in the immersion
classes than m Key’s regular classes. (Although the immersion pro-
gram originally began as a program for gifted and talented students, it
is now viewed by the school as a program for all students. In the initial
stages of the program, school officials felt it necessary to label it a
gified and talented program in order to attract cnough students.)
During the period the program was observed for this study, there were
approximately 3-6 gifted students in cach immersion class and 2-3 in
cach non-immersion class. The average class size i the immersion
program was 23 students.

Total African-American enrollment in the program was 4.7% (15
students); total Asian representation was 1.6% (5 students). These
were smaller percentages than in the school as a whole (African-
American 12%, Asian 5%). Percentages for the entire district were
18% African-American and 9% Asian.

The immersion program at Key appears to be including more
students with special needs than in the past. From 1994 to 1995, the
number of students receiving special education services who enrolled
in the immersion program showed a marked increase. This included
13 children with learning disabilities and 20 who were receiving speech
therapy. However, the number of children with learning disabilities
and those recewving speech therapy in immersion was not as high as
those in non-ummersion classes.

The sociocconomic status of students in the immersion program
was deternnined by their participation in the free and reduced-price lunch
program. 1t should be noted that this may not be entirely reliable due to
the fact that participation in the Tunch programs is voluntary. "Pwenty-
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five percent of the children in the partial immersion program received
free lunches, and 9% received reduced-price lunches.

Immersion class sizes ranged from 17 to 26 students, with an
average of 23. Although the primary grades had a fairly even distribu-
tion of native English and native Spanish speakers, the percentage of
native Spanish speakers increased at each grade level. This is because
when children leave the program, their replacements must have enough
proficiency in Spanish to succeed academically. Because the profi-
ciency of students in the program increases from grade level to grade
level, new students entering the program in the upper grades must be
fairly proficient Spanish speakers. Few native English speakers in the
upper elementary school grades are sufficiently proficient in Spanish.
The program has started to remediate this trend by increasing slightly
the number of native English speakers in the lower grades.

History

During the 1980s, Arlington Public Schools offered two programs
for language minority students: English to Speakers of Other Lan-
guages (ESOL) and High Intensity Language Training (HILT). ‘The
ESOL staff became interested in other models and innovations for
cducating language minority and language majority students. Through
a professional development initiative with the Center for Applicd Lin-
guistics (funded by the U.S. Dcepartment of Education), Arlington
admmistrators and ESOL stafl visited a varicty of programs scrving
language minority students, including bilingual programs in Hartford,
Connccticut. These visits took place during the 1985-86 school year.

FFollowing these visits, in the spring of 1986, the principal of Key
School decided to implement a two-way program at his scheol the
following year to give language minority and language majority stu-
dents the opportunity to become hilingual. He first sought parental
support. As 1s often the case m starting up a (wo-way immersion
program, it was casier for the Hispanic parents to understand the
benefits of this innovative model and be convineed o enroll their
children then it was for the English-speaking parents, But by carly
suminer, the principal at Key was able to attraet enough parents from
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cach group to start the program with one class of first graders within
the school’s gifted and talented strand. During the summer, a search
was undertaken for teachers with appropriate qualifications; two teach-
crs, one for the English component and one for the Spanish compo-
nent, were identified. In September 1986, Key’s two-way immersion
program began.

The program was monitored by the district foreign language su-
pervisor. Staft of the Center for Applied Linguistics (CAL) agreed to
provide technical assistance and stafl development and to prepare a
program review at the end of the school year. The first of many
meetings between Key and CAL stafl took place just before the school
year began. A mecting was also held for parents. In addiuon, teachers
and nterested parents visited a local bilingual program for language
minority students and a local foreign language immersion program
(for native Fnglish speakers). As a result, stafl at Key gained access to a
network of local educators who were concerned with similar issues.

The Key School program grew from one class of 18 students in
1986 to 318 students in 1993. The program is viewed as stable by the
school district; the community views it as so successful that local par-
cnts helped start two new immersion programs in the school district in
1992, As the Key program expanded by adding one grade cach vear,
and information about the benefits of the two-language approach was
understood by more Arlington residents, there was an incerease in the
number of parents secking out the program. By 1989, when enroll-
ment was opened to anvone in the school district. school administra-
tors no longer needed 10 recruit new parents; parents were learning
about the program by word of mouth and were coming to the school
on their own to register their children. In fact, 1989 marked the first
time there were more students interested than there were places in the
program. and a waiting list was begun as an equitable wav o keep
track of those who would be next i line for admission. By this time,
there was as much interest among non-Hispautic parents as there was
among Hispanic parents.

In 1991, Arlington Public Schools received a Title VIT Develop-
mental Bilingual Education grant from the U.S. Deparunent of Edu-
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cation to strengthen and expand the Key Elementary School program’s
capacity to serve a greater number of students, fully develop the
curriculum units for all grade levels, improve instructional strategics,
and provide increased teacher training. Title VII funds also contrib-
uted to the program by providing a half-time Project Specialist, add-
ing a supplemental two-way program at the kindergarten level, pro-
viding a Spanish language arts summer school component, establish-
ing a Parent Advisory Committee, and supporting Spanish language
and bilingual literacy classes to increase parent involvement.

The two-way immersion program in Arlington County expanded
to two other schools --Abingdon Llementary and Oakridge Llemen-
tary---in 1992, Since that time, Key Elementary has provided guid-
ance, assistance, and support to the administration and stafl’ at the
new sites. The program has also been extended to the middle school.
In 1994-95, there were 50 former Key immersion students receiving
instruction in Spanish in Grades 6-8 at Williamsburg Middle School.
The first class of immersion students had reached 10th grade; many
were continuing their Spanish language ceducation at Washington-lee
High School.

Because of the ever-increasing interest in Kev's program, school
officials decided 1o expand the program again in the {all of 1993. They
added three kindergarten classes (for a total of four) and one class cach
at first, sccond, and third grade (for a total of three first, three second,
and two third grade classces). There continued to be one class cach of
fourth and fifth grade. The resultant increase in school enrollment
forced Key to establish a satellite site at a school building several miles
away. Of the classes mentioned above, two kindergarten classes, one
first grade, and one sccond grade class were conducted at the new site
(called “Key West™) for two years (1993-1994 and 1994-1995).

In a recent innovation, the program began integrating some stu-
dents from the ESOIL and HILT programs into immersion classes
taught in Spanish, such as rcading and math, in Grades 4 and 5. 'The
mmersion program also began including special education children in
these classes. As a result, fourth and fifth grade students in 1994-95
changed classrooms to participate in multi-age reading and math
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classes according to their ability levels in these subjects. Thus, the
immersion program has moved toward serving a more diverse group
of students than it did originally.

In the 1995-1996 school year, a restructuring took place within the
district, and Key School became exclusively a language-program-
oriented school. Since that tirne, it has housed the two-way immersion
students from both Key and Key West, as well as the ESOL/HILT
pregram.

Program Features

Administrative Features

Because Arlington Public Schools has no bilingual education of-
fice, the two-way immersion program is overseen by the Foreign Lan-
guage Supervisor for the district. Daily administrative support for the
immersion program, however, 1s provided at Key School by the Project
Specialist (also known as the immersion specialist), a position that was
created with Title V11 funds from the U.S. Department of Education.
The immersion specialist provides academic and moral support to
students, familics, and teachers; disseminates information to parents
and educaiors; and handles public relations. She also leads the cur-
riculum development efforts for the program. She makes presenta-
tions locally and nationally about the Key School immersion program
and scrves as a resource to other programs in Arlington as well as to
cducators from around the county and abroad.

Teachers and Staff

The immersion staff at Key School n 1994-1995 included 14 [ull-
time teachers, 3 teacher’s aides in kindergarten classes, and an immer-
sion specialist as coordinator of the program. At Williamsburg Middle
School, there were two teachers who provided instruction in Spanish
for the immersion program. All teachers observed for this study were
women, Of the cight teachers who provided information on their
professional background during interviews, the average number of
vears ol teaching experience was nine, although there was a wide
range, with one first grade teacher m her first year of teaching and a
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sccond grade tcacher with 23 years teaching experience. Four teach-
ers who provided instruction in Spanish were native speakers, coming
from Chile, Colombia, Dominican Republic, and Mcexico. The wwo
who were non-native speakers of Spanish had spent considerable time
in Spanish-spcaking countries-=—18 years n1 Colombia for onc and
scveral years in Costa Rica for the other. Four teachers had bachelor’s
degrees, three had master’s degrees, and one had a doctorate. live
were certified in elementary education, three in English as a second
language, and iwo in bilingual education. There 15 no formal require-
ment for a specific level of Spanish proficiency for those teachers
teaching in Spanish who are not native speakers. However, their
language proliciency is assessed informally by an adimmistrator during
the interview process when they teach a sample lesson to a class.

With regard to the Spanish language skills of teachers teaching in
English, the inumersion specialist suggested that “it is advantageous for
all teachers to be bilingual, including those who weach only in Lin-
ghsh.™ It can help their interactions with parents and shows the sw-
dents that everyone can learn Spanish. “But even more important
than the eachers actually speaking Spanish,” she explained, “is their
demonstration of a positive attitude toward the languages and cultures

PEET)

represented
Curriculum

Students in the immersion classes are expected o progress aca-
demically at the same rate as non-immersion students. At all grade
levels, they receive approximately 50% of their academic instruction
in Spauish and 50% in English. (Sce Table 2.3.) Kindergarten stu-
dents attend the partial immersion program for half the day and
Montessori or regular English kindergarten classes the other half of
the day. For the most part, science, health, and math are taught in
Spanish in all grades, and social studies 1s taught in English.

"his distribution raay vary slightly due to changes in personnel and atempts to
utilize the strengths of individual weachers. For instance, in 1993-04, first grade
soctal studies was tanght in Spanish. and madh was taught in English, The following
vear, however, brought a change in personnel, and the distribution conformed
once again (o the pattern as deseribed.
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Table 2.3

50-50 Curriculum Design by Language, Subject, and Grade
Level

Sczence/ Soctal Math Language
Health Studes Arts
Grades 1-5 Spanish English Spanish Spanish
and
kinglish
Grade & Lnglish Spanish English Spanish
and
Iinglish

Lianguage arts {including reading) 1s taught in both English and
Spanish from Grade 1 forward. Special classes (music, physical educa-
tion, and library) are conducted in English.

The teachers use eacher-made matenals in all subjects to supple-
ment textbooks in Spanish, such as Ciencies (Silver Burdett) or Mateméticas
(Silver Burdett & Ginn), that follow the county curriculum. A curricu-
lum guide (Arlington Public Schools, 1992) and units of study for the
immersion program, as well as a Spanish immersion language arts
curriculum, have been developed by Key School staff. One of the
strengths of this program is the continuous development of units of
study and curriculum guides.

Ongoing and discrete forms of Tanguage assessment are used. The
ongoing assessment instruments include student portfolios and unit
tests in cach subject arca. 'The following discrete assessments are con-
ducted at specific times of the school year:

* cvaluation of Spanish writing samples in Grades 1-5

* evaluation of English writing samples in Grades 2-5

¢ Spanish Oral Proficicucy Assessment (SOPA) in Grade 2

* Language Assessment Scales (LAS) in Spanish in Grades 1-3

* CAL Oral Proficiency Lxam (COPLY) in Spanish in Grade 5

* Student Oral Proficiency Rating (SOPR) m Spanish and English in
Grades K-5
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* Degrees of Reading Power (DRP) in Grades 2-5
* lowa Test of Basic Skills (I'TBS) in Grade 4
* Virginia Literacy Passport Test in Grade 6

Professional Development

The Project Specialist developed a Handbook for Teachers and Adman-
istrators 10 offer guidelines on instructionial issucs. For example, the
handbook suggests strategics 10 encourage students to use Spanish
during Spamsh insiruction time: (a) establish a reward system, (b)
include English-background and Spanish-background children i the
same teams, and (¢) emphasize the importance of being able to speak
another language as well as English.

The handbook encourages continuous cousultation among weach-
crs in order to coordinate their waching and reinforee the content in
both languages. "Teachers are instructed to work in teams and to meet
as often as possible. "The organization of teachers™ teamwork includes
having contact teachers designated for different arcas of the curricu-
lum: (a) the gifted and talented program, () mathematies, and (¢)
science.

Limersion teachers also participate n regular in-service sessions.
In 1993-1994, teachers attended lectures on topics such as second
language acquisition, learning strategics, and enhanced mathematies
instruction. During 1994-1695, as part of a teacher development project
funded by the National lndowment for the Humanities, 20 immer-
sion and non-immersion teachers from Key School engaged m a
comparative study of the works of Mario Vargas Llosa and Ludora
Welty, with a focus on devloping insights into the similarities and
differences between the Latino and Anglo cultures. Program weachers
also attended lectures on multicultural literature for children,

Parcntal Involvement

Key parents are very involved in their children’s education. An
active Parent-'Teacher Association (IPI'A) operates with parents from
both English- and Spauish-speaking backgrounds, The group spou-
sors fund-raising events and special projects, such as book fars and
arts festivals, throughout the year. A smaller group of parents has also
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served as an advisory commitiee to the distriet’s Foreign Language
Advisory Committce. These parents have helped the school board
consider and decide issues regarding school restructuring, neighbor-
hood school status, and articulation of the immersion prog: ::: into
middle and high school. A handbook for parents (Graiy '995) was
developed by a member of the district’s Foreign Language Advisory
Committee, based on her study of the Key program (for her doctoral
dissertation) and her experience with the parent committee.

Within the PTA, the Hispanie parents have formed a Comité de
Padres Latinos (CPLj (Latino Parents Commiittee). The CPLL helps His-
panic parents register their children for the school year and for sum-
mier school. gives workshops on parenting skills and adult literacy, and
involves parents in other schiool activities. For instance, the GPLL has
implemented a tuoring program that involves students in upper grades
tutoring students in lower grades.

Several parents also work as volunteers in the school. helping
studeuts with reading and writing. In addition, two parents write a
monthly bilingual newsletter, her Nofes, that is sent o all parents,
keeping them informed of upcoming events and issues of importance
at the school.

Learning Environment
Classroom

Scating arrangements in the inmersion classrooms we observed
reflected the degree to which teachers tended 10 organize students o
cooperative fearning groups for classroom activities. I the upper grades
(ncluding at the middle school) and in some of the lower grades
observed, the desks were arranged i colummns, sometimes in pairs
formimg two columns, facing the blackboard at the front of the room.
I one case. pairs of students faced cach other. turning their heads o
the side to look ai the front blackboard. In the rest of the lower grade
classrooms, students were scated m groups ol five or six at round or
hexagonal tables.

In most classrooms, there were many visual displavs: some of those
mcluded students” work, i the English classrooms., all displays were in
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English. In first and sccond grade classrooms, there were posters about
classroom rules, an upper and lower case alphabet, calendars, a chart
showing names of colors, posters of plants and sceds and parts of a
plant, and an author-of-the-month display, featuring onc of the student’s
written work. In the back of onc classroom, mailhoxes of construction
paper had been set up for cach child. Other displays throughout the
year included proofreading guidelines, “I'm an American™ rhyme,
and lyrics to patriotic songs. In one English classroom there were often
sentences on the board with grammatical, lexical, and mechanical
errors taken from student work, with the tite “What's wrong?”. Book-
shelves were well stocked with children’s reacing material in English.

In the Spanish classrooms, most displays were in Spanish (c.g.,
classroom rules, alphabet, months of the year, number words, colors).
There were some books in English. Resources i the classroom in-
cluded dictionaries and science texts. Homework assignments were
written on the board m Spanish.

In Grades 3-6, the displays on the walls reflected the use of the
same room for both Spanish and inglish language mstruction (in
three cases with the same teacher). There were, for example, science-
related items and composition guidelines in English and Spanish.
Other resources in the room included math and health books in
Spanish, and spelling books, dictionaries literature. a globe, and wall
maps in English.

There were numerous lists of learning strategies, cooperative work
strategies, writing process steps, and classroom rules. In one sixth
grade classroom. many displays were bilingual. In another Spanish
sixth grade classroom, there was a poster in English about grammuati-
cal categories and several charts ol Spanish verbs conjugated in the
mdicative and the subjunctive nwods. There were magazines and
books i Spanish.

Because Key's immersion program exists as a program within a
school, cach day began with the Pledge of Allegiance rvecited in Ln-
glish over the school’s public address system. Students in the immer-
stion program would then repeat the pledge in Spanisli. Other school
announcements were usually made in English.
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Library Resources

In 1995 the library contained over 17.000 volumes, with Pre-K-
Grade 2 materials on the lower floor and resources for Grades 3-5 on
the upper floor. About 3% of the school’s holdings are in Spanish.
The Spanish and bilingual books are integrated with the English books
by subject matter and arc indicated with a sticker on the binding that
reads “Spanish.” About half a dozen sets of reference materials are
available in Spanish, maimly for the upper grade students, including
encvclopedias and dictionaries. The immersion program also enjoys a
larger set of materials in Spanish that were acquired several vears ago
through other funds dedicated specifically for this purpose: this special
collection was not counted among the library’s general holdings. In
general, the school has had trouble finding appropriate Spanish-
language materials for the cducational level of the students and at
reasonable prices. However, the library has plans to expand its Spanish-
tunguage holdings in the next several yvears.

Technology Resources

In 1995, Key's computer lab consisted of 19 M acintosh comput-
ers, 9 printers, and [ scanner, Software included a site license for the
Bilingual Wniting Center for word processing, 10 copies of Sticky Bear
Reading in English and Spanish. and about 5 CD-ROM stories in
English. Individual classrooms varied in how frequently they used the
computers. Some used then as often as once a week, while others used
them once a month. The most frequent use of computers was for word
processing in Spanish and English. Grade 3-5 classrooms used the
computers the most, often for writing rescarch reports, stories, or
material and graphics for group projects.

Instructional Strategies

Separation of Languages

Kev's Handbook for Teachers and Adminutrators strongly discourages
concurrent use of both mmmersion languages. cither by consecutive
trauslation or code-switching. During observations. all teachers largely
remained faithful to the separation of languages. speaking Spanish
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only during Spanish time and English only during English time. The
handbook states that during Spanish time, “98% of the instructional
ume should be in Spanish”; however, it leaves room for a flexible
application of this policy, especially in kindergarten and the early
grades. During the period this program was observed, even when
students spoke to the teacher in the non-target language (almost all
instances involved students speaking English during Spanish time), the
teachers responded in the target language only. If the students knew
how to express all or most of what they wanted to say in Spanish, for
example, the teacher would often prompt them for Spamish by saying
something like “Como?” (“What?”). Or she might begin to model the
utterance in Spanish, which elicited a repetition of the utterance by
the individual student in Spanish, with the teacher filling in and mod-
eling the unknown words, conjugations, or construction. If the sw-
dents still did not know how to express what they wanted to say in
Spanish, the tcacher would usually model the Spanish for them, occa-
sionally asking the individual student, or sometimes the entire class, to
repeat after her.

Language Development Strategies

Many of the strategies used to make content clear and comprehen-
sible (sce next subsection below) also were helpful in developing stu-
dents’ language. For example, hands-on and cooperative activities
provided many opportunities to practice and use language for mecan-
ingful purposes. Big books, songs, science experiments, and other
manipulatives gave visual and physical dimensions to new vocabulary
and promoted practice of new words and grammatical structures.
Students at all grade levels and across most content arcas were cn-
couraged to write and 1o be aware of the process of writing in both
languages. Reading in both languages was essential 1o acquiring sub-

Jject matter knowledge and was further remforeed in some classrooms

by regular sustained silent reading time.

One aspecet of the curriculum that teachers were beginning o take
amore critical look at in the second year of the observation period was
the role of formal language instruction. Following the original philoso-
phy of immersion instruction, Key teachers previously had not been
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teaching cxplicitly the patterns of grammar in Spanish. However,
after noting some persistent grammatical crrors in students’ spoken
and written Spanish, upper grade teachers in 1994-1995 began 1o
incorporate formal grammar teaching into their language arts instruc-
tion. For example, during a lesson, students’ attention might be drawn
to the patterns of agreement between nouns and verbs, with activities
designed to practice usc of those patterns. This follows the trend in
other immersion programs (Day & Shapson, 1996) to teach f{ormal
rules of the immersion language as part of the curriculum.

Making Content Comprehensible

In classrooms where students are learning through a language
other than their mother tongue, it is essential that teachers make
content clear to all students. In two-way immersion classrooms where
students are fully integrated, every session involves some students learn-
ing content through their non-native language. Because there are
teachers in the program who speak only English, they might not
always undcerstand their limited English proficient students. Such a
scenario was not observed at Key, most likely because many of the
native-Spanish-speaking children enter the immersion program know-
mg at least some English, Nevertheless, in such situations, teachers
may ask another student in the class o interpret the limited English
proficient student’s utterance. The teacher may also ask other students
to explain something to limited English proficient students who are
having trouble understanding her.

The teachers observed employed a variety of strategies to make
content comprehensible. Manipulatives. graphic organtzers. and vi-
sual support {c.g., overhead projector, blackbourd, reaba. show and
tell) were utilized on a daily basis, such as during an carth science
lesson when third grade students used « flashlight and a ball 1o act out
the concepts of rotation and revolution. Abundant visual displays in
all rooms served as models of language, references. and reinforce-
ment. In the first grade. students were encouraged to refer to displays
as models for their wriing, Kinesthetie activities (e.g.. mini-cramas,
miming, T'otal Physical Response) were also used frequently.,

The teachers used a range of means o check student comprehen-
ston of language and content. One first grade teacher utilized physical
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response activities to check aural comprehension during instruction in
English; her Spanish counterpart reviewed each student’s written work
as soon as it was completed. In third grade, one teacher had students
do oral presentations and then ask and answer each other’s questions;
thus, she was able to monitor the presenter’s and other class members’
comprehension of the topic. In the upper grades, teachers relied more
on student requests for clarification. Whether these clarifications were
provided by their classmates or by the teacher varied according to the
teacher’s individual style. .

Tecachers generally spoke clearly and at a slightly slower pace in
the lower grades (1-3) and during explanations of instructions or new
material. "This was especially the case during Spanish instruction. In
the upper grades, teachers tended to speak at a natural pace. Addi-
tional strategies aimed at making meaning clear and modeling lan-
guage werce repetition, rephrasing, paraphrasing, and leading. "T'each-
ers also encouraged students to help each other by providing answers,
explanations, and modcling language forms.

Litde explicit correction of students’ linguistic errors was observed
in the classrooms. Rather, teachers usually accepied student responses
and either modeled the appropriate language or rephrased, para-
phrased, or extended the student’s utterance, thereby serving as a
model. In some cases, the teacher would model the language and ask
the student or the entire class to repeat. This was usually done with
individual unfamiliar words. Correction of written work was not ob-
served very often, though in many cases this probably took place after
school hours.

With regard to language mput, the English-speaking teachers of-
fered students native speaker models of oral and written English. In
their speech, they exhibited a range of vocabulary and gramimatical
structures that broadened as grade levels inereased. A possible excep-
tion was one lower grade teacher’s use of a variety of idiomatic expres-
sions. It was not clear whether the students were able to comprehend
them all. Ani upper grade teacher also included quite a few idiomatic
expressions in her speech, but at the higher grade level such usage
scemed more likely o extend the students’ language development
than impede comprehension.
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Most Spanish-speaking teachers provided highly fluent models of
Spanish, exemplifying several regional standard varicties of the
language. In some cases, American English influences on Spanish
could be detected in syntax (e.g., adjectives before instead of after the
nouns they medify) and lexicon (c.g., colectar, which does not exist in
1 Ost varieties of Spanish, for recoger, “to collect”). There was also some
va ..on in the Spanish proficiency levels of nonnative Spanish-
speaking teachers.

Student Grouping

In the classes observed, cooperative pair or small group work was
used extensively. Numerous grouping strategies were utilized, inchud-
ing mixed ability, mixed language background, homogencous by read-
g level, and spontancous groupings by student preference. Coopera-
tive learning in heterogencous (mixed language background) groups
gives students an opportunity 10 interact in meaningful ways with
peers who are fluent in the language they are learning. As a result,
students have numerous language models besides the teacher, as well
as experiences that help promote the social goal of fostering student
respect for other cultures and peoples. In addition, they have many
more chances to use the language they are learning.

Student Language Use

Separation of Languages

The students remained faithful to the separation of languages
almost always when speaking directly to the teacher and most of the
time when performing academic tasks. Among all students, use of
Spanish during English time was infrequent and usually limited to an
occasional word or phrase. This was true even in the first grade.

In most Spanish classrooms, however, cases of students addressing
the teacher in English during Spanish time were observed (especially
in the lower grades), and English was used frequently in all grades
whenever the teacher was uot present or was not the direet addressee.
English was the predominant language among students in classrooms
where they did not fear being punished for using English during
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Spanish time. The promotion of Spanish usage through creative in-
centives (e.g., make-believe games in lower grades and competitions in
upper grades) helped counteract this trend temporarily. Use of English
for social purposes by all students during Spanish time seemed (o be
equally preponderant in all grades.

In most cases, when teachers became aware of the students’ use of
the inappropriate language, they issued a reminder. This was not
done as often or as consistently in the lower grades. The first grade
teacher, for example, did little 1o discourage the students when they
used English during Spanish ume, but she did occasionally try to
promote the use of Spanish as a sort of game to he played durmg that
portion of the day. Overall. the teachers’ ohserved hcehavior in the
classrooms was consistent with what they reported in interviews that
they would recommend a teacher do in similar situations.

Second Language Fluency and Accuracy

For swdents from both language backgrounds, it was apparent
that their bilingual skills and abilitics increased with cach vear in the
program. Monolingual English-speaking children moved from com-
prehension to production in Spanish i the carly years, then gradually
expanded their vocabulary and control over the conventions of the
language in the tater years. Nauve Spanish-speaking and bilingual
children advanced quickly and steadily in comprehension and produc-
tion skills in Eanglish; by third grade there was litde observable differ-
cnee between them and their native English-speaking peers.

The native Spanish-speaking first graders appeared 1o be quite
comfortable with Enghsh. although mr the elass observed they were not
required to speak much, The weacher usually asked for volhimiteers, so it
is difhicult to judge the level of English of those who did not speak up.
In Spanish, acfew native Fnglish-speaking firse grade students achieved
at very high levels, in some cases completing their assignments faster
than native Spanish speakers,

All second graders appeared to he guite comflortable with spoken
Enghsh, In Spanish. advanced Tanguage learners were able 1o con-
struct complete senwences. A few still did not speak nich in Spanish
{during our observatons) but appeared to comprehend oral and writ-
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ten Spanish. Student writing in English and Spanish still included
invented spelling, perhaps more so among some native Spanish speak-
ers. The English teacher taught language arts daily, and her stated
goal was (0 eradicate invented spelling by the end of the year. Lan-
guage arts was not taught separately from content in Spanish on a
regular basis.

Among the third graders there was litde difference i language
groups with regard to English language fluency. Native Spanish speak-
ers would occasionally overuse definite articles (e.g., “When you save
the money, you can have a bargain™) or [ail to invert the subject and
verb in ecmbedded questions (e.g., “I don’t know what’s ping-pong™).
In general, though, non-standard grammar or word order in English
by native Spanish speakers resembled structures that native English
speakers would and did also use (¢.g., omission of subject-verb mver-
sion in embedded questions). In Spanish, the native English speakers
had achicved a reasonable degree of communicative competence. They
were comfortable communicating basic content information, although
their speech was somewhat slower and more stilted than that of their
native Spanish-speaking peers and included some non-standard gram-
mar and English lexicon. The native Spanish speakers sometimes
varicd from standard grammar, too, but overall they were noticeably
more {luent in Spanish than the native English speakers.

Among the fourth graders, it was difficult to distinguish between
the Spanish-background and Lnglish-background students when they
spoke n LEnglish. In Spanish, although they experienced vocabulary
Iimitatons, the English speakers had a greater degree of fluency than
students i lower grades. Explicit language arts instruction was pro-
vided in the 1994-1995 academic vear, and the students demonstrated
better command of verb inflection patterns. In additien, the students
seemed to know how 1o use some verbs i the preterit tense. They also
had begun to use object pronouns. though they did not always posi-
tion them correctly.

Among the fifth graders. the Spanish-background and Linglish-
hackground groups could not be distunguished from cach other in
terms of their oral mastery of English. In Spanish. the Fnglish-back-
ground speakers enjoved a high degree of fluencey, although they still
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did not match the broader vocabulary of their native Spanish-speak-
ing peers. Incorrect word choice and errors of agreement in number
and gender still occurred. (Interestingly, some Spanish-background
speakers made the same errors as the English speakers.)

The principal stated, in an interview, that she would like to in-
crease the level of Spanish proficiency. The immersion specialist, not-
ing comments by middle school Spanish teachers concerning fossilized
errors, said that more explicit grammar instruction had been added to
the fifth grade Spanish language arts curriculum. (The need for in-
creased focus on form has been recognized in other language educa-
tion programs and is currently being discussed and debated [Harley,
1993]). Further. several aides and teachers interviewed expressed the
concern that there were not enough opportunities 10 use Spanish
during the day 1o cosure higher levels of proficiency, given that elec-
tives (e.g., art, music, physical education) were in English and the
students were surrounded by LEnglish when they left the school. Re-
flecting on the possibility of moving toward a 90-10 model of immer-
sion, where more Spanish is offered in the carlier grades and slowly
decreases to a 50-50 ratio, the principal stated that there was strong
community preference, both among English-speaking and Spanish-
speaking parents, for keeping the 50-30 model.

Student written work

In the fall of 1993, Spanish and linglish writing samples were
collected from the portfolios of cight students --four third graders and
four fifth graders. At cach grade level, two of the students were native
Spanish speakers and two were native English speakers. In the spring
of 1995. Spanish writing samples were collected from the same stu-
dents, and English writing samples were collected from the Spanish-
speaking sixth graders,”

Analyses of these selected student essays in English and Spanish
revealed that, overall, the essays were quite strong with regard to
organization, with greater sophistication evident in the upper grade

*An analysis of focal stadent writing at Key School was undertaken as part of this
project by Blizabeth Howird, a doctoral candidate ar Harvard University at the
time this research was conducted,
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samples. Regardless of the genre or language, the essays contained a
topic sentence, supporting details, and a conclusion. Similarly, all of
the essays were quite good from the standpoin of mechanics. Spelling
errors were infrequent in cach language, regardless of the language
dominance of the student. The spelling errors that did appear did not
scem to reflect a2ny pattern of phonetic confusion between the two
languages. This may be due 1o the fact that there 1s a great deal of
overlap in the mechanics of the languages. Where Spamish differs from
English 1s where the difliculiies in student work appeared. Inverted
punctuation, for example, was missing in all but a few essays, and
accent marks were frequently missing, even in essays written by fifth
and sixth grade Spanish-dominant studertts. In these areas, the stu-
dents mayv benefit from the increased direct instruction that has been
mplemented i the Spanish fanguage arts curricula.

Code-switching, aithough quite rare, only occurred in the Spanisli
essavs, No children used Spanish words in their English essays; how-
cver, there were occasions when both native Eaglish speakers and
native Spanish speakers incorporated inglish words into their Spanish
essays, This [incing is consistent with the observations of oral language
use in the classrooms. Interestingly, the cocde-switehes i the writing
samples were always flagged by quotaton marks, which seems 1o
indlicate intenuonality on the part of the writer.

In generall the English writing sanples were of higher quatity than
the Spanisht writing samples. regarvdless of grade level or native lan-
guage of the student. In other words, tie English wiiting ability of
stuclents in the program did not seem to be negatively aflected by their
having received 30% ol their academic struction in Spanish. The
(99319 evaluaden of the program (Barlfield & Rhodes. 1994)
reached a simlar conchisions. Indeed. the evaluaton concluded that
cdual Linguage instruction seemed o have had a posiiive etlect, given
that alt classes in the tvo-wav inmersion program scored higher than
comparable non-immersion classes on the conmv-wide assessment ol
Enghish writing.

o ilfustrate the type of wiiting produced i tie second Linguage.
two writing samples by fourth graders ave reproduced here. The first
s an essay written by a fourth grade native Eaglish speaker woward the
nd of the TO45- 1996 acidemic vear,
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Irlanda

Irlanda ¢s un pais en uropa debajo de Inglalterra. Ius divido en dos
partes: Irlanda y norte Irlanda. Norte Irlanda es parte de Gran
Bnttanica.

La tierra de Irlanda es muy fertile y plantas crecen bueno. La papa
es el comuda principal. Hay muchos campos eu Irlanda y mucha de
lo gente pesca. Tarhien es muy frid.

La idwma de Irlanda es Gaelic. Mucho inglés es hablado tambien.
Hay muchas ciudades y el capiial o5 Dublin. Olro cludades son
Galweay y Belfast.

Irlanda es un isla gy honita norte y sur.

Lrin go bra!

(ista toda las dias)
|Ireland
Treland 1s a country in Europe underneath England. Tts
divided into two parts: Ireland and Novibern Treland,
Northern Ireland is part of Great Britain.

Ireland’s land is very fertile and plants grow good. The
potato is the main food. There are manvy ficlds in Ireland
and many people fish. IUs also very cold.

The language of Ireland s Gaclic. Much Enghsh is also
spoken. There are many cities and the capital s Dublin,
Other cities are Galway and Belfast.

Ireland is a very pretty island north and south.

Erin go Inaglh!

fsland every day)
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The next sample is an English essay written by a native-Spanish-
speaking fourth grader at the same time of the year.

Jamestown

Because of the Indians, the store house pul on_fire and mosquitos
the capital Jamestown was moved by the colonists to Wikamshurg.
The colonists thought nobody owned the land because they did not see
anybody. However there were people who owned the land, they were
the Indans, and they were hating the colonists because they were
taking their land. The Indians and the colonsts made a deal because
their men were ge. ‘ing hilled.

Student Qutcomes

Oral Language Development

Several kinds of test data were collected on the students in Key’s
immersion program to asscss their language development.” For the
past six years, the Student Oral Proficiency Rating (SOPR) {sce Ap-
pendix A) has been used by (cachers to assess oval language proli-
ciency in Spanish for all immersion students in Grades K through 5.
Each student is rated on five categories of oral language proficiency:
comprchension, fluency, vocabulary, pronunciation, and grammar.
IFor cach category, the student is rated at one of five levels, ranging
from 1, indicating little or no ability, to 3, indicating a level of ability
cquivalent to that of & native speaker of the language of the same age.
Table 2.4 shows that students’ oral language ahility in Spanish
progresses rather steadily as they continue in the program.’ (Students
are not {formally asscssed for language proficiencey at the middle school;
hence, no similar data are available on the sixth grade students ob-
served i this case study)

* For the most part, test scores ave from 19935, Inthe case of the LAS {Table 2.5
no test was administered in THH5, <o 1994 scores are presented here,
© Students receiving a wtal score of 19 or higher are considered ileent.
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Table 2.4

1995 SOPR Scores (Spanish)”

Grade Level and Language Percent Average
Background Fluent Score
First Grade:
Spanish Speakers 88% 23.0
English Speakers 21% 14.0

Second Grade:

Spanish Speakers 100% 234

English Speakers 21% 16.4
Third Grade:

Spanish Speakers N.A N.AL

English Speakers N.A, N

Fourth Grade:
Spanish Speakers 100% 245
Lnglish Speakers 43% 19.8

I'ifth Grade:

Spanish Speakers 100% 23.9
Lnglish Speakers +3% 19.7

Ratings were available for only about 70% of Kev stuclents,

Despite receiving only half of their daily instruction in English.
Key's immersion students are excelling in English language develop-
ment. In 1994, the Language Assessment Scales-Oral (LAS-O) was
used o measure the students’ EFnglish language development. The
LAS-O measures vocabulary, listening comprehension, and story re-
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telling. According to the program’s 1993-94 evaluation report (Barfield
& Rhodes, 1994), both nauve English and native Spanish speakers
scored well on the LAS-O, with 78% of the third graders scoring at
the highest level {5) and the other 22% at level 4, both levels being
considered fluent. It is also interesting to note that there were no
significant differences between native-English- and native-Spanish-
speaking students.

Academic Achievement

In March of each year, all fourth graders in Ariington Public
Schools are administered the lowa Test of Basic Skills (ITBS) in Ln-
glish. Subtests include vocabulary, reading comprehension, language
(spelling, capitalization. punctuation, language usage), work study skills
(visual, refcrence), mathematics (concept, problem solving, computa-
tion), science, and social studies. Test results show that students in the
immersion program have progressed in academic areas as well as or
better than other students at their grade level. A somewhat higher
level of achievement might be expected for the stu.onts in the pro-
gram overall, given the higher proportion of students classified as
gifted in immersion as opposed to non-immersion classrooms.

The immersion students have scored significantly higher than the
national average {expressed as the 50th percentile) for the past three
years. As Table 2.5 indicates, the immersion students scored better
than their peers in the state and county, and even better than non-
munersion students at Key School.” These results are especially inter-
csting in hight of the fact that the immersion students have often been
studying scicnce, soctal studics, and mathematics in Spanish, while the
I'TBS is in English. When native and nonnative Iinglish speakers are
compared, however, the native English speakers overall scored higher
in all seven acadenne arcas of the 1'I'BS (Barficld, 1993).

Because Key docs not administer standardized tests of content in
Spanish, we were not able to compare their performance in Spanish

Y fact. Barfield (1995) compared 12 fourth grade immersion stadents with 12
non-immersion students who were matched for gender, ethnicity, socioeconomic
status, native language. and Eoglish prolicieney. Oun the TTBS, the immersion
students in the sample performed significiotly better than the non-immersion
students on all subtests and had higher compaosite scores,
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with groups clsewhere. However, teacher reports of in-class assess-
ments of content learning through Spanish support the observation
that steady progress and good results are obtained.

Table 2.5

1995 Iowa Test of Basic Skills Average Percentiles as
Compared to a National Sample (Fourth Graders Only)

Language  Math  Reading Social  Sctence
Comprehension — Studies
Immersion (Key) 79 93 89 86 84
Non-immersion 45 68 53 49 66
(Key)
Arlington County 71 81 7+ 76 79

Public Schools

Commonwealth b4 606 61 65 71
ol Virginia

Program Impact
The partial inunersion program possesses a number of qualities
that are believed to contribute to its success. 'The following arc aspects
of the program mentioned in nterviews with program teachers, aides,
and administrators with regard to the program’s strengths:
* Balanced ratio of students and teachers by language background:
cqual efforts to involve parents from cach language background.
*  Separation of languages; news bulleting in hoth languages; parent
hotline. ,
*  Cooperation between Spanish and English counterparts.
* Integration of cthnic groups.
¢+ Cultivation of self-esteem; respect for bilingualism; respect {or others.
The following are suninaries or quotations of comments made by
program teachers and administrators with regard to the program’s
strengths:

Francis Scoit Rey Elementary School an
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* Important components for success have been the time and money
that have been donated to the program by LULAC, the Comité de
Padres Latinos, and other community members.

+  “] definitely think it is important that everything be in Spanish in
the classroom. That keeps the confusion down and stuff. And I also
think that it’s good for Spanish to be valued m the school, . . . 'cause
lot of time they’re {Spanish-background students] not proud that they
know Spanish.”

*  “The expectations are high. We like to have our students do well
and we demand a lot of work from them, and we make 1t i such a
way that they enjoy it. So Ithink that the results are good because they
know we expect them o work well, and they have our support. Most
of them have support at home. The parents are very supportive of
their work, of the program, and of the things we do and ask them o
help us with.”

«  The program 1s constanuy evolving: [about bottom-up decisions
and the possibilities for the weachers to experiment with improve-
ments| “1 feel good about the program because we are abways at the
door to sce what is out there, but things are not imposed and we take a
vear or two to make decisions [involving the whole program].”

Key staff’ and administration also realize the need 1o continually
assess the effectiveness of their program. Toward that end. adjust-
ments and innovations are regularly discussed. "The following are as-
pects of the program mentioned i statenients made by program
teachers, aides, and administrators with regard 1o the arcas of the
program that could be improved:

*  More Spamish imput needed (especially in Grades 1-2): more ume
and opportunities (o use Spauish oral language for native Lnglish
speakers.

*  More Spanish language resource materials.

* Increased explicic fanguage instruction (in meaninglul contexts).
[alter the lessons on the past form of verbs| “They are more aware
that that is one thing they need to sav right: thev're more conscien-
tious about saving it right. . . . 'm gomg (o do it next vear because |
see the progress, even though its not perfeet. But maybe as we get
more organized and more structured. we'll see more progress.”
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*  Homework support afier school for students whose parents can’t
help them at home.

*  More planning time for tcachers. “What | would like 1o have 1s
I’'ve been saying this—- . . . ‘Give us some more planning time - Give
us some planning time. We don’t have any.”™ [What ume is allocated
15 often taken up by meetings. |

*  More second language acquisition training for teachers. “I'm firmly
convinieed that everybody in this program should have ESIL back-
ground. . . . Isn’tit better 1o know how language develops®™

Conclusions

This profile has deseribed Francis Scott Key Elementary School's
two-way immersion program after its cighth and ninth vears of imple-
menting a 30-50 program model. Key teachers use a number of
strategices to support first and second language development, o negoti-
ate meaning, and to provide high level instruction. Key’s commitment
to professional development has ercated a cadre of wachers trained in
mstructional strategies appropriate to the model. New and less inexpe-
rienced teachers at Key benefit frome collaboraton with then inore
experienced grade-level colleagues. The teachers and administrators
arce very supporuve of the program and feel that it is having a very
posiive impact on the students” development of bilingualism and
biliteracy. as well as ou thew academic achievement.

Looking at these results from the perspective of the students™ En-
ghsh language proficiency. 1 as clear that the dnglish-background
students have not suffered at all mtheir contnued development of
Langlish tanguage arts, but rather have achieved high levels of perfor-
mance. The results are even more dramatic for the pative Spanish
speakers. The Spamsh-background stndents showed impressive gains
in Enghsh language proficieney across the grades and were not only
fluent. but largely indistinguishable front their native-English-speaking
peers by fowrth grade. Observatons of selected students clearly showed
that the Spamish-speaking students had acquived English and even
preferred to use English in mteractions with other Faglish and Span-
1sh speakers,
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In addition, all of the Spanish-speaking students were fluent in
Spanish, and the English speakers gained a high level of oral profi-
ciency in Spanish across the grade levels. Classroom observations also
demonstrated that, over the years, students build sufficient proficiency
in Spanish to interact with the teacher and their peers during Spanish
instruction. However, they showed a preference for speaking English
and used English whenever they had the chance.

In summary, the objective that students would develop proficiency
n two languages was met by both native English and native Spanish
spcakers, albeit to varying degrecs. The students showed proficiency
in all arcas of development including pronunciation, vocabulary, gram-
mar, and sociolinguistically appropriate use of the language. Aca-
demic performance goals were met as well. In content arca skills, the
1995 F'TBS scores show Key immersion students exceeding, on the
average, their peers within the school, the district, and the state m all
content arcas tested. Overall, the administrators and teachers feel that
the program is meeting its goals even as they continue working to
improve 1t.
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CHAPTER THREE
River Glen
Elementary School
San José (CA) Unified
School District

Program Information

Program Overview

The two-way bilingual immersion program at River Glen Elemen-
tary School in San José, California, provides an inunersion model for
native English speakers and a bilingual maintenance model for native
Spanish speakers. The current program serves as o magnet school in
the district. As of the 1994-1995 school year, River Glen included
preschool through sixth grade and had 380 students.

River Glen’s program follows the 90-10 two-way immersion model
developed by the California State Department of Educadon (see see-
tion on History below). Table 8.1 shows the breakdown of language of
instruction by grade level. In the 90-10 model at kindergarten and first
grade, 90% of the instructional day is devoted to content instruction in
Spanish and 10% to English. At the second and third grade levels,
students receive 80-85% of their instruction in Spanish and 15-20% in
English. By fourth and fifth grades, 60% of the instructional day is in
Spanish and 40% in English. At the sixth grade level, the students®
structional tme is evenly balauced between English and Spanish.
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Table 3.1

90-10 Program Design by Grade Level at River Glen

Grade Level % Instruction % Instruction
in Spanish in English

Kindergarten-First ~ 90% 10%

Second 83% 153%

Third - 80% 20%

Fourth-Fifth 60% +0%

Sixth 50% 50%

Program Goals

There are three major program goals at River Glen. The first is
that students will become bilingual and biliterate by the ¢nd of seven
vears in the program. The second is that students will experience
academic success by achieving at or above grade level in all subject
areas. River Glen wants to ensure that all students are academically
challenged and motivated to continue to study throughout their school-
g carcer. The third goal is that students will acquire an appreciation
and understanding of other cultures, while developing positive aui-
tudes toward themselves and ther academic abilities. An outgrowth of
this goal is that students will develop a sense of advocacy for them-
selves and for children who speak other languages. (As noted in the
introduction to this volume, this profile focuses primarily on the first two
goals, but other sources (e.g., Lindholm, 1994) deal with the third.)

District and School Characteristics

The San Jos¢ Unified School Distriet is an urban school district
located in Santa Clara County at the southern end of San rancisco
Bay in northern California. San Jos¢ Unified comprises 42 schools and
has a otal student enrollment of approximately 31.000. "Table 3.2
presents the pereentage of students from different ethnic groups, the
pereentage of students receiving free or reduced-price lunches, and
the percentage of Timited English proficient students in the district and
at River Glen School,

44 Two-Way immersion Education

51

BEST COPY AVAILABLE



by

@@S

In San José Unified’s diverse district, Hispanic students make up
46% of the student body; 35% are European American, 14% Asian
American, 4% African American, and % Native American. Approxi-
mately 25% arc classificd as limited English proficient (LEP), and 42%
participate m the free/reduced-price lunch program.

Approximatcly 68% of the River Glen school’s population is His-
panic, with 29% Europcan American, 2% African Amcerican, 1%
Asian American, and less than 1% (.3%) Native American. Over half
(54%) of River Glen’s students enter school with limited English profi-
ciency. Although 47% of River Glen’s students arc from low-income
houscholds, only 16% of the native-English-speaking students partici-
pate in the free lunch program, whercas 75% of the native-Spanish-
speaking students participate.

Table 3.2

District ard School Characteristics: Percentage of
Students from Different Ethnic Backgrounds,on the Free
Lunch Program, and Limited English Proficient (1995)

Dustinct Schoo!
(31.000 studenis) (580 students)
Lthnic Breakdoicn
Hispanic +6% 68%
LEuropean American 35% 29%
African American 4% 2%
Asian American 14% 1%
Native American 1% (%*
Free/ Reduced-Price Lunch 129% 47 %,
LD Popudation 25% H4%

*All figures ire romuded. The population of Nitive Amevieans is 3%,
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History

To assist in the San José Unified School District’s d(-tscgrcgzui6n
efforts, River Glen’s two-way bilingual immersion program was founded
in 1986 as a magnet program within the communications magnet
theme at Washington Elementary School. Conceived by the Oftice of
Bilingual Education at the California State Department of Education
in 1985 following the successful San Dicgo model, the proposed two-
way bilingual immersion model combined the most salient features of
a maintenance bilingual education model for language minority stu-
dents with a foreign language immersion model for language majority
students. The State Department of Education issued a request for
mierest to pilot the program, resulting in the selection of five school
districts: San José, San Francisco, Oakland, Santa Monica/Malibu,
and San Diego. The five districts were to comprise a cooperative so
that training, resources, and communication would be facilitated dur-
ing program planning and implementation. That same vear, the Of-
fice of Bilingual Education in Sacramento applied for a federval Tide
V11 cooperative grant to help fund the bilingual immersion coopera-
tive in the five identified districts. "The grant was not awarded, but one
vear later, in 1986, the grant application was resubmitted and subsc-
quently revised and approved for funding to implement two-way bilin-
gual immersion programs in San José, San Francisco. and Qakland.

Also in 1986, the San José Unified School District camie under
court order to descgregate its schools. 'T'he district proposed a volun-
tary participation descgregation plan that was approved by the court
and left the district under the supervision of a court-appointed Deseg-
regation Compliance Monitor.

In order to receve desegregation funding, participating schools in
the distriet needed to create a magnet program that would attract a
range of diverse students from among the district’s population. "T'he
two-way program was labeled an carly foreign language instruction
magnet program. In 1986, the program began with two kindergartens
and one first grade classroom at Washington Elementary School. At
this time, there were three distinet programs in operation at Washing-
ton Elementary: the English monolingual program for Fnglish speak-
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cers, a transitional bilingual program for Spanish speakers, and the
two-way program.

In 1987, the program received another Tile VI gram, which
allowed it to expand by one grade level per vear. By 1989, the program’s
space at Washington Elementary School was no longer sufficient. The
program became a satellite of Washington School and was moved
from its original site ncar downtown San José to the River Glen site in
the largely middle-class and English-speaking Willow Glen neighbor-
hood. Though the new site took the program out of the mostly Span-
ish-spcaking community of Washington Flemenuary, native Spanish
speakers’ enrollment at River Glen wavered only slightly. l‘or desegre-
gation purposcs, River Glen’s enrollment was still considered part of
Washington's student population, as the two schools continued a col-
laborative relationship. The River Glen campus also housed two com-
munity programs: the Alzhenmer’s Center and the Mexican-American
Community Services Agency (MACSA).

By 1991, the two-way program had grown to include Grades K-6
and was serving 260 students. Both the Alzheimer’s Center and
MACSA had left the site, and the program was able to appropriate
the office arca and a portable classroom for its use. Also in 1491, the
program applied for and received o three-vear Tide VI developmen-
tal bilingual cducation grant to support preschool and middle school
expansion. Additonally, a Community Development Block Grant was
approved by the City of San Jos¢ o finance a preschool building
whose constructon was completed in December 19920 With the addi-
ton of this building and its component preschool program in Jamary
1993, River Glen hegan providing services o a0 Spanish-speaking
leeder population for its kindergarten. Maobile classrooms have been
added to the site for the fibrav/media centers and River Glen now
provides extended day care for students hefore and alter school.

The current principal came o River Glen i 19940 The former
principal drom 1989 1w 1990 is stll at River Glen but currently
[ocuses her efforts onca "Fide VI-lunded academic exeellence project
o expand the two-winy prograi to other schools around the country,

The two-way bilingual immersion program at River Glen has
reccived two awards for academie excellenee: 1 The Santa Gl
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Glenn Hoflman Exemplary Program Award, 1989; and (2) The Cali-
fornia Association for Rilingual Educatior’s (CABL) Iixemplary Bilin-
gual Practices Award, 1991, for meceting the needs of language minor-
ity students. In addition, River Glen has been recognized by the
California State Department of Education and the U.S. Department
of Education’s Office of Bilingual Lducation and Minority Languages
Affairs (OBEMIA) as an Academic Excellence school and has re-
ceived funding from OBEMILA (o disseminate its two-way bilingual
immersion model throughout the siate and nation.

Program Features

Administrative Facrors

River Glen has received mixed support from the San José Unified
School District admintstration and Board of Education. Though its
program has received laudatory atiention around the country, River
Glen parents and stafl have had o work hard o gain district support
and approval for the program. A few inchvidual board members or
administrators have been very supportive, but m general there has
been litde support from the administration or school board.

At the school-site level, there s exceptional leadership and sup-
port. The former principal and the current principal have consicler-
able knowledge of the characteristes that make a school and a second
language education program cffective. They communicate high ex-
pectations for all students and assure that the staff] parents, and stu-
dents live up to these expectations. They make certain that teachers
are fully trained and observe them frequently in the classroom. "they
provide [or follow-through in professional development, involve teachers
m decision making, and discuss the curniculum at stafl’ meetings with
carcful atention o articulation across grade levels.

Another source of administrative assistanee is the extremely ca-
pable curriculum specialist. She has been with the program since it
began at Washington School and understands the program model and
how (o implement it well. By considerving the theoretical and peda-
gogical mplications of any proposed changes, she has helped the
program (o improve. This careful attention to the theory and peda-
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gogy underlying the model has helped River Glen become an exem-
plary 90-10 program.

Teachers and Staff

The six teachers observed at River Glen (Grades 1-6) came from
Spanish, English, and bilingual backgrounds. All teachers were women;
four were of Mexican or Latin American descent, and two were of
European descent. All were bilingual. They have had social, tinguistic,
and cducational experiences in Mexico, Guatemala, Colombia, China,
and various states in the union. Although River Glen has no formal
Spanish proficiency requirement for teachers who teach in Spantuh,
their language proficiency is assessed informally by @ administrator
during the hiring intesview. All teachers had very high levels of Span-
ish and English proficiency, though the proficiency levels varied some-
what from teacher to teacher. Some teachers were native speakers ol
Spanish and had been educated in Spanish. Other teachers were
bilingual from childhood or learned Spanish as adults. The multicultural
background of the teachers showed in their pedagogy and blended
well with the diverse clemienis that the students themsehves brought te
the classroom.

Allsix teachers maintained extreniciy positive attitudes toward the
program and its stafl and students. They beheved the program v be
very ceflective, helping to create high social and acadeinic standards lor
leadership and learning among the students.

There was a Ingh degree of teacher turnover just before and
during the observadon period. The mited experiencs and training of
main of the teachers observed aflected student mteractions and out-
cornes. In the first vear of the obscrvation of this progeam, there were
three teachers new to the program and new o teaching. Thus, the fivst
grade teacher preferred not to be included in the observations. The
fifth grade teacher left m December and a new Spanish-laniguage
teacher could not Le located. As a vesult, the fifth graders spent more
than hall of the year studving largely in English, At the end of that
vear, another four teachers left the stadl] so the second vear of abserva-
tions involved another new set ol teachers, With so many new stafl'in
a relatively short peviod, the program had to confront stafl inexperi-
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ence as an issue. It should be noted that the departing weachers did not
leave because they were dissatisfied, but because they needed 1o relo-
cate 1o a different arca or stop working due to illness or maternity
leave. Another teacher moved 1o a new school o assume an adnunis-
trative position.

Curriculum

The instructional content at River Glen is equivalent 1o that for
other students at the same grades in the San José Unified School
District. However, since River Glen’s program is a 90-10 immersion
model. schedules are carefully structured o teach all required academic
subjects using methods that are appropriaie for both grade-level
achicvement and bilingual (Spanisli/ English) language acquisition.

Table 3.3 shows the content arcas taught i cach langiage at cach
grace level. In the 90-10 model e kindergarten and firse grade, all
content mstruction occurs in Spanish, and lLnglish time 15 used to
develop oral language proficiency. Reading instruction begins in Span-
ish for botli Spanish-speaking and Enghsh-speaking students. At the
sccoud and third grade levels, when students receive 80-83% of their
instruction i Spanish and 15-20% in English, ail content s tanght in
Spanish. In sccond grade. Eaglish ume s largely spent in developing
oral language proficiency, but beginmng to develop academie Tan-
guage skills in English. In third grade. students begin formal English
reading. At the fourth-. fifth-, and sixth-grade Tevels, when students
spend close 1o hall their dayv in cach language, the content aveas
taught in cach language depend en the available cuvriculun matertals
and supporung resource materials, However, an atempt is made o
assure that students are given opportimtes w develop academice lan-
guage i cach of the njor curricular areas,

The Tte intraducton to formad Faglish reading is an important
part ol the program model. "The wnplementadon of English reading
mstruction vequires i requisite fevel of Spanish fanguage hteracy, When
exanuning students” achicvement test scoves i English, it is important
(o keep m nmind that students do not read i English unail thivd grade,
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Table 3.3

90-10 Curriculum Design by Language Grade Level

Grade Science/ Seaal Math Language
Level Health Studiey Arts
Kindergarten-  Spanish Spanish Spanish Spanish*
First and
English
Second Spanish Spauish Spanish Spanish*
and
Finglish
Third Spanish Spanish Spanish Spanish*
and
Faghish
FFourth-Fifth Spanish Fnglish Spanish Spanish
and
Inglish
Sixth English Spanish Spawsh Spanish
and
Fonglish

* indicates the language of reading instrucdon

Professional Development

Professional development is a high priority at River Glen. Teach-
ers receive extensive training and professional development in a num-
ber ol arcas. College courses and mservice workshops are the pre-
dommant means ol teacher development in topics refated to Spanish
language, Enghsh language, linguistics. cross-cultural communication,
cultural awarceness, instructional methodology in Spanish and English,
cducational assessment, and cducational rescarch. All new teachers
recetve traming i the theory and rationale for the two-way bilingual
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immersion model and in second language development. Then teach-
ers are trained in cooperative learning, educational equity, and in
cffective instructional techniques appropriate 10 promoting achicve-
ment in language arts, mathematics, science, social studies, critical
thinking, and technology. Training has also included how to articulate
the issues across the grade levels and has integrated follow-through
activities to ensure that the issues focused on during training are
implemented in the classroom. At River Glen there is also a great deal
of tcam tcaching, idea-sharing, and self- and group-examination.

Parental Involvement

There is considerable parent involvement at the school. Parents
volunteer their time as teaching assistants, recess and lunch monitors,
facilitators for school tours, developers of program brochures, and
speakers at workshops and conferences. In addition, parents have high
attendance at home-school workshops, parent-teacher conferences,
and other school-related activities.

A strong parent organization, called HABLA, is composed of hoth
English- and Spanish-speaking parents. This organization functions to
provide support to parents as weéll as parent support to the program.
An important feature of HABLA is that it strongly endorses equal
participation of all parents. "Thus, all meetings are announced in both
English and Spanish, and all presentations to the group and group
mcetings are completely bilingual (not mercly translations from En-
glish tnto Spanish for a small group sitting in the corner). Because
Spanish-speakmg parents are encouraged to attend and made to fecl
welcome, thelr participation is very strong. and they have assumed
strong leadership roles in home-school activities.

Learning Environment

Classroom

All of the classrooms observed had a variety of stimulating and
colorful materials on bulletin boards and arranged around the class-
room. Any language displayed m the classroom materials matched the
language(s) taught in the room. Thus, i the teacher used only Spanish,

1)
te
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then all materials were in Spanish, including all bulletin boards, post-
ers, and books. For those teachers that split their mstructional time
between English and Spanish, there were bulletin boards, posters, and
other instructional matenals in the two languages and books in both
languages as well. In all classes, students” work was displayed.

‘Teachers used cooperative group scating. The desks in cach class-
room were arranged in groups of three to six. In each scating group,
the students sat at their desks side by side and facing one “nother.

Most announcements from the principal’s ofhice were made i
Spanish. Assemblics were frequently conducted in English, however.
unless there were Spanish-speaking presenters.

The teachers worked extensively with classroom aides and often
split their class into two groups when an aide was in the room. If the
aides were presenting the same material as the teacher, generally the
class was split evenly, However, the aides also worked with smaller
groups of students who vequired additional help on separate acuvities,
while the teacher presented material o the rest of the class.

Library Resources

River Glen’s ibrary/media center contains reference and resource
matcerials and books in both English and Spanish. There is a strong
attlempt 1o provide materials appropriate for each grade levet in the
appropriate language(s). However, at the upper grade levels, the stu-
dents do not have much variety in interesting reading material in
Spanish. More advanced books in Spanish of interest to the preteen
group are diflicult to locate. Thus, students turn 10 English book series
such as the Bovear Children, Goosebumps, Nancy Drewe. and so on.

Technology Resources

Computers are used extensively in every classroom, with software
available in both Spanish and English. Learning games and word
processing were the most common applications observed, hut some
teachers also made combiied use of the compiter and overhead pro-

jector o present matertal and exercises. "The library/media center

provided large-sereen television sets and VORS for educational view-
mg. Sonte classrooms i the upper grades kept such equipment in the
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room at all times, while other classes requested it for a given time

period.
Instructional Practices

Separation of Languages

T'cachers adhered strictly to the language policy of the classroom.
Because Kiver Glen follows a 90-10 immersion model, each grade
level had different language requirements (see Table 3.1), but the
teachers never deviated from their individual language schedules. As a
consequence, the students were required to listen, understand, and
interact with the teacher in the appropriate language of the class.
Until fifth grade, the students changed wachers when they received
mstruction in Linglish. From fifth grade on——when the mix of English
and Spanish language instruction was roughly equal  students re-
mained with the same teacher and changed languages at certain points
m the day and for different subjects.

Making Content Comprehensible

T'he teachers employed a number of means to make language and
content comprehensible to the students. Most teachers used a variety
of resources, such as the blackboard, overhead projectors, computers,
videos, Venn diagrams, brainstorming, drama, and acting as well as
concerete contextual references (Visuals, realia) in their lessons.

Teachers at River Glea believe that their instructional strategics
reflect good teaching. They use sheltering, student-teacher modeling,
realia, Total Physical Respounse, illustratons, and rephrasing to im-
prove comprehension and develop vocabulary. "They believe that i is
important to present material in a fashion that students can compre-
hend, and because learning styles and language needs vary among
students, their presentation must also change to accommodate the
students’ needs. Most teachers also feel that content arca instruction is
influcnced by a number of factors, one of which is the language needs
of sccond tanguage learners,

The teachers were very conscious of the need to provide compre-
hensible input and used a variety of question stems and ways of linking

-
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new vocabulary to previously learned material. Sheltering techniques
were also employed, such as simplifying the language input when
necessary; reviewing the main wopic and key vocabulary; checking
frequendy for understanding; modifying their language to the needs of
the students; and using rephrasing, paraphrasing, and synonyms. In
many instances in the lower grades, the teachers had individual stu-
dents or the entire class finish sentences for them. For example:

T: y en nuestro jardin, podemos plantar una legumbre anaranjado que
crece en la tierra. gie llamamos . . . (and in our garden, we can
plant an orange vegetable that grows in the ground, that
we call L. L)

Class: jzanalorias! (carrots)

Teachers also monitored student comprehension through interactive
means such as comprehension checks, clarification requests, a variety
of questioning types, paraphrasing, providing definitions, expansion,
scaffolding, and modeling. For example:

T This week we're gonna be working on a collage.

Class: Collage?

T: Collage, a collage 1s a picture made up of a lot of different
things; it can be words, it can be things, it can be objects.
What | want you to do 15 to pick one of the main charac-
ters of Charlotte’s Web and, to make it a litde bit casier,
we're gonna brainstorm and we're going to think of . . .
{(unintelligible). A brainstorm is where everybody gets
lot of ideas for your collage. But you're only gonna pick
one - one that you wanna do. We'll do that once together
and then maybe you'll get a better idea of what Iwant
Okay, we're gonna start with Charlotte. When you think
of Charlotte in the story, what sort of things do vou think
about?

N
-~
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In the lower clementary classes, Total Physical Response (I'PR)
was [requently used by tcachers 1o negotiate meaning with students. In
addition to TPR and vocabulary checks, teachers across grade levels
were very vigilant about their students” in-class work. When an assign-
ment was given and work begun, every teacher walked around the
class, checking student progress and offering assistance when needed.
At tmes, the teacher needed only to walk about the room as the
students worked silently. At other times, students raised their hands or
formed lines waiting to discuss their work with the teacher. Whatever
the case, the teacher did not resume the lesson until all students with a
question had the opportunity to discuss their work with her.

Language Development Strategies

In Spanish, the teachers generally made use of the indicative,
conditional, subjunctive. and imperative moods. Furthennore, most of
the verb tenses were observed in the teachers™ speech, including present
and mperfect indicatives, preterit, future. conditional, present and
imperfeet subjunctive, imperative, and present perfect indicauve. The
more complicated compound tenses of preterit perfeet or future per-
fect or past perfeet subjunctive were observed mfrequently. Teachers”
language included conjunction antd embedding.

The teachers believed they should not sacrifice content for lan-

guage, Rather, they felt it was necessary to ase challenging material to
build the language skills of their students. These are some strategies
reconunended by the weachers:
¢ Promote a variety of activities and discussions that work to build
vocabulary skills, which in turn influence the anount ol information a
student can take m.
*  Model sophisticated language. Many teachers indicated that when
astudent obviously grasps the coneept. but is having difficulty express-
ing that concept, they will resword or rephrase their utterances so that
the student has o hnguistic model o attach o the concept.

Teachers wended to correct student digressions from target lan-
giage use more than they did actual linguistic errors. Iin the event of
student linguistic errors, most teachers were fikely either o let the
crror pass (F the utterance was intelligible) or simply model the appro-
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priate form back to the student rather than inform the student that his
or her use of the language was incorrect. Also, when students made an
crror, the teachers typically focused on the content as opposed to the
structure of the student’s response.

T (asking the class for words that begin with the letter "y™)
ok, ok, otro. [another.} ¢Elena?

L cllave? [kev?)

1 ahh, Have.

Sl: nollave tiene duble ele. [no. laze has two “I's™ |

T pero liene, pero Elena tiene razin que tiene, cqué? |hut she has,

but Elena has a good reason to think that it has, what?|

S2: dosele. {two 18]

T grucas .. fanlastico, Elena, que Ui le fijaste gue tiene somdos cast
tguales . .. ney bien . .y parecidos . .. muy parectdos. [thank
vou . . . fantastic, Elena, that vou noticed that they have
almost equivalent sounds . .. very good L L very similar
very similar |

Other Strategies

There was a strong emphasis on writing and crcative exploration
m the classroom, both in Spanish and English. Also, English and
Spanish language instruction in the content arcas was mtegrated and
mterrelated i the teachers” lesson plans and provided the students
with a clear and well-coneeived learning environment.

Student Grouping

Students experienced instruction i a number of different grouping
contexts, During some portions of the day. they were engaged in
whole class activities or individual scatwork, At other times. they worked
i pairs, They also spent considerable time working in cooperative
groups. and the physical lavout of the classroom was designed around
these groups. I cachi seating group. the students satat then desks side
by side and facing one another. The weachers changed the populations
of caclh cooperative Tearning group as they saw ie throughout the

vl
~)
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vear. Thus, students were moved to different groups a few times
throughout the vear. Each group rcflected the population of the
classroom, with fairly equal representations of ethnicity and English
and Spanish speakers. Also, at the lower grades, teachers tried to
assure that cach group had a hilingual student who could translate if
necessary.

Student Language uUse

Separation of Languages

Across grade levels and in both academic and non-academic class-
room situations, the speaking ol English between students was fre-
quently observed during Spanish time. At the upper grade levels,
students were expected o speak Spanish during Spanish time, and
teachers often requested students to use Spamish if they were using
English. Students showed high levels of comprehension during elass-
room lecture, discussiott, and work in both Spanish and English. When
students at the upper grade levels were distanced from linguistic an-
thority and given the opportunity to choose a language. more often
than not they spoke English. There was some code-switching in stu-
dent student interactions. In the lower grades. students code-switched
when they did not have the appropriate vocabulary or grammar in
thewr second language. In the upper grades. however, the use of En-
glish during Spanish time did not reflect students”™ inability to express
themselves fully in Spanish: using English was clearly a deliberate
choiee.

In the lower grades, students tended to be more consistent about
speaking Spanish during Spanish time. Deviation from Spanish gener-
ally came in the form of intra-sentential code switching, though these
students also switched mter-sententially.”

" Inler-sentential code switching indicates the ehange of linguage from one sentence
10 another {e.g.. Vamos a la biblioteca. T need o get a couple of books, ). fuira-sentential
code switching refers to the change of language within a sentence (e Jumoy ¢ la
library. 1 need o get a couple of fibves),

4]
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SEGMENT | (Student-Teacher Interaction)
S: si, ¥ cuando hay macha luvia, pues lenemos floods. [ves, and
when there’s a lot\of‘min, then we have floods. |
T: si, inundacién. [yes, floods|
S: inundacion. [{loods. |

SEGMENT 2 (Student Teacher Interaction)
S: are these “takeaways?™

1 st, vestar. [ves, subtraction. |

SEGMENT 3 (Student Student Interaction)

ST what's the respuesta |answer| . . . ok, so what's resoleer [to
solve|?

S2:  (reading from text) 1Us noventa v sets menos diecisers, plus
diecisels . . . no, wait, thirty=six plus thirty-cight |ninety-six
minus sixteen, plus sixtecn . .. no, wait . .. |

S3: 1o, it’s sixty-one,

STt ok, how many «bejas [bees| in the colony then?
Second Language Fluency and Accuracy

Throughout the grade levels, both the Spanish and English speak-
ers maintained their native language {luency and gained greater accu-
racy in using various grammatical, vocabulary, sociolinguistic, and
semantic components, The Spanish speakers who were learning En-
glish understood and produced fluent English with appropriate pro-
nunciation, grammar, and vocabulary. 'urthermore, they demonstrated
an understanding of sociolinguistic rules during communication ex-
changes. The challenge for these students was in developing the higher
level cognitive-academic language for literacy tasks that would pro-
vide the foundation for their content instruction in English.

Among English speakers learning Spanish at the carly grade levels,
there was clear acquisition of comprehension skills in the first few
months of the program. These comprehension skills continued (o
cdevelop throughout their participation in the progran, These students
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also used appropriate pronunciation and simple vocabulary and gram-
mar in Spanish, and they did so quite fluently. Although in the upper
grade levels; students were clearly able 1o express themselves with
greater case, they demonstrated more limited grammatical construc-
tions and vocabulary than one would expect of a native speaker at the
same grade level. Almost all of these swudents were rated by their
teachers as proficient' in Spanish at the appropriate grade level.

The students” mteractions with each other were fluid, though some-
tmes unpredictable. At times they would provide linguistie guidance
for cach other, while at others they would make fun of aceents or word
chotce.

SEGMENT 4

St: cddnde estd Juan? [where 1s Juan?]
S2e eleh coomo se dice “woke up lae”™? [heouh, L. how do you

say “woke up late™?|
Sl: se despertd tarde. {he woke up lae. |
S2: s [ves.
SEGMENT 3

T cque encantrara? | what will he find?]

Sl: e hote. [a boat, |

S2: (mudges ST) es wn bote. |it's a boat.

St: thats what 1 said. wn hote.

520 vou said “un botay.” (emphasizes Foglish aceent)
Sl: oh, just relax,

Whether or not these students were breaking rules or adhering o
them. they were making consistent use of both Spanish and English.
Although there scemed to be a disproportionate amount of English in
their social language. the students were able o comprehend spoken
and written Spanish and English and were able o produce meaning-
ful. fluent speech in both languages.

" Students” proficiency was rated with respeet to comprehiension, flacney. pronm-

ciation, grammir, anc vocabulary (See ‘Fable 3.1 on page 635,
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Student written work

Analyses of writing samples for selected individual students indi-
cated that students were developing strong academic language skills in
the upper grades. Because teachers had the students develop story
webs and outlines, their written work tended to reflect this preliminary
organization. Furthermore, there was evidence of appropriatc sen-
tence structure, spelling, punctuation, and verb tenses. In the few
writing samples analyzed, students produced a few sentence embeddings
and complex constructions. Students’ writing reflected a variety of
verb tenses and good subject-verb and adjective-noun agreement. Stu-
dents also made the distinction between the use of ser and estar. (Both
mean “to be” in English, but have distinctly different uses in Spanish.)
The following portion of a writing sample was produced by a native-
Lnglish-speaking fourth grader:

smpecé el cuarto grado en River Glen con la Muaestra Garela. Yo no sabia que
temas thamos a aprender. Ae di cuenta que thamos a estudiar California. Yo no
sabia muchas cosas de Celifornia pero ahora sé bastante. La Misién Santa Clara
es muy bontla. Queda may cerca a San fosé. Es interesante aprender del estado en
que uno vivo. Aprendi mucho de Californta porque hay muclo que aprender. . . .
Ahora cuando wus padres quicren saber algo de California, piden informacion de
mi. . . . Aprendi como Thomas Edison se pusé sordo cuando una persona jald su
otdo. No sabia que una persona podia perder sit sentido de oir.

[! started fourth grade at River Glen with Teacher Garcia. 1 didn't
know what topics we would be learning. I found out that we were
going to study California. I didn’t know many things about California
but now [ know a lot. Santa Clara Mission is very pretty. It is located
very close to San José, It is interesting to learn about the state in which
one lives. T learned a lot about California because there is much 1o
learn. . . . Now when my parents want o know something about
California, they ask me. . . . 1 learned how "Thomas Edison became
deaf when a person pulled his car. 1 didn’t know that a person could
lose their sense of hearing. |

<
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Student Qutcomes

Oral Language Development

Student outcomes regarding language proficiency were derived
from the Student Oral Language Obscrvation Matrix (SOLONM) and
the Language Assessment Scales (LLAS).

Table 3.4 presents the average ratings of first through {ifth grade
students on the Spanish SOLOM administered by teachers at the end
of the year. Across grade levels, the Spanish SOLOM scores were very
high for Spanish speakers, with average scores of 23.8-24.7 (out of a
possible score of 25). For English speakers, scores generally increased
across the grade levels. By first grade, at least half of the English
speakers were rated fluent in Spanish, and by fourth grade, almost all
of therm were.

Table 3.5 shows corresponding LAS scores for the English oral
proficiency of Spanish speakers. Among native Spanish speakers, the
percentage of students designated as fluent i Engtish (Levels 4 and 5)
mcrcased from 50% m Grade | 1o 74% in Grade 2, 95% in Grade 3,
and 100% in Grades 4 through 6. Average scores mereased from 62 in
Grade 1 10 87 in Grade 6.

In sum, results from the LAS and the SOLOM were consistent in
showing that the Fnglish-speaking students were making progress in
Spauish oral language skills and were maintaining their high oral
language proficiency in English. Spanish-speakers continued fo ad-
vance in Spanish while making impressive gains in oral Pnglish lan-
guage proficiency. By third grade, the majority of Spanish-speaking
stuuents scored as fluent Lnglish proficient and a majorny ol the
English-speaking students scored as fluent Spanish proficient.

62 6 9
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Table 3.4

Spanish SOLOM: Average Score and Percentage of
Students Scoring Fluent by Grade Level and Language

Background (1995)

Grade Level and Language
Background

First Grade:
Spanish Speakers
English Speakers

Sceond Grade:
Spanish Speakers
English Speakers

T'hird Grade:
Spamish Speakers
Iinglish Speakers

Fourth Grade:
Spanish Speakers
English Speakers

Fifth Grade:

Spanish Speakers
Lnglish Speakers

River Glen Blementary School

Percent
Fluent

100%

60%

100%
+7%

100%

77%

100%
95%

100%
100%

70

Average
Score

24.7

21.6

24.7
18.4

24.2
23.7
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Table 3.5

English LAS: Average Score and Percentage of Spanish-
Speaking Students Scoring Fluent (1995)

Grade Level Percent Fluen! Average Score
First Grade 50% 62
Second Grade  74% 73
Third Grade 95% 79
Fourth Grade 100% 80
Fifth Grade 100% 91
Sixth Grade 100% 87

Academic Achievement

Reading and Writing Achievement in Spanish. 'The goal at River Glen 1s
for students (o perform at or above grade level in Spanish reading and
writing. Table 3.6 shows the students’ average percentiles from the La
Prueba Riverside de Realizacion en Espaiol reading and writing achieve-
ment subtests for each grade level (first through sixth). Attention to
Table 3.6 indicates that performance in the first through sixth grades
was at or above average (average defined as performance at the 50th
percentile) in reading, with percentiles between 49 and 75, Writing
achievement was also above average, with pereentiles ranging from 60
o 69.

Mathematics, Socral Studies, and Science Achievement tm Spansh. Fable 3.7
presents the percentiles from the La Prueba achicvement test in the
arcas of mathematics, social studics, and science. Attention to Table
3.7 mdicates that mathematics, social studies, and science performaice
was average to ngh for all grades, with pereentiles for the grade levels
between 54 and 76.
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Table 3.6

Spanish Reading and Writing Achievement Scores in
Percentiles (1995)

(rrade Level Reading Achievement Writing Achievement
in Percentiles in Percentiles

First Grade 75 _ -

Second Grade 49 —

Third Grade 54 69

Fourth Grade 60 68

Fifth Grade 50 69

Sixth Grade 57 _ 60

Table 3.7

Spanish Mathematics, Social Studies, and Science
Achievement Scores in Percentiles (1995)

Grade Level Mathematics ~ Writing Science
Achievement Acluevement  Achievement
in Perceniiles in Percenliles  in Percentiles
First Grade 69
Second Grade 60
Third Grade 68 69 68
Fourth Grade 72 67 69
Fifth Grade 59 76 58
Sixth Grade 61 54 O
River Glen tlementary School 7 2 45
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Reading and Language Achievement in English. Table 3.8 shows the
students’ average percentiles from the Comprehensive Test of Basic Skills
(CTBS) reading and language achievement subtests. (It is important to
remember that students did not begin reading instruction, in English
until third grade.) Attention to Table 3.8 indicates that the average
percentiles for all students increased across grade levels in both read-
mg and language: n reading from the 34th percentile in third grade to
the 51st percentile in seventh grade, and in language from the 27th
percentile in third grade to the 52nd percentile in seventh grade.

Table 3.8

English Reading and Language Achievement Scores in
Percentiles by Grade Level (1995)

Grade Level Reading Achievemen!  Language Achievement
in Percentiles i Percentiles

Third Grade 34 27

Fourth Grade -+ 52

Fifth Grade 37 43

Sixth Grade 32 40

Seventh Grade 51 32

Mathematics Achievement in Foanglhish. Auention to Table 3.9 indicates
that the average percentiles in English mathematics increased from
below average in third grade (47th percentile) 0 above average in
seventh grade (63rd pereentile). with deereiments in fifth and sixth
grades.

-
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Table 3.9

English Mathematics' Achievement Scores in Percentiles

(1995)

Grade Level Mathemalics Achievement in Percenliles
Third Grade 47
Fourth Grade 54
Fifth Grade 36
Sixth Grade 37
Seventh Grade 63

Program Impact

River Glen’s teachers and principal were very optimistic about the
impact that participation in the program was having and will continue
to have on the students. Overall, they believed that the cthnic and
linguistic diversity of River Glen helped students to establish a healthy
and realistic world view. Teachers said that in both working and
interpersonal relationships, the cognitively demanding nature of River
Glen’s curriculum helps the students to break down the barriers that
pose so many problems in the United States today. T'he teachers also
maintained that students learn to be leaders by participating in this
program. Since River Glen receives a great deal of recognition for its
innovative and successful approach 1o teaching. students gain a sense
of pride, confidence, and enthusiasm. Feachers noted that, for the
most part, students understand the importance of their bilingualisni in
both a macro/socictal and micro/individual context.

All teachers mterviewed agreed that River Glen is a successful
two-way bilingual immersion program. These are some aspects of the
program that teachers felt were working particularly well:
¢ Well-defined two-way bilingual immersion model
* Thematically integrated curriculum

e Cross-grade articulation

7 'a
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¢ Commitment to self-examination and cvaluation

»  Team teaching

» Strong sense of respect between teachers and students
*  Parental involvement

*  School-home newsletter

Teachers identified the following items as important to make the
program more effective:

* ESL/vocabulary development of LEP students

"« Spanish-language resource materials

 Spanish-language assemblics
* More qualified and experienced bilingual professionals for the
upper grades

Conclusions

This chapter presents a profile of River Glen Elementary School
after its eighth year of implementing the 90-10 two-way bilingual
irnmersion model. River Glen administrators and teachers have worked
hard to define and adhere carefully to the model at their school site.
Teachers use a number of strategies to support first and second lan-
guage development, to negotiate meaning, and to provide high level
instruction. Because of River Glen’s commitment to professional de-
velopment, teachers have been trained to understand clearly the wwo-
way model and to implement appropriate instructional strategics im-
portant to the model. However, because there were two years of high
teacher turnover and thus the hiring of new and mexperienced teach-
ers at River Glen during the period this program was examined, the
obscrvations and stident outcomes are not as positive as they had
been in previous years. But the teachers and administrators are very
supportive of the program and feel that it is having a very positive
impact on the students’ development of hilingualism and biliteracy.

Looking at these results from the perspective of the students’ En-
glish language proficiency, it is clear that the English-speaking stu-
dents were fully proficient, as expected. ‘The results are even more
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dramatic for the Spanish spcakers. In spite of the limited mstructional
time in English, the Spanish speakers showed growth in English lan-
guage proficiency across the grades, with all but one of the native
Spanish-speaking third through fifth graders scoring as fluent English
proficient. Observations of selected students clearly showed that the
Spanish-speaking students had acquired English and even preterred to
use English in interactions with other English and Spanish speakers.

In addition, all of the Spanish-speaking students were fluent in
Spanish, and the English speakers made great gains in Spanish oral
language proficiency across the grade levels. By the third grade level,
all but one of the English speakers were rated as fluent Spanish profi-
cient. Classroom observations also demonstrated that students had the
proficiency in Spanish to interact with the teacher during Spanish
instruction. However, students showed a preference for speaking Ln-
glish and engaged it English whenever they had the chance.

Thus, the objective that students become proficient in two lan-
guages was clearly met by both native English and native Spanish
speakers. The students showed proficiency in all arcas of development
including pronunciation, vocabulary, grammar, and sociolinguistically
appropriate use of the language.

The majority of the English and Spanish speakers performed well
on the achicvement test in Spanish, scoring average to high. Their
above-grade-tevel scores in reading and mathematics demonstrate that
they were developing appropriate reading comprehension, vocabulary
and study skills, writing skills, mathematics computation and problem
solving skills, and social studies and science coneepts,

Fnglish achievement varied considerably, as expected (taking into
account that students did not begin Fnglish reading instruction until
third grade). Scores prior to third grade represent transfer from Span-
ish reading nstruction and perhaps parental or other extracurricular
help (c.g., Sesame Street, older siblings or peers) m English reading, Tt is
important to keep in mind that students who do not hegin English
reading instruction until third grade have (o make significant gains cach
year to catch up statistically to their peers who began English reading two
vears carlier and who continue to develop their English skills.

River Glen Elementary Schiool Go
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Performance in English reading increased steadily across the grade
levels and reached the 50th percentle by seventh grade. However,
English speakers scored at or above the 50th percentile from third
grade on. Thus, while students scored very well in Spanish reading
and had been fluent in communicative exchanges in English for three
years, as a group, they were still scoring only average in the
decontextualized arca of language arts/reading. In contrast, students
scored average 1o above average in English mathemadcs, with seventh
graders scoring at the 63rd percendle.

In conclusion, the results of our study are positive and demon-
strate that the English and Spanish speakers are becoming bitingual
and biliterate, with average to high levels of content arca knowledge.
The adnmmistrators and teachers at River Glen are all very satisfied
with the program and the way students are learning,
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CHAPTER FOUR
Inter-American
Magnet School

Chicago (IL) Public
Schools

Program Information

Program Overview

Inter-American Magnet School (IAMS) is a pre-kindergarten
through eighth grade school located in one of Chicago’s northside
neighborhoods. TAMS is a (wo-way immersion school; that s, all
students in the school participate in the dual langeage program." About
half of the students enrolled in the school are Spanish dominant, and
the other half are English dominant. Parents apply to send their chil-
dren o IAMS. Because of the school’s popularity, there is a waiting
hist. A computer lottery selects applicants from throughout the city in
order to keep an cthnic and gender balance. Siblings of current stu-
dents are given preference for admission, and a few slots are reserved
cach year tor special cases, such as children of IAMS faculy.

The dual language program at TANS. which follows the 80-20
model, benefits from effective leadership and administration, a ca-
pable bilingual teaching and support staff. and active parent and
comnmunity support. The principal functions as the leader of the in-
structional team but shares deciston-making authority with the Local

" Phis is how the Chicago Public Schools refer o their two-way immersion pro-
grams; their term will he used in this chapter.
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School Council, which is an clected group of parents, teachers. and
community members. The instructional team consists of teachers,
tutors, aides, and classroom volunteers. The program also has a full-
time Program Coordinator/Curriculum Developer, who serves as a
resource on curriculum, disseminates information to other schools,
provides in-service training opportunitics, oversees the budget and
purchasing, and coordinates visits by observers.

Table 4.1

80-20 Program Design by Grade Level at IAMS

(riade Level Percentage of Instruction Percentage of Instruction
i Spanish m fnglish

K-Third 80 20

Fourth-l'ifth 60 +0

Sixth-Eighth 50 50

The primary goal of IANIS is for stuclents to becone bilingual and
biliterate while mastering academic content. The school is committed
to a developmental bilingual education model based upon the follow-
ing beliefs:

1) Flueney and literacy in English and Spanish are assets.

2) “The best time o learn a sceond language is as carly m life as
possible.

3) Given appropriate exposure ancd motivation, children can learn
another language.

4 Given appropriate mstruction and the necessary home/school sup-
port, all children can achieve their fullest potential in all arcas of the
curriculum.

5) Caring, accepting, and cooperative belavior on the part of school
stally parents. and students promaotes the development of the whole
child.

72 79 Two-Way Immersion Education
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District and School Characteristics

The Chicago Public School District consists of 473 clementary
schools and 78 sccondary schools with 412,000 swdents. Minoriy
students make up 88% of the total student population. Chicago has
55% of lllinois’s low-income students, 58% of its LIEP students, and
approximately 20% of the state’s students with disabilities.

Now 20 ycars old and one of the oldest two-way immersion pro-
grams in the country, IAMS is the oldest of Chicago’s 10 developmen-
tal bilingual (dual language immersion) programs. The school is lo-
cated in a northside neighborhood in Chicago. [t is housed in an aging
yet sturdy three-story building. "The school’s playground and basket-
Lall courts lic bhetween the street and the school’s entrance, across
(rom a row of somewhat elder single-family and multiple-fimily liouses.
Inside the school. the hallway displavs of student projects. such as Los
Grandes Reves de Africa (The Great Kings of Africa) and “African Prov-
crbs,” reflect the bilingual environment and the school’s emphasis on
multicultural education.

The school’s total cnrollment in 1994 was 621 students. Of these.,
34.5% were limiwed English proficient (L1EP). In addition, about +3%
of the students entered the program already bilingual. Almost 60% of
the students came from low-income houscholds. ‘Fhere were 44 stu-
dents identified as learning disabled (LD) who swere paraally mcluded
i the mainstream classes, but who also received pull-out support from
one part-time and two full-tmre LD teachers. "The student body was
71% Hispanic, 14.7% Furopcean Amertcan, 12.6% African American,
and 1.2% cuither Asian/Pacific Iskinder or Nauve American.

The school’s atendance rate (94.6%) was higher than the disuiet’s
(88.7%) and the state’s (93.2°). Its student mobtlity rate (8.5%) was
substantially lower than both the districts and the state’s, as was the
school’s average class size.

80
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Table 4.2

District and School Characteristics: Percentage of
Students from Different Ethnic Backgrounds, on Free
Lunch Program, and Limited English Proficient (1994)*

Dustrict School
(412.000 students) (600 students)

Isthnic Breakdown

Hispanic 30% 71%
Europcan American 129 15%
African American 36% 13%
Asian American 3% 1%
Native American 0 0

Iree/ Reduced-Price Lunch 70%, 60%
LIP Population 4% 35%

*All figures are rounded.

History

In a sense. one could sav that Inter-American’s dual language
progran is a lamily aflair. Twenty years ago, the program was born of
two parent/teachers” desire to see their children in a classroom where
Englich-and Spanish-speaking children would be together, learning
cach other’s language and culture. Originally, just a pre-school was
planned. but the next vear the program was continued into kindergar-
tenn, The parents and weachers then pushed district ofticials to increase
the program grade by grade annually to third grade. At that point. the
program contemplated freczmg and remainmg a PK-3 progran. be-
cause it had completely taken over the school 1t had been placed i,
Instead. it was decided to expand the program to a school-within-a-
school in a larger building. The program was independent there and
expanded into fourth and fitth grade. The program remained at that

81
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site for about three years, but it again outgrew the space available. At
this point, the district superintendent offered the program the chance
to move into one of several schools that were being underutilized.
Principals of these candidate schools, however, were not cager to take
the program, because the parents and teachers involved were very
specific and insistent about how they wanted their program imple-
mented. Finally, in 1983, a school was persuaded to aceept the pro-
gram, which would now mclude sixth grade. The district superinten-
dent, who was very supportive of the dual language approach, an-
nounced on the radio that Inter-American would be a prototype pro-
gram for other bilingual prograins in the city.

In 1983, it was decided that three new schools that were being
started with federal desegregation funds would be dual language schools.
Many of the IAMS program staff left to help start one of the schools,
Sabin Flementary. This was the same year that the IAMS program
moved (o the building where it is presenty housed. 1t had 1o absorb
280 students who were already attending the school. The 280 students
were offered the choice of entering the dual language program or
moving to another school. Most of them stayed. It was a difficult year
for a varicty of reasons. The principal was not used to strong parent
involvement and teacher participation in decision making. Some of
the teachers who had already been at the school were very negative
toward the program. Concerned parents and expernienced dual lan-
guage teachers began to complam that the principal was not very
supportive of the program. Lventually, parents of the program began
attending school board mectings to protest against the principal. Shorty
thereafter, in 1985, the principal ok carly retirement,

A school committee then chose the current principal. The com-
mittee had wanted to hire a person who spoke Spanish. The woman
who got the job, however, was an innngrimt from Hungary who had
lived in Nazi Germany. Upon arriving in this country at the age of 13,
she was placed in first grade because she couldi’t speak English. Her
bhackground, the committee felty gave this woman the sensitivities to
the reality faced by linguistically and culturally diverse stucents that
they were looking for i a candidate. The current prineipal is also
multilingual. In addition o her native Hungarian, she speaks Ger-
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man, flawless English, and in the last 10 years has managed to learn
Spanish, using it whenever possible in the school. Since her arrival,
the program has undergone continual development and modification.

In 1989, one of the founding parent/eachers ook a position in
the district bilingual education office. Her experience with Inter-Ameri-
can led her to promote the dual immersion model at the district level,
In 1990, the district was awarded a Title VII grant to cstablish seven
dual immersion programs. The founding parent/teacher was named
Title VII project manager of the Chicago Public Schools’ dual lan-
guage immersion programs. Under her direction, staft development
and training modules were developed and inplemented i a standard-
ized way throughout the distriet.

In recent yvears, other bilingual programs in the district have be-
gun Lo pattern themselves after the ITAMS dual language model. With
a strong model at TAMS and support from the districts bilingual
cducation office, these programs are gradually overcoming fears that
their students would not be able o {unction academically in such «
program. Chicago’s dual language programs have now expanded o
10 schools, educating over 3,100 children. At IANS, the other found-
ing parent/teacher continues o teach. A\ former dual language stu-
cent 1s currently student teaching at TAMS, and grandchildren of
IAMS teachers are now auending the school. The school even grants
a scholarship cach year 1o one graduating senior who decides to go o
college. The student recerves $300 for cach year he or she stays in
college. The fanily affair continues.

As mentioned above, the district has been very supportive of the
clual language approach to bilingual education. lis confidence in such
programs is reflected in the expansion of dual language 1o 10 schools.

The community continues to be very supportive of IANS. Com-
munity members play an active role in such governing and ancillary
bodies as the Local School Council and the Bilingual Advisory Com-
mittee (see below), Through these channels, the community, m coop-
eratuon with the administration and stall’, identifies priovities and helps
guide the school’s mstnctional and extracurricular activities.
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Program Features

Administrative Features

As mandated by lllinois state educational reform laws, the Local
School Council (LSC) is the governing body of the school. It has 11
members: the principal, two teachers, two community representatives,
and six parents. The LSC is responsible for choosing and retaining a
principal; setting the ccourse of the school improvement plan; establish-
ing the priorities, proccdures, and objectives for the school; and con-
trolling discretionary funds. Chapter | discretionary funds from the
state have been used in recent years to pay the salaries of five teachers
and two instructional aides, which has helped lower class sizes (under
22 students on the average).

Within the school, the dual immersion program benefits fro:n
having a full-time program coordinator who carries out a wide range
of activitics, She works on the budget and financing, occasionally
writing grant proposals to fund special projects or staft positions. She
conducts inservice training for teachers trom IAMS and the Chicago
Public Schools and disseminates information about two-way iminer-
sion in general and IAMS’s program in particular to all interested. On
the mstructional level, she assists teachers in selecting texts and plan-
ning and developing curricula. She is also involved in administering
some standardized tests (e.g., La Prueba).

In accordance with the familial nature of 1AMS, it is fclt that
students can and should play a role in deciding issues of schiool gover-
nance and procedure that directly affect them. Recently, students
contributed to decisions to extend the school day and recess period
and to establish a dress code. Students also participated in the most
recent evaluation of the principal.

Teachers and Staff

The faculty at IAMS reflects the balance between Spanish and
English and the equal status the two languages hold a the school.
With the exception of the computer arts instructor and the librarian,
all 40 teachers at TAMS in 1995 were bilingual. Many were native
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Spanish speakers from a variety of countries (e.g., Mexico, Cuba), and
others were native English speakers who had either lived in Spanish-
speaking countries, were raised bilingual, or had learned Spanish well
cnough to teach in it. Most members of the faculty held Master’s
degrees or had engaged in other postgraduate studies.

Teachers at IAMS were not only expecied to be bilingual, they
needed to behieve in the dual language nnmersion approach and imple-
ment research-based instruction in their classrooms. The principal
expected and encouraged the schocl’s 40 teachers to be innovative in
their pedagogy. She also encouraged them to create and maintain a
positive affective environment in the school.

Along these fines, two further characteristics that may partally
explain the success of IAMS were identified as caring and daring. 'T'each-
ers, staff, students, and parents all worked together to create a safe and
caring environment. Teachers knew students by name and treated the
students as if they were family. Caring, however, was not enough to
ensure academic success, The faculty used a sort of “tough love,”
daring students to learn and pushing them 10 do the work they needed
to do 1o be successful.

These factors have contributed to the success of outstanding teach-
ers at IAMS. Among these, one was chosen 1994 Hlinois Teacher of
the Year, and two others received the 1991 and 1994 Golden Apple
Awards for Exccllence in Teaching trom the Golden Apple Founda-
tion (Chicago).

Curriculum

Pre-kindergarten instruction is almost entirely i Spanish. From
kindergarten to Grade 3, 80% of mstructional time is in Spanish and
20% is in Englsh. Students in the program leam to read m their
native language and are therefore separated by language dominance
for language arts classes umiil Grade 3. During these years, natve
English speakers work primarily through the oral language medium
and are encouraged, but not required. to read and write in Spanish to
the extent that they are able. (Phese students develop English reading
and writing during their native language arts instruction and in many
cases transfer those skills and hegin reading in Spanish on their own)
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The program provides Spanish-dominant students with instruction m
English as a sccond language (ESL) and English-dominant students
with Spanish as a second language (SSL) on a daily basis.

From Grades 4-6, the language distribution ratio changes to 60-40
Spanish-English, and in Grades 7-8, it evens out at 50-50. During
these years, students are fully integrated with regard to race, language
dominance, and ability. Students from: both language backgrounds,
then, not only learn content together but also receive mstruction in
English language arts and Spanish language arts together. Students
who need additional support in their second language- - including new-
comers o the program- may continue (o receive separate instruction
in F.SL or SSL for as long as necessary.

The dual language program at IAMS originally followed a 50-50
model at all grade levels. In 1940, the school decided that the students
were not achieving sufliciently high tevels of proficiency in Spanish.
Consequently, more instructional time in Spanish was added from
pre-K to Grade 3. (Sce Tuble +.3.) As a result, teachers and adminis-
trators have noted an improvement in Spanish proficiency levels with-
out a corresponding drop in Fughsh proficiency levels. In 1996, the
program extended the 80-20 distribution to fourth grade, and, accord-
ing to the program coordinator and principal, may further extend it wo
fifth grade.

Since all IAMS teachers are bilingual. they all weach part of cach
dav in cach language. Students change classrooms and teachers for
IISL, SSLL, and native language arts, as well as {or other classes, such
as art, library, and computers. Sonme courses are offered in both lan-
guages: these are cither taught by two teachers {e.g.. traditional social
studics in Faoglish and stuclies of the Americas in Spanish) or by one
teacher who alternates units {c.g.. one math unit in Spanish, the next
m Lnghsh).
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Table 4.3
80-20 Curriculum Design by Language, Subject, and Grade
Level
Grades/ Science/ Social Math Language
Subjects Health Studies Arts
Grades 1-3 Spanish Spanish Spanish Spanish
and
English
Grades 4-5 Spanish Spanish Spanish Spanish
and and and and
Lnglish English English English
Grade 6 Spanish Spanish Spanish Spanish
and and and and
English English Engiish inglish

Native English Speakers: English

In addition to its emphasis on developing bilingual and biliterate
students, the program incorporates a focus on technology and scien-
tific advances of socicty. ‘The bilingual curriculum follows the scope
and sequence of the Chicago Public Schools and attempts to integrate
into all subject arcas the history, conributions, and cultures of thie
peoples of the Americas.

Professional Development

Teachers are in charge of their own professional development at
IAMS. The teachers deternune their own needs and the best way o
address then Onee a week the teachers meet with the principal,
during which time they may discuss arcas in which they feel they need
more traiuing or instruction.
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All new teachers are patred with an experienced teacher who
serves as a mentor for their first year. For an initial period of time, the
two meet once a weck for 30-4G minutes, and less frequently thereaf-
ter. These sessions are meant to provide new faculty members with an
understanding of the school’s philosophy, classroom management pro-
cedures, curriculum integration, and administrative matters. Addi-
tionally, all teachers are given a teacher manual, which outlines the
school’s philosophy and goals, describes administrative procedures,
and provides recommendations for “best practices” in the teaching of
cach major subject area {¢.g., scicnce, math, reading).

Teacher Cooperation and Teaming

IAMS teachers are divided into tecams according to “cyeles.™ These
cycles include pre-primary (pre-K, K), primary (1, 2), nuddle (3, 4),
intermediate (5, 6}, and upper (7, 8). The teachers are also encouraged
to collaborate with their colleagues at cach grade level. Teachers
within cach cycle meet regularly to discuss curriculum and instruc-
tional strategics to provide the best program for the students. Teachers
also work with parents, parent volunteers, student-tcachers from nearby
universitics, and instructional aides.

IAMS faculty are also actively involved in development and modi-
fication of the overall program. Teachers collaborate on the develop-
ment, plauning, and mmplementation of the curriculum, as well as on
examination and review of the program as a whole. They have been
mstrurnenial m bringing about such changes as lower class size, longer
school days, alternative assessment, and a stronger Spanish immersion
component.

Parental Involvement

Parents and community have an integral role in the dual language
program. A Bilingual Advisorv Committee consists of teachers, par-
ents of limited English proficient (LEP) students, and community mem-
bers, T'his conmittee consults with the principal and the Local School
Council on issues that affeet the program.
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The Parent Advisory Committee (PAC) 1s a voluntary organiza-
tion of parents that represents parental interests to the school and to
the LSC. IAMS parents have traditionally been very active partici-
pants in school affairs. Through the PAC, parents contsibute to school
decision-making, support volunteer activity, and engage in fundraising.
A Parent Volunteer Coordimator maintains a desk in the faculty re-
source room and assists teachers and students with diverse tasks such
as commissioning student artwork for the school yearbook and order-
ing supplics for the staff photocopier.

Learning Environment

Classroom

Classrooms at IAMS are large and well lit. Desks are typically in
groups of four. Displays are in Spanish and kinglish and, in the lower
grades, include the alphabet in both languages. There are also calen-
dars and manipulatives for numbers and words. In the upper grades
there are wall maps. Most classrooms have bookshelves stocked with
English and Spanish books, although more are i English. Bilingual
books are rarcr. Strung throughout the classrooms and the hallways
are paper linked chains with names of books that each student has
read. This is part of a schoolwide program called Literacy Links/
Enlaces de Lectura meant to promote reading at all grade levels and
award classes that read the most books.

Library Resources

The hbrary contains primarily books in Enghish, although the
subject arca category labels posted above the stacks are written in
Spanish and English. There are encyelopedias and other reference
materials in Spatish and a small section ol Spanish-limguage fiction.

Technology Resources

The emphasis placed on education in technology is evident in the
classroomss at LAMS, Most classrooms have one or two computers in
the back of the room, which students use for a variety of purposes.
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Many of the classrooms are also equipped with television sets and
VCRs. Many have overhead projectors as well.

[IAMS’s computer lab, which is staffed by a full-time computer arts
tcacher, contains approximately 20 Macintosh and Windows-based
computers. In addition to the computer arts teacher, a professor from
DeVry Institute comes in periodically to help students write programs,
and cighth graders have written programs in Spanish for younger
students.

Educational software is available in English and Spanish, but not
all of the software has equivalents in the other language. For example,
there 1s ESL software (The Rosetia Stone, by Fairfield Language T'ech-
nologics, which is an interactive, multimedia CD-ROM program) and
SSL software (which basically reviews Spanish grammar through drills
and exercises). Reading comprehension software is available in both
languages, as is word processing (Macintosh’s Bilingual Writing Center).
The students use Grolier’s Interactive Incyclopedia on CD-RONM as a
reference tool for other subject area projects.

Instructional Practices

Separation of Languages

While cach class at TANS is 1o be taught i one particular lan-
guage, our observations revealed that wacliers were not as exclusive in
their use of that language during the istructional period as were
teachers at the other two schools profiled. Teachers occasionally
switched between languages during class ime, providing instruction in
English, for example, or admonishing a student in Spamsh. When
teachers felt the students did not completely understand a concept or
certain instructions, translations were occasionally made. Some wach-
ers also engaged in code-switching. For example, one third grade
teacher taught in English but called on students using Spanish terms
of endearment such as mi hjo (iny son) or mi hga (my daughter). In
mnterviews, teachers expressed strong aversion to consecutive transla-
tion as a model for making content comprehensible, because they
believed it was not conducive to developing second language abilites.
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Making Content Comprehensible

TAMS teachers used a variety of instructional strategies aimed at
making content and language comprehensible and negotiating mean-
ing with the students. Instructional tools, such as the computer, visuals
(e.g., in Big Books, drawings on board), and graphic organizers were
used frequently. In the lower grades, activities such as Total Physical
Response, games, and use of manipulatives were employed. In terms
of language usage, somc teachers spoke slowly and clearly at all times,
while others spoke at 2 normal pace and slowed down when they felt it
was nccessary. Verbal techniques, such as modeling language, sound-
ing out words, defining, repeating, and rephrasing, along with nonver-
bal devices like miming, were used to facilitate comprehension. In the
upper grades, student-centered activities such as cooperative lcarning
and connecting to previous knowledge were utilized heavily. In gen-
ceral, the student-centered environment at IAMS allowed students to
feel free to ask questions and make comments, permitting them to
both fine-tune their understanding and practice using newly learned
language and content.

Language Development Strategies

IAMS instruction is expected to be informed by current rescarch
in language acquisition and bilingual cducation. It was clear that
teachers were attuned to the language nceds of their students. A
general set of instructional strategices believed to contribute to second
language learning was used across grade levels at IAMS. These in-
cluded the use of thematic instruction, cooperative learning, whole
language, sheltered instruction, hands-on math and science, and read-
ing and writing workshops.

Teachers at all levels appeared to monitor student conmprehension
regularly and allowed adequate time for students to produce utter-
ances in the target language. In general, student errors in spoken
language were not explicitly corrected by the teachers. The lTatter
often modeled the correct word, word order, or form. In interviews,
the teachers reported that modeling was their preferred form of error
correction. In the one fifth grade 881, class observed, however. explicit
correction of spoken errors was obsenrved; and in a first grade class-
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room, written work was reviewed in class and feedback was provided.
somctimes in the form of reminders such as jLas oraciones empiezan con
maytisculas! (Sentences begin with capital leters!).

Student Language Use

In 1994-1995, approximately two tnrds of IAMS students were
Hispanic. About 45% of them entered the program bilingual; others
knew only English. while still others knew only Spanish. State desegre-
gation laws require that the percentage of language majority students
not drop below 153%; thus, as a result of attrition it may become
necessary to add monolingual English students to the program from
the waiting list. "The school will do this as late as fifth grade. While
late-entry himited English proficient students receive additional one-
on-onc or small group ESL support, late-entry monolngual English-
speaking students do not receive any Spanish support other than
attending the same Spanish as a sccond language (SSL) classes as
native English speakers who have been in the program since kinder-
garten. ‘This presents a problem for teachers who teach in Spanish to
these students, but program funds have not been able to cover the
hiring of a teacher to provide additional Spanish support and tutoring.

Separation of Languages

1t was clear that the language of preference among students was
English. While some native Spanish speakers spoke tn small groups in
Spanish, most of the student utterances that were heard in and out of
the classroom were in English. 'The teachers at IAMS generally tended
to tolerate more English duritig Spanish time i the classroom than
teachers in the other two programs observed. Some hecame less toler-
ant when the students directed their utterance o the teachers in
Lnghish rather than Spanish. Teachers generally provided sufficient
wail tme for a student to formulate an utterance. If' the student
proved unable to do so in the language of instruction, however, teach-
ers aceepted student responses in the student’s native language.

During instructional time in English, the stucdents used only Fn-
glish. During instructional time in Spanish, students attempted 1o
speak in Spanish o the extent they could when addressing the weacher.
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As at the other wwo sites, English was clearly the preferred language
for social purposes for those students who had achieved a certain level
of fluency in it. At IAMS there appeared to be an even greater use of
English by students when speaking among themselves than at the
other twa sites. Spanish, however, was often used socially by younger
students or by more recent immigrants.

Teachers varied individually as to how much and by what means
they reminded students to speak in the target language during a desig-
nated instructional period. Some teachers scemed to ignore student-
to-student speech in English during Spanish time, while others occa-
stonally shouted out reminders 1o speak in Spanish. In once instance
observed, when a student was speaking in Spanish during English
time, the teacher reminded, “Hey, English!” When the student contin-
ued in Spanish, the teacher simply said, “I don’t understand you,” and
the student switched immediately to English.

If the students did not rigidly adhere to the separation of languages
in the classroom, they expected the weacher to do so from carly on, at
least in the lower grades. Evidence of this was observed in one first
grade classroom when the teacher was reading a story in English but
pronounced the word mango as it would be in Spanish. At this point a
student shouted, “Teacher, Spanish!” The weacher obedienty reiter-
ated the word usig the English pronunciation.

Second Language Fluency anct Accuracy

Since many of the students were bilingual when they entered the
program, the level of English proficiency was rather high among the
native Spanish speakers. Some errors were evident in carly grades but
appeared o work themselves out in subsequent years. In particular,
crrors observed in spoken English among first graders related to sub-
ject-verb inversion in embedded questions (c.g., 1 know what is the
treasure”} and subject-verh agreement (e.g., “Yes, it do™).

Getting the Spanish proficiency of both language groups to meet the
English proficiency levels has been a challenge. While some English-
dominant students excelled in Spanish, many did not see the need to learn
Spanish (at least in the carlier grades) and were not motivated to learn it
The Spanish-dominant students, too, were so drawn by the dominance of
English in society that they were not motivated to inprove their Spanish
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language skills beyond oral proficiency. ‘The program was working with
the district bilingual office to determine what the high school standards for
Spanish language classes were so that the program could work to prepare
the students better to enter higher level Spanish courses (e.g., Spamsh 2 or
higher) in ninth grade.

Student Qutcomes

Language Development

[IAMS did not administer oral proficieney assessments but did
assess reading and writing in Spanish. (English reading will be consid-
ered in the next section.) Table 4.4 shows students’ average percentiles
on a national scale from La Prueba Ruwerside de Realizacion en Espanol
reading and writing subtests in Spanish. According to the scores,
student achievement percentiles were average to above average. In
1993, students in the carlier grades, who reecive more instruction in
Spanish, scemed to be doing better than older students, who gradually
receive less Spanish instruction.” (Note: IAMS did not separate it
students by language background m reporting test scores.)

Table 4.4

Spanish Reading and Writing Achievement Scores in
Percentiles at each Grade Level (1995)

Grade Reading Achievement W nting Achievement
i Percentiles i Percentiles
3 69.1 67.0
4 6-+.5 70.0
! 60.6 62.2
6 61.3 h3.2
7 8.9 66.8
8 61.9 57.0

" In additon. it should be kept in mind that students in Grades 6-8 in 1993 began
the progriun when the language disiribution was 50-50 at all grades, so they have
overidl received less instruction through Spanish,
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Academic Achievement in English

The [Minois Goals Assessment Program (1GAD 15 administered at
every school in Hiinois to measure the students’ ability 1o meet state
goals for academic achicvement. Reading, mathematics, and writmg
are tested in Grades 3, 6, and 8; scienee and social scicnces are tested
in Grades 4 and 7. Limited Linglish proficient students from other
countrics arc not required to take the test undl they have received
three vears of schooling in this country. The 1994-1995 results show
that IANIS students are doing far better than their district peers, and
in many cases outperforming students i the state as a whole. (See
Tables +.5-4.9.) (Grade level averages include students from hoth
English and Spanish backgrounds. except for neweomers to U.S. schouls
as mentioned above,)

Table 4.5

Percentage of Students who Meet and Exceed State Goals
on the IGAP, Grade 3 (1994-95)

Level Reading Math Whritiug
LAMS 79 98 96
District 15 G- 73
State 7t 88 §13)
Table 4.6

Percentage of Students who Meet and Exceed State Goals
on the IGAP, Grade 4 (1994-95)

Level Suctal Seiences Sciences
IAMNS 91 87
District al 68
State ol 484
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Table 4.7

Percentage of Students who Meet and Exceed State Goals
on the IGAP, Grade 6 (1994-95)

Level Hirting Math
IAMS 91 82
District 88 G+
Siaie 95 85
Table 4.8

Percentage of Students who Meet and Exceed State Goals
on the IGAP, Grade 7 (1994-95)

Level Sucial Sciences Scrences
IANIS 84 8-
District 73 306
State 88 80
Table 4.9

Percentage of Students who Meet and Exceed State Goals
on the IGAP, Grade 8 (1994-95)

Level Reading Math Witing

[ANIS 71 78 93

Distriet +9 59 75

State 72 73 a8
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IAMS students in Grades 4-8 also take the fowa Test of Basic
Skills (I'TBS) cach year. Students whom individual teachers feel would
not be able to perform well on the test due to language limitations are
exempt from taking the test for a maximum of three years. The results
for the 1995 administration of the I'TBS are given in Table 4.10. On
the whole, IAMS students were achieving at or just below the national
average on all subcomponents at all grade levels.

Table 4.10

1995 Iowa Test of Basic Skills Average Percentiles as
Compared to a National Sample

Grade Reading Aath Social Studies Sctence
4 49 16 45 48

5 +6 41 N.A. N.A.
6 45 47 N.A N.A

7 18 45 N.A N.A
8 49 +5 50 39

Academic Achievement in Content
Studied in Spanish

As indicated in Table 4.11, scores on the 1995 TGAP (given in
inglish) showed that performance in content arcas, including those
taught in Spanish at IANIS (... math. social studies, science), was
generally above average across grade levels, with the exception of the
fifth grade’s social studies and science scores. (Grade level averages
include students from both Spanish and English language hackgrounls.)
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Table 4.11

IGAP Mathematics, Social Studies, and Science

Achievement Scores in Percentiles at each Grade Level
(1995)

Grade Mathematics  Social Studies  Science
Achievement Achievement Achievement
w Percentiles w Percentiles  in Percentiles

3 72.7 N.A, N.A.

4 72.0 78.1 75.2

2 (2.7 32.1 32.1

6 599 N.A. NA.

7 69.5 N.A. N.A.

8 60.8 65,2 56.9

Program Impact

IAMS’s teachers. program coordinator, and principal were very
optimistic about the impact that participation in the program was
having and will continue to have on the students. Overall, they be-
lieved that the school was accomplishing its goal of developing bilin-
gual students. Despite the shift from a 50-50 model to an 80-20 model,
many of those interviewed noted that there was still room for improve-
nient with regard to developing the second language proficiency of
native English students. Latecomers to the program (i.e., those who
enter the school after first or second grade) also offered a challenge to
meeting the school’s goals. According to the weachers, strong teacher
coordination within an environment that encourages continual exann-
nation, adaptation, and improvenient helped 1w mecet this challenge
and others more cffectively, and was a strong factor n the success of
this program. "T'he teachers also felt that the program was particularly
effective m ereating individual and cultural pride, as a result of the
school’s nulticultural emphasis and student-centered curricalun,
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All teachers interviewed agreed that IAMS offered a successful

two-way bilingual immersion program. Teachers felt these aspects of

the program were working particularly well:
* Cooperative learning

+ Caring and dedicated teachers

*  Small class size

*  Respect for all cultures

*  Parental involvement

*  Student ownership

Teachers felt that some aspeets of the program necded work to make
the program more cffective:

*  More Spanish language resource materials

*  School-wide coordination {across grades) on instruction

(especially in Spanish)

*  Areduction in the number of late-entry students, or finding beter
ways to deal with them

*  More exposure to Spanish to improve sccond language skills of
native-Lnglish-speaking students

Cconclusions

IAMS appeared to be meeting its stated goals of maintaining and
developing both the native and second language skills of all of its
students. Latecomers notwithstanding, by cighth grade students at
IAMS were able o speak, read, and write in Spamsh and Lnglish.
Although the program did not formally assess the oral Spanish abili-
tics of the students, mformal assessinent was conducted as teacher
teams collaborated on a regular basis. This informal assessment has
also prompted improvements 1o the program, For instance, when the
school stall” determined that the level of student oral Spanish profi-
cieney was not high enough, they altered the program to increase the
amount of instructional time in Spanish. "This kind of ongoing sclf-
examination, coupled with a willingness to continually vevise and re-
fine aspects of the program, was a significant factor in the school’s
success i meeting its goals.
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The fact that IAMS children attend school so regularly was con-
sidered to be an indicator of IAMS’s success in achieving its goal of
crealing a caring, cooperative, and accepting school climate, where
children from different cultural backgrounds can learn together. The
school’s 1994 attendance rate was 94.6%, which was higher than the
district’s and the state’s. The intimate involvement of parents in the
instructional and administrative components of the school most likely
also contribute to creating a safc and comfortable learning environ-
ment. This climate 15 also, no doubt, reinforced by the school atmo-
sphere, which reflects the balance between the Fnglish and Spanish
languages and diverse cultures, as well a multicultural curriculum that
emphasizes studies on the Americas.

On the whole, IAMS students are achieving academically at levels
that exceed those of the district and often those of the state, as they are
developing bilingual proficieney. A combination of high teacher ex-
pectations and active student involvement in the day-to-day issues of
their education are likely contributing to the academic suceess of the
IAMS dual language immersion program.
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CHAPTER FIVE
Comparisons ACross
Programs

In this chapter, we will consider all three programs profiled in the
preceding chapters, to note their similarities and differences. We witl
also compare student outcomes, to the extent possible, to determine
how the different forms of the model aftect language development and
academic achievement. The goals of the three programs are similar: o
produce students who arc bilingual and biliterate, who achieve at or
above grade level, and who have positive attitudes toward their peers
and other languages (as noted carlier, we have focused on the first two
goals in this volume). How the three programs reach these objectives
varics to some extent, though they also show remarkable similarities.

Program Background and Population

To begin, it is important to understand the background of the
programs and thetr partcipants. While two of the programs are now
magnet schools and the third has some magnet features, none of them
began as a magnet, When they were {irst implemented, the programs
all began as a strand within a school. Lach program grew, adding one
grade level per vear undl there was enough demand for the program
that it could atwract districtwide participation. In two cases, IAMS and
River Glen, the programs were incorporated into desegregation plans.
None of the programs was bhegun with Tide VI funding, but cach
school site subsequently received a Tite VIE grant to further develop
its program. The ways in which the programs were initiated diflered:
Key began as a divect result of the actions of the original principa,; the
River Glen prineipal was approached by the California Department
of Education 10 join a cooperative of schools interested in the model,
and IAMS began through the interest of dedicated parents and wach-
ers. In addition, Kev was perceived as a foreign language program for
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gifted students that would also benefit English learners, whercas IAMS
and River Glen were developed as bilingual programs that would
serve English leamers and also benefit native English speakers. As a
result, at the district level, the Key program was monitored by the
foreign language supervisor, while IAMS and River Glen worked with
the bilingual education department.

'This range of starting points shows that the program model can be
initiated from different perspectives, with or without Tide VII fund-
ing, and can, but docs not have to, serve as a magnet school or as part
of a desegregation plan. However, while extra funding is not necessary
to begin a program, extra funds are particularly heipful for providing
professional development and purchasing instructional materials and
library resources in the non-English language. These issues are impor-
tant for prospective programs to consider i implementing a two-way
program.

Table 5.1 presents the populations of the three programs (two
whole schools. one program within a school). As Table 3.1 indicates,
River Glen and 1AMNS have high proportions of Hispanic students
(68-71%), compared 10 48% at Key: Key and River Glen have rela-
tively low pereentages of African-American students (2-3%) compared
to IANS (13%). Across all sites. there are few Asian American or
Native American students (1%). The percentage of himited English
proficient stuclents in the three programs varies, from a low of 35% at
IAMS to 40% at Kev and 54% at River Glen. However. the meaning
of limited English proficient also varied, with Kev Spanish speakers
beginning the program with higher levels of English proficiency than
the River Glen Spanish speakers. Further, the pereentage ol students
cligible for federally funded free and reduced-price tuneles ranges
from 34% at Key o 47% at River Glen to 60% at TAMS. Finally,
some of Kev's students, those in the upper grades during onr data
collection, were sereened for entry into this program, which was ad-
vertised as a gified program in its first vears of operation. Thus, one
might expect higher levels of performance because of the program
population. 'The other two schoot sites did not conduet anv sereening.
These ethnie, fanguage. and social class variations have iniportant
implications for student outconies as well as for some implementation
ssues, as will be discussed Tater,
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Table 5.1

Student Population 1994-1995

Program Aey River Glen LAMS
Total 318 students 380 students 621 students
Ethnic Breakdown
Hispanic 48% 68% 71%
European American  46% 29% 15%
African American 5% 2% 13%
Asian/Native American 1% 1% 1%
Free! Reduced-Price Lunch 340 17% 6H0%
LIP Popudation 0% 54% 35%

Across programs, there ave shghily different procedures for aceep-
tance of students. None of the programs currently sereens students for
ability (although Key formerly did), but ethnicity and language back-
ground are taken into account to ensure a balanced population, All
three programs cmploy a lottery in some form, because numbers of
applicants exceed the number of spaces available. At TAMS, students
are sclected by a random computer-based lottery at the Pre-K level,
taking into account ethnicity (for the desegregation mission) and gen-
der. Prospective River Glen students must register at the district oflice,
select River Glen as their first choice, and be entered into a lottery to
obtain a space in the program. At Key, neighborhood students and
siblings of students already in the program are auwtomatically enrolled
if they apply. Applicants [rom other arcas are placed on a waiting list
on a first-come, first-served basist they are placed into any spaces
remaining, using gender and language background balance as selec-
tion factors, (In 1993-1994, 10 spaces in the two kindergarien classes
were filled from 70 applicants on the waiting list.)

The schools also difler n their aceeptance or acconmmodation of
neweomers o the program. At all three schools. English-speaking
students are typically allowed to enter the progran only at pre-K, K.
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or first grade (although exceptions do occur). At IAMS, because of the
desegregation goals, English-only spcakers may be admitted as late as
fifth grade, if the percentage of native English-speaking students drops
below 15%. However, with a high retention rate, there are few open-
ings at later grades. River Glen Spanish speakers are also rarely ad-
mitted into the program at the upper grade levels, as there is usually
no space for them. JAMS Spanish-speaking, but not English-speaking,
newcomers are incorporated into the two-way program at all grade
levels. Key places Spanish-speaking LLEP latecomers into another pro-
gram (High Intensity Language Training, or HIL'T), but may admit
native Spanish speakers with high enough English language skills into
the two-way program at any gradc level.

Program Design

The three programs differ with respect to their overall design.
While River Glen follows a 90-10 model. IAMS adheres to an 80-20
model, and Key 10 a 50-50 model. Table 5.2 presents the hreakdown
by grade level of the three programs.

Table 5.2

Program Design by Grade Level and School Site:
Percentage of Instruction in Spanish and English

Grade Level hey River Gilen LAAMS
Kindergarten-First — 50-50 90-10 80-20
Second 50-50 85-15 80-20
Third 50-50 80-20) 80-20
Fourth-Tifih 50-50 60-40 60-40
Sixth 50-50 50-50 60-40

As Table 5.2 shows, across the three programs, there is variation
in the amount of instruction that occurs iir each language. In terms of
pereentages, River Glen and IAMS are more similar, with cach pro-
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viding a greater amount of Spanish instruction in the early grades
than Key does. This model resembles the total immersion approach from
foreign language pedagogy, while the Key School model resembles a
partial immersion approach. It is important to remember that JAMS
began implementing the two-way model with a structure similar to
Key’s, a 50-50 model, but in 1988 changed to an 80-20 model. Thus,
the fifth and sixth graders that we observed began kindergarten (and
sixth graders, first grade) in a 50-30 program.

As indicated in Table 5.3, the three programs have different ap-
proaches to initial literacy instruction. River Glen teaches both native
Spanish and native English speakers to read first in Spanish over the
course of Grades K to 2. Then in third grade, all students begin
formal rcading instruction in English. This contrasts with IAMS, where
students learn to read first in their native language (English spcakers in
English and Spanish spcakers in Spanish). Second language reading
and writing are introduced in second grade. At Key, all students begin
reading in both languages simultancously, with a focus on their native
language.

Table 5.3

Initial Reading Instruction by Grade Level and School Site

Grrade Level hey River Glen LANLS
K-First ALL: English - ALL: Spanish  English Proficient:
& Spanish English
Spanish Proficient:
Spanish
Second ALL: add 1.2

(approx.)
Third ALL: add English

Contrasting approaches to literacy instruction have implications
for student abtlity to take part in content mastery at their grade level
in the language in which they are not reading. For example, at River

=
Comparisons Across Programs 1 O J 1)

BEST COPY AVAILABLE



Glen, when students are not reading in English during Grades 1 and
2, they cannot be expected to undertake literacy-based activities in
English, and thus, their English language arts time 1s devoted (o teacher-
directed lessons in literature, drama, storytelling, and music. This
contrasts with IAMS, where students read first in their native lan-
guage. Thus, during Spanish instruction, English speakers would not
be expected (o participate in literacy-based activities at first, though
their literacy skills transfer quickly. Key, on the other hand, has stu-
dents learn to read in both languages, and literacy activities are part of
both English and Spanish instruction for all students. Since many of
Key’s Spanish speakers enter school with at least moderate proficiency
in English, the early introduction of Linglish literacy would not be
expected to pose a problem (especially since native language literacy is
also developed). At other sites where students begin kindergarten with
little or no English proficiency, an immersion nto English literacy
could be problematic, as noted in the bilingual education literature.

These different approaches to literacy have important mmplications
for student performance and assessment m the two languages. Clearly,
students who do not begin reading instruction in English until the later
grades will be behind their English-speaking peers who began reading
in English in first grade. They will require time to catch up. Similarly,
students who begin reading mstruction in Spanish will be more likely
to maintain grade-level norms in Spanish. How literacy instruction is
developed through two languages is critical and must be thought
through carcfully.

Program Features

Administrative Support and Staffing

All three school sites have demonstrated their success in serving
the students in the program; that is why they have Tong waiting lists
and flourish as magnet settings. Although their success and magnet
status docs not ensure administrative support in the central office, as
scen with River Glen, there is elear district support for the Key and
IAMIS schools, demonstrated hy the expansion of the two-way model
in cach of their districts.
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At the school site level, each of the three schools has had strong
leadership. The principals have been not only supportive, but they are
extremely knowledgeable about the program and its implementation.
In addition, each school was fortunate to have a very capable resource
teacher or program coordinator. The leadership of the program coor-
dinator was considered vital to the successtul implementation and
continued development of cach program.

Across the three sites, the teachers and staff are very dedicated
professionals who constantly strive to provide high quality instruction.
Teachers varied, to some extent, across the sites, in their level of
bilingual proficiency. At River Glen and IAMS, all teachers have very
high levels of Spanish and English proficiency. Key teachers who
provided Spanish instruction were fully bilingual, but some teachers
who delivered instruction only mn English possessed little, if any, profi-
ciency in Spanish. This is a common situation where there are not
suflicient teachers with Spanish-speaking proficiency to fully staff the
program, and 1t is an important consideration for implementation. Al
the carly grade levels, students should be able to respond to the teacher
in whichever language they can. If Spanish-speaking students do not
have the proficiency level to enable them to respond in English to a
monolingual English teaclier, the program may not adequately sup-
port the language nceds of all students. An advantage of two-way
programs in this regard is the presence of students from both language
backgrounds who can help once another and the teacher in such situa-
tions. Also, monolingual English teachers may be more easily incorpo-
rated in a program where many of the Spanish speakers have some
capacity to respond in English when they enter school, which is the
case at Key, but this would be mappropriate in a sitwation like River
Glen, where most Spanish speakers enter school with very limited
Einglish language ability.

Curriculum

An extreinely important feature underlying these and other two-
way programs is that the students follow the same curriculum as their
peers in English-only classrooms, although they study this curriculum
through two languages tnscead of one. This means that the curriculum
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is never sumplified; 1t is at least as challenging as that in the non-two-
way classroom. While all the programs profiled here followed the
grade-appropriate curnculum for their state and district, the way in
which the curriculum was delivered across languages varied some-
what. (Each program also changed subject/language pairings occa-
sionally from one year to the next, depending on factors like teacher
preference, materials availability, and so on.)

As Table 5.4 shows, cach program oftered language arts in both
languages. However, as was stated carlier, there were differences with
respect to initial literacy instruction, which influenced what was actu-
ally taught during English language arts and Spanish language arts
(see previous section). Mathematics instruction was typically given in
Spanish in kindergarten through fifth grade at all three schools, al-
though at JAMS, Spanish and English units alternated in Grades 4
through 6. In contrast, the three sites varied according to the language
in which science and social studies were taught. In grades K through 5
at Kcey, English was used 1o teach social studies (with the exception of
first grade during the furst year of the study), and science instruction
-was in Spanish. (In sixth grade, science was taught in English and
social studics in Spanish.) The language of instruction for social studices
as well as science at River Glen and IAMS varied depending on the
grade level, with Spanish used in the carlier grades and both English
and Spanish used in the later grades. At River Glen, fourth and fifth
grade science was taught in Spanish and social studies was in English,
and in sixth grade the subjects and languages were reversed. At TAMS,
instruction alternated between the two langnages during the vear in
fourth through sixth grade for both social studies and science.

Thus. the three schools were similar in the carly grades (K-3). but
varied more in the pairing of langnage and content in the upper
clementary grades. All taught language arts in both languages through-
out the grades. All three sites spent considerable time developing an
articulated curriculum as well.
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Table 5.4
Curriculum Design by Language, Grade Level, and
School Site
Grade Science/ Social Math Language
Level Health Studies Arts
K-3 Spanish Spanish Spanish Spanish
(I,R) and
English English
(LK, R) (K) (1LK,R) {I,K,R}
4-5 Spamsh Fnglish Sjranish Spanish
(K.R) (K.R) (K.R) and
Spanish &  Spanish & Spanish & LEnglish
Inglish Iinglish English
t) ( (1) (LK.R)
b Lnglish Spanish Spanish (R} Spanish
{(K.R) (K.R) LEnglish (K)  and
Spanish & Spanish & Spanish & Linghsh
Imghsh (I)  Enghsh (1) Fnglish (I) (LK.R)
[=11MS A=her R=River Clen

The choice of language is. in part. dependent on the materials and
curricultm to be taught. However, it is also important to recognize
that different subjects may require or provid, contexts for the use of
different linguistic structures and academice discourse (Lindloln &
Cucevas. 1996), The decision to alternate Linguages for difterent con-
tent areas at IAMS and River Glen was in part to develop the appro-
priate vocabulary in cach lainguage. At Kev, muceh of the instruction
was thematie, so that language structures and vocabulary characteris-
tic of various content areas were dealt with i both Yanguages through
content int gration.

P Becanse varions weachers nene integrate across contentt areas, the breakdown ol
Lngnage by content is approximate,
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Students were engaged in the writing process at all three sites.
Thus, teachers were trained in and students were learning the differ-
cnt types of writing and the steps in writing, from pre-writing organi-
zational activitics through publishing.

At all three sites, the curriculum and program dc-sign were devel-
oped to accommodate the needs of the students at that particular site.
Fach school has been true o the model that they have implemented,
regardless of its design or curriculum, However, cach has been willing
to make changes, as necessary, to further strengthen the program or
cnhance student ouwtcomes (e.g., IAMS changing from a 50-50 model
to an 80-20 model). These changes came about with very careful
deliberation about how the changes would affect various components
of the maodel. Thus, the willingness to adapt 1o student needs must be
balanced with a carcful understanding of how the changes will affect
the new model and student needs. This is an important consideration.

Professional bevelopment

The three school sites are all committed to professional develop-
ment, and in-service training is an ongoing activity. JAMS stands out
for its system of mentoring new teachers and for the autonomy given
to teachers in deciding how Dest to develop themselves professionally.
River Glen provides a strong training model that emphasizes under-
standing the theoreticai model, appropriate methodologics for teach-
ing in the two-way model, and articulation across the grade levels. In
addition, the principal obrerves new and experienced teachers and
works with them o improve their teaching strategies. All three schools
organizc teachers into teams for sharing instructional materials and
implementing curriculum changes. As exemplified at these sites, pro-
fessional development should be a priority, particularly for newly imple-
mented two-way programs.

Parent Involvement

All three schools have very supportive parents, as do most two-way
prograi. . Parents volunteer in the classrooms, assist teachers with
variotts tasks, and participate on advisory committees. FFurthermore,
at times they have had to fight to keep their program in existence. The
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IAMS school district operates on the basis of site-based management,
so parents there are very active on the local School Committee,
which makes many of the staffing and program decisions at the school.
As mentioned earlier, parents were largely responsible for the found-
ing of IAMS as well. Parent involvement has helped these program to
grow and flourish. While parent involvement is important in any
cffective program {Levine & Lezotte, 1995), it is even more essential in
two-way programs to assure that they are institutionalized n the dis-
trict, rather than perceived as a short-term interesting idea. To be
most effective, e/l parents must feel that they are welcome in classroom
assistance, decision making, and other parent activities.

Learning Environment

Lach classroom that was visited displayed a variety of sumulating and
colorful matcrials on bulletin boards and arranged around the classroom.
Materials exhibited in the classroom tended 1o match the language(s)
taught in the room. In most classrooms, the teachers had the assistance of
classroom aides for at least some portion of the instructional day. Also,
cach prograin aimed at balancing the number of English- and Spanish-
speaking students in cach classroom so that there would be a sufficient
number of language modcls in cach language.

At each site, students had access to books and reference and re-
source materials in [inglish and Spanish in both their classrooms and
librarics. All sites had difficulty locating a variety of highly challenging
and interesting reading material i Spanish. More advanced mult-
chapter books in Spanish that would be interesting to the preteen age
group were especially difficult wo find. Computers were used at all sites
for word processing and other educational applications in the two
languages.

Instructional Practices

Separation of Languages

While all three sites believed in separating the languages for in-
struction, there was a difference in how stringently the policy ol not
nixing languages was adhered to. At River Glen and Key, teachers
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strictly followed the policy of no language mixing in the classroom.
and language mixing was never observed in the classroom. In the
carly grades, students were allowed 1o respond in their native lan-
guage, but were encouraged o use the instructional language in their
responses. Teachers, however, did not vary the language of instruc-
tion. By the upper grades, students were expected to do all of their
individual, group, and whole-class discussions and work i the lan-
guage of the content mstruction. As noted in the site descriptions,
however, many of the older students (Grades 4-6) displaved a strong
preference for English. parucularly m peer interactions. Supportive
mstructional matenals and wextbooks were alwavs selected to he con-
sistent with the language of instruction.

TANIS was somewhat less strict about Linguage separation. with
allowance of occasional translations o assist students m the classroom.
Like River Glen and Kev, IAMS allowed students in the primary
grades to express themsehves in whatever language they could and
increasingly expected them to respoud in the language of nstruction
in the upper grade levels. At Key and TAMS. a lack of content wexts in
Spanish occasionally led 10 Faglish-medium textbooks being used for
content lessons in Spanish.

In general, there was considerable separation of languages for
content instruction. Most teachers worked hard 10 assure that students
developed the content i the appropriate language. This focus on
language separation is important. In some school sites. when a student
does not understand the content or instructons. the teacher or in-
structional assistants translate from the instructional language o the
student’s primary language in an eftort 1o help them. In these situa-
tions. students learn that they do not need to learn the second lan-
guage. because if they act lost enough. the teacher or instructional
assistant will translate for them. Thus, for the most part. the wachers
at these sites fele thac the best strategy was 1o keep the languages as
separate as possible, I translation were needed. a student peer could
do the translation. but that was usually a st vesorts (More will be said
about this in the next seetion.i
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Making Content Comprehensible

At all three sites, there were times at all grade levels when at least
one or two students did not understand the content. As in any class-
room where students do not understand the content {even in their
native language), the teachers used a variety of measures to assure that
the language and content were comprehensible to the students. To
assist in this eftort, various resources were employed, including over-
head projectors and computers, Venn diagrams, bramstorming, drama
and acting, and concrete contextual references (visuals, realia).

Teachers also used a number of instructional strategies to make
language comprehensible. These encompassed sheltering, student-
tcacher modeling, recalia, TPR, illustrations, and rephrasing to im-
prove comprchension and develop vocabulary. Teachers also moni-
wred student comprehension through interactive means such as compre-
hersion checks, clarification requests, a varicty of questioning types, para-
phrasing, providing definitions, expansion, scaflolding, and modeling.

Sometimes, even after using these various strategies, a student
would not understand the content or mstructions under discussion.
During these mteractions where it was clear that a student was not
comprehending the teacher, ofien other students would spontancously
translate for the student or say it in another way that would assist the
student. As a last resort, teachers would have a student translate for
another student. However, to assure that some students did not be-
come dependent on translation, teachers tried to use other strategies
histed above to help the students figure out the coneept in the language
of instruction before resorting to translation.

Language Development Strategies

As is typical of immiersion teachers, maost teachers at the three sites
were likely to cither let linguistic errors pass if the utterance was
intelligible or model the appropriate utterance back to the student.
When students did make an error, the teachers typically focused on
the content as opposed 10 the structure of the student’s response.
Teachers rarely overtly corrected or had the students correet their
language-based crrors, Two of the sites expressed concern about per-
sistent non-native usage m Spanish and are exploring means of -
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creasing the focus on language form in meaningful contexts to address
this concern. Key was the only program that had started overt teach-
ing of grammar during language arts. River Glen is beginning to
phase m grammar instruction as an integral part of their program.

Across the sites, the writing process was used to develop students’
ability to write in the two languages. Thus, there were coutexts in
which students did not have their written work corrected, but in other
contexts, they went through the process of editing and publishing their
work. Throughout this process, they were able to focus on the gram-
matical and spelling crrors in their written work.

Finally, teachers also tried to use as much challenging material as
possible to increase the language skills of the students. Two common
strategies were to build vocabulary skills through a variety of activitics
and discussions and to model sophisticated language. Many teachers
reported that they would reword or rephrase students’ utterances if
they grasped the concept but were having difficulty in expressing it
verbally.

Student Grouping

At the three schools, students participated in heterogencous groups
for cooperative interactive learning activities. Each school felt that the
heterogeneous naturé of the grouping was essential for the success of
the two-way model; that is, students must have the opportunity to
work collaboratively and use language with cach other mn order to
promote higher levels of second language proficicney as well as posi-
tive cross-cultural attitudes.

Student Language Development and
Academic Outcomes

A Comment on Measures

In the course of collecting the deseriptive information about the
school sites, we attempted to be as unoburusive and undemanding as
possible. In some cases, we requested particular measures, or types of
measures, 10 assess outcomes (especially language-related). but for
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achicvement and other student and program data, we relied on what
could be made available from the site (described in the preceding
chapters). As a result, we do not have identical assessments at identical
grade levels to allow for direct comparison of student outcomes across
all three sites. In the following sections, the available data will be
discussed and compared when possible.

Separation of Languages

At the different school sites, across different classroom situations,
the use of English among students during Spanish time was usually
tolerated. Students were enicouraged and expected to speak Spanish
during Spanish time and were usually reminded to use Spanish if they
were using English. At the upper grade levels, however, when they
had the opportunity to choose o language, students often spoke in
English. Despite this preference for English, students showed high
levels of comprehension skills during classroom lecture, discussion,
and work n both Spamsh and English. During English instruction,
there was seldom any use of Spanish by students.

Oral Language Development

Data on language proficiency were limited across the sites. None
of the sites had measures that assess first language developinent (c.g.,
Woodcock Jolmson Language Proficiency Battery). No oral language profi-
ciency data were available for IANIS. Common assessment tools were
used at Key and River Glen to examine sccond language develop-
ment, The Student Oral Language Observation Aatriv (SOLCGM), upon
which the Student Oral Proficiency Rating (SOPR) was based, and the
Language Assessment Seales (1.AS) were used at both sites.

Table 5.5 presents the average SOLOM/SOPR ratings given by
teachers to the students in Spanish. A review of Table 5.5 shows the
Spamsh scores were very high, with average scores of 14.0 to 24.7 (out
of a possible 23). The pereentage of students who obtained a score of
19 or better, the rating considered to indicate fluency, is also shown.

While the SOLOM and SOPR are very similar measures, they
both are teacher rating instruments. Lven when teachers are carcfully
trained to use the SOLOM/SOPR, ratings can fluctuate 1o some
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extent across teachers, which can affect the reliability. Ratings may
also be influenced by social expectations. Because the United States is
an English-speaking country, it is expected that students will speak
English. Thus, tcachers may rate English and Spanish speakers appro-
priately in English---with higher standards and comparisons to En-
glish monolinguals, as dictated by the mstrument. Furthermore, be-

-cause Spanish speakers have Spanish as their dommant language,

many teachers have high expectations for their Spamsh proficiency,
even to the extent of giving them low rating as kindergariers and first
graders if they lack some grammatical structures or vocabulary. In
contrast, some tcachers end 1o overrate English speakers” Spanish
proficicncy, because they are so impressed that the English speakers
can speak Spanish. The category definitions on these instruments
allow for variable interpretation, as well, leading some teachers to give
students a higher score (5, native speaker level) than they may deserve.
These are important factors 1o consider in reviewing the ratings shown
in Table 5.5

Table 5.6 provides Language .Assessment Scales information about
English oral proficiency for Spanish speakers ai Key and River Glen.
As 'Table 5.6 indicates, the percentage of students designated as fluent
at River Glen (according to grade-sensitive levels provided in the
scoring instructions for the LAS) was 50% in Grade 1, 74% in Grade
2, 95% in Grade 3, and 100% i Grades 4 through 6. At Key, LAS
scores were available only for third graders, where 100% of Spanish
speakers were designated as fluent in English. According 1o the LAS,
then, the River Glen 90-10 and Key 50-50 programs produced fairly
similar mean scores at third grade (M =79 at River Glen, 88 at Key),
and almost all students scored as fluent in English (95% at River Glen,
100% at Kev).
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Table 5.5

Average SOLOM/SOPR Scores in Spanish by School Site
and Grade Level, 1995

Grade Level and Language Percent Iluent Adverage Score
Background
River  Key River  Key
Glen Glen
First Grade:
Spanish Spcakers 100% 88% 24.7 23.0
Iinglhish Speakers 60% 21% 21.6 14.0
Scecond Grade:
Spanish Speakers 100%  100% 247 23.4
English Speakers 47% 21% 18.4 16.4
Third Grade:
Spanish Speakers 100% N/A 244 N/A
English Speakers 77% 19.5
Fourth Grade:
Spanish Speakers 100%  100% 23.8 24.5
English Speakers 95% 65% 22.2 19.8
Fifth Grade:
Spanish Speakers 100%  100% 212 24+.0
English Speakers 100% 4+3% 23.7 19.7
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Table 5.6

English LAS Results for Spanish Speakers

Grade Level Percent Fluent Average Store

River Key River Key

Glen Glen

(1995)  (1994)  (1995) {1994
First Grade 50% N/A 62 N/A
Second Grade 74% N/A 73 N/A
T'hird Grade 93% 100% 79 88
Fourth Grade 100% N/A 80 N/A
Fifth Grade 100% N/A 9l N/A
Sixth Grade 100% N/A 87 N/A

The results from the LAS and the SOLOM/SOPR are interesting
to compare across the Key and River Glen sites as these are the two
that differ most in their model. with River Glen’s 90-10 model and
Key’s 50-50 model. From this cross-sectional perspective, the English-
speaking students across grade levels show progress in Spanish oral
language skills along with maitenance of high oral language proficiency
in English. Spanish-speakers across grade levels show development in
Spanish along with impressive gains i oral Fnglish language
proliciency. By third grade, the majority of Spanish-speaking students
i both programs scored as fluent in English on the LAS. At River
Glen, a majority of the English-speaking students scoved as fluent in
Spanish (on the SOLONM) by third grade as welly while at Key, the
level of Spanish proficiency (rated on the SOPR) was slightly lower.

Looking at the average scores, these data would suggest that En-
glish speakers do not become quite as proficient in Spanish m a 50-50
program as in a 90-10 program, but they do show high levels of
sccond language development. The lack of data in Spanish other than
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the SOLLOM/SOPR does not allow us to compare the Spanish profi-
cicncy of the students fully (given -the limitations of a single teacher
rating). However, the results point to strong progress in second lan-
guage learning among all students in both programs.

Academic Achievement

Reading and Whiting Achievement w Spanish. "I'able 5.7 shows the stu-
dents’ average percentiles from the La Prueba reading and writing
achicvement subtests for third through sixth graders at River Glen
and IAMS. {Key has no-standardized achievernent testing in Spanish.)
These two sites have similar models (River Glen 90-10; IAMS 80-20).
As Table 5.7 indicates, performance was comparable across the sites,
with percentiles at or above average (average defined as performance
at the 50th percentile) i reading and writing achievement.

Table 5.7

Spanish Reading and Writing Achievement Scores, 1995

Grade Level Reading Achievement  Wrtting Achievement
m Percentiles i Percentiles
River  IAMS  River  IAMS
Glen Glen
©O-10)  (B0-20)  (90-10)  (80-20)
Third Grade 3+ 6Y [13¢] 67
Fourth Grade 60 62 60 70
Fitth Grade 50 61 6HY G2
Sixth Grade 37 61 60) 53

Mathematies, Soctal Studies, and Science dehiecement in Spanish. "Table 5.8
presents the pereentiles from the La Prucha achicvenient test in Spanish
in the arcas of mathematics. social studies, and seience for River Glen
and IAMS third through sixth graders. Table 5.8 shows that math-
ciatics, social studies, and science performance was average to high

Comparisons ACross Programs 1 1 9 113

BEST COPY AVAILABLE



oe
&

for all grades (with the exception of IAMS fifth graders in social
studies and science). Again, the results across the two schools with
similar models were remarkably parallel (except for the IAMS fifth
graders).

Table 5.8

Spanish Mathematics, Social Studies, and Science
Achievement Scores, 1995

Grade Level Math Social Studres Sctence
Achievement Achievement Achtevement
in Percentiles i Percentiles in Percentiles
River IAMS  River IAMS Rwer TAMS
Glen Glen Glen
(90-10) (80-20) (90-10) (80-20) (9O0-10) (80-20)
Third Grade 68 73 69 - 68 -
Fourth Grade 72 72 67 78 69 75
Fifth Grade 39 63 76 32 58 32
Sixth Grade 61 60 54 - 64 -

Reading, Language, and Mathematics Achievement i Fnglish, Table 5.9
displays the students” average percentiles from the I'TBS (Kev, IAMS)
and C'TBS (River Glen) reading, language, and mathematics achieve-
ment subtests for fourth graders. (Itis important to remember that no
students began reading instruction in English at River Glen until third
grade, and Spanish speakers at IAMS did not read in English unul
second grace.) As Table 5.9 illustrates, the River Glen and TAMS
students scored in the average range while Key students scored in the
high range.
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Table 5.9

English Reading, Language and Mathematics Achievement
Scores in Percentiles for the Fourth Grade, 1995

School Reading Achievement  Language Achievement  Math
in Percentiles in Percentiles Achievement
, in Percentiles
River Glen 44 32 54
(90-10)
IAMS 40 N/A 46
(80-20)
Key 89 79 93
(50-50)
conclusions

In this chapter, we have attempted to compare the characteristics
and outcomes of the three two-way programs described carlier. It is
clear that there are a number of similarities across the three sites, First,
all programs conscientiously adhered to their model, worked to imple-
ment it correctly, and carefully articulated 1t across the grade levels.
Second, each program had administrative staff’ (including a program
coordinator) who were knowledgeable about the two-way model and
who supported or guided the program toward its success as an educa-
tion program within the school and district. Third, there were highly
proficient and very capable teachers at cach site who have received
considerable professional development so that they understood impor-
tant components of the model, including second language develop-
ment and good instructional strategies (though many of the River
Glen teachers were new to the program model and new to teaching in
the period under observation). Fourth, in observing the classrooms, it
appearced that teachers were using similar instructional strategies for
making language and content comprehensible to the students and for
developing language skills. Fifth, the learning environments surround-
ing the students shared many features and heterogencous grouping of
students in the classroom was common in all sites. Thus, there was
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considerable similarity in many of the major features of the three
programs.

The predominant variations across the sites related to the ratio of
Spanish to English and the language of initial literacy. Key and IAMS
began their implementation with a 50-50 program modecl, but TAMS
changed to an 80-20 model aficr deciding that the Spanish proficiency
of the students was not high enough. Thus, their model currenty
resembles more closely the River Glen 90-10 model. There did not
appear 10 be major differences in long-term student outcomes related
to variations on language distribution or literacy instruction, accord-
ing to the data we were able to collect.

These variations in program models reflect both differences in
community needs as well as the populations served by the schools. At
Key, the model originated as an enrichment program for gifted stu-
dents, and some students were screened out who did not meet certain
levels of language and concepiual development. Also, because of the
sociolinguistic context, many of the Spanish speakers m Kev's pro-
gram arrive at school with some proficiency in English. As a result.
their approach to literacy instruction in both languages is very appro-
priate. Also, their high levels of achievement in English attest 1o a
strong English-language base and perhaps a more select student popu-
lation. In contrast, at IAMS, there is a much larger population of free
and reduced-price lunch students (60%) from various cthnic groups
(including a larger percentage of English-speaking minority students).
Ther strategy for begimning literacy instruction in the primary lan-
guage appears to it this context. River Glen students are a combima-
ton of largely middle-class. English-speaking, Luropean-American and
Latino students and Spanish speakers. most of whom are free or
recduced-price lunch participants and began the program with few, if
any. skills m1 Englisa, Thus, this context may he quite appropriate for
developmg mitial hiteracy instruction in Spanish. Understanding the
population to be served 1s certainly an important prerequisite in deter-
mining which model may be most effective at a particular school site.

Finally, 1t is important to recognize the limitations in comparing
outcomes across the three school sites. First, there swere not identical
sources of data across all three sites, Second. when there were compa-
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rable outcomes, they werc usually based on slightly different measures
(SOPR at Key vs. SOLOM at River Glen; I'TBS at Key vs. CTBS at
River Glen). Further, because Key had achievement data only for
fourth grade, appropriate comparisons could not be made at the sixth
grade level, when scores may have been higher for the 90-10 and 80-
20 model because of increased English instruction. At the fourth grade
level, Spanish speakers at both sites, as well as English speakers at
River Gler, had been reading in English for only two years. Thus,
these scores may make the 50-50 model appear more successful than
the 90-10 or 80-20 nodel. Other cvaluation data have pointed to
substantial increases in English achicvement test scores in 90-10 pro-
grams by sixth or scventh grade (Lindholm, 1996). More unfortunate
is the lack of any comparative achievement data for the 50-50 versus
90-10 and 80-20 models. Key did not do any standardized student
testing in Spanish. Fortunately, IAMS and River Glen used the same
instrument for assessing Spanish achievement. Their scores were re-
markably similar, with students scoring average to high m reading,
writing, mathematics, social studies, and science.

Even when the measures were exactly the same (la Prueba at River
Glen and FAMS), the student populations varied across the sites. These
student variations arc very critical to understand and deserve closer
examination. tis not clear to what extent home environment (includ-
ing parent level of education: educational books at home; parental
assistance with homework; access to technology and other educational
experiences), language resources (such as whether the child began as
non-English or hmited English proficient and the level of English
proficiency ot the parents), and student characteristics (including gift-
edness) varied across the three sites. Considerable research has docu-
mented the effects of these variables on student achicvement (Darling-
Hammond, 1993; Knapp & Woolverton, 1995; Olneck, 1995). Re-
search clearly shows that whether a model works at a particular school
site depends, among other things, on the student population and on
community needs and characteristics (Levine & Lezotte, 1993).

In conclusion, the results from all thnee siwes are positive and
demonstrate that two-way iImmersion programs present a promising
and exciting model for promoting bilingualism. biliteracy, and acqui-
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sition of average to high levels of content arca knowledge for both
English and Spanish speakers. While there are some variations across
the three sites, each works well with its population in promoting bilin-
gualism, biliteracy, and academic achievement. Two-way immersion
programs, then, offer our socicty the opportunity to profit from the
growing diversity in our schools and help all our students achieve the
high standards we have set for them. Learning to work, play, and
speak with people from diverse linguistic and cultural backgrounds
will make it possible for our children to participate more fully and
confidently in an increasingly shrinking world.
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Language in Education: Theory and Practice

The Educational Resources Information Center (ERIC), which is
supported by the Office of Lducational Research and Improvement of
the U.S. Department of Education, i1s a natonwide system of informa-
tion centers, each responsible for a given educational level or field of
study. ERIC’s basic objective is to make developments in educational
rescarch, instruction, and teacher training readily accessible to educa-
tors and members of related professions.

The ERIC Clearinghouse on Languages and Linguistics (ER1C/
CL.1), onc of the specialized information centers in the ERIC system,
is operated by the Center for Applied Linguistics (CAL) and is specifi-
cally responsible for the collection and dissemination of information
on rescarch in languages and linguistics and on the application of
rescarch to language teaching and learning.

In 1989, CAL was awarded a contract to expand the activities of
LERIC/CLL through the establishment of an adjunct ERIC clearing-
house, the National Clearinghouse for ESLL Literacy Education (NCLIE).
NCLE’s specific focus is literacy education for language minority aclults
and out-of-school youth.

LRIC/CLL and NCLE commission recognized authorities in lan-
guages, linguistics, adult literacy cducation, and English as a second
language (ESL) 1o write about current issues in these fields. Mono-
graphs mtended for educators, rescarchers, and others interested in
language education are published under the servies tide, Language in
Education: Theory and Practice (LIIs). 'The LI series includes practical
guides for classroom teachers, state-ol=the-art papers, rescarch reviews,
and collected reports.

For further mformation on the LRIC system, BRIC/CLL, or
NCLL, contact either clearinghouse at the Genter for Applied Lin-
guistics. 1118 22nd Stwreet NW, Washington DC 20037,
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Profiles in Two-Way
Immersion Education

Donna Christian, Christopher L. Montone,
Kathryn J. Lindholm, Isolda Carranza

Two-way immersion programs integrate language minority and
language majority students in the same classroom with the goal of
academic excellence and bilingual proficiency for both groups.
Because most two-way programs are relatively new, there has
been little opportunity to compile and synthesize the knowledge

that is being gained about language and content learning in these
settings.

This volume begins the process of documenting that experience by
profiling two-way immersion programs in three schools that are
implementing different variations of the model. The authors
describe each program's evolution, current operation, and results,
drawing conclusions wherever feasible. By examining the programs
in some depth, highlighting similarities and differences, the authors
hope to contribute to a greater understanding of how two-way
immersion works.
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