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Chaapter 1 Slirdenlds

corrmen—A Case Study of Demographic Shift
1 North Carclinia
cormen s oiie of gy Drglish lanignage deariiers from Mevico (6 strt
whool i the Nortly Cerolfnng pablic sclhools i ihe jull of 20000 Sle is part of a
ool numiber of Latinos who bave comme Lo e stdte of Nortly Caroline in
recent years fo e, woriz, and learn. Carmen bad spent the fivst 10 years of ber
ffe Inog ruval ranching comnnninily ine Mexico wihere sbe was raised by ber
mother aud grandparents. When she was a baby ber fether moved to the United
Stettes 11 order (o filkd work. He retirned as ofienn as Hossible (o visit bis growing
Jemmily gind alieays seind ioney lo belfy siipport e He Toed and worked in
Califorivia, Texas, aid Horida, Dit wlen crossing e boirder became alinost
Impossiiie. be realized JF was (inte fo biing Dis femily witly bine to the United
States. Befiore De did this. be needed o fhiad more periianent employinent aned ¢
Place io léve. e was i o Nogily Ceolistes by ils promise of steady work in
agriculiie. coisiriecion. lextife niflls, and meal packing plants. He was aiso
lookitiy for a safe conntnily aid good schools, Fie fournd afl of this in o small
city i wesiern Nortl Cavolinia eind e sent foir bis wife and datighters to join bin.
By the ime Carinen arvived at ber new school, Nortly Carolina bad the
Justest growing Lalino papidaiion in the Undieed Stetes. Qe (e past decede
schools, chuiches, hosfiitals, and universitios bad Deen working to provide sere-
fces to the nen jembers of thedr connmunity. Schools begant to intpleinent ESL
awred Dilinngrad progicans: maily charches offered sevvices in Spenish: bealtlh care
frroviders secrched o fitterpreters; e tniversities worked 1o educate both the
ne fnaigianis and gremnbeis of the local connmnnity wbo bad lived in the
Sterte for generctions. The [raditional Dlack aad white dichotony of the south
twets becoining inore complex as the Laling innmigrant populaiion becaine per-
Iaaheni and contiiviied o growe vapldly. The relaijonship Detween meny blacks
arriel Latinos Decaie condentions as Latinos now filled naany fow wage jobs dand
Bicty Africain Anericans believed [Dat the siale’s new focus on the educationeal
needs of Englisiy langtiage leariners came al the cost of Dlack stitdents.

Fir 20000 ihe sterle woars SE strivding To dedjust 1o the changing fuce of many of

is city neighborboods and snedi towens. Wile Cavinent was funnedicately
enrolled into an £S5 prograin. placed to i age appropriate grade, and
pafved qp il o biltngsal Lativia in Der ciass. e fransition was not witbout
Lirrmoil. Wilh very [itlle pelive ianguage support, she was ofteir exbausted by
Hho fask of learniing Bielish, She alsa encounfered a sarviety of new cultires. She
Dad to Jeari i undersicindg aiid become iidersiood & botlh ber white and
African Americait peers. She rose fa ibe chalienge and Der class embiraced their
new frivnd. thongh outside of ithe cdassroom: Carimenr and ber Latino friends
siner prosiiy fo iDensseives o thefr wbite classaietes. Her jamdly becene
frvoived (3 e Laling porent grois of e schaol and she joined a local bilin-
Qiaild Gind Scopds clab VTG ser sirong lleracy s&ils in Spanisl and ESL support.
She joas Gle (¢ fzeel uf (G drosi of ibe condend fa Do dassroom and sbe macde
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Chapter I Students

strong academic progress. Today, she continues to grow in ber new school, com-
munity, and country. She bopes one day to be a bilingual teacher or a bilingual
lawyer to hely otber Spanish speaking families like ber own.

Carmen is fortunate to have immigrated to the United States during a time of our
nation’s history when there is a legal, academic, linguistic, and sociocultural infra-
structure supporting language minority students like her. For as we shall see, feder-
ally sponsored bilingual and ESL education is a fairly recent phenomenon. In 1968
the passage of the federal Bilingnal Education Act' brought an exciting yet con-
troversidl approach to educating language minority students to the attention of edu-
cators throughout the United States. Educators and linguists in the area of English as
a second language (ESL) had developed a substantial knowledge base in their ficld
over the years, and educators had experimented with various forms of biiingual
education in the United States since at least the early 1800s (Ovando, 1999).

Thirty-two years after the passage of the federal Bilingual Education Act of
1968, the field of bilingual and ESL education has matured theoretically, conceptu-
aily, and curricularly (Cummins, 2000). Yet there is still passionate controversy
over the best ways to educate language minority students and induct them into
mainstream society (see Crawford, 2000, Cummins, 2000; Ovando & Pérez, 2000).
As we enter the new millennium, our society and our schools will continue 1o be
challenged to serve the growing numbers of language minority students from Latin
America and Asiz (see related section on immigration in this chapter). Hence, it is
crucial that educators, researchers, and policymakers listen attentively to the inner
voices of language minority students, who may be prisoners of silence in English-
dominant classrooms. It is axiomatic in educational circles that all students learn
best when they experience curricular content and processes that mirror their
lived cultures, languages, and socioeconomic realities (Gumperz, 1996; Minami &
Ovando, 1995).

WHAT DO WE MEAN BY BILINGUAL EDUCATION
AND ESL?

Bilingual and ESL programs take on many, many different forms throughout the
United States, depending on state regulations and guidelines, school district poli-
cies, the community context, and the composition of each local school popula-
tion. In Chapter Two we will discuss the various types of bilingual and ESL
programs, but let us begin here with a few basic definitions.

Bilingual Education

Any discussion about bilingual education should begin with the understanding that
bilingual education is neither a single uniform program nor a consistent “methodol-
ogy” for teaching language minority students. Rather, it is an approach that encom-
passes a variety of program models, each of which may promote a variety of distinct
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BASIC CHARACTERISTICS OF A BILINGUAL EDUCATION
PROGRAM

1t its most basic form, o bilingual education program is one that includes (hese
chamcieristics:

I The continued development of the student's primary language (1),

2 Acquisition of the sceond Linguage (L), which for many linguage minoricy stucems is

linglish.

3 Instraction in the content arcas utilizing both Lo and 1,

Sonrce: Calitornia Department of Education. 1981, 245

goals, For example. while some bilingual education program models promote the
development of two languages for bilingualism and biliteracy, other programs may
incorporate the students’ first language merely to facilitawe a quick transition inte
English. There are bilingual cducation programs that 2im to preserve an indigenous
or heritage language as an ethnic, cultural, or community resource.” There also
are bhilingual ¢ducation programs with an cxplicit goal to assimilate or socialize stu-
dents into the mainstream of society (Baker, 2001). Consequently, bilingual educa-
tion isa simple label for a complex phenomenon,” as Cazden & Snow (1990) have
suggested, because not all programs necessarily “concern the balanced use of two
languages in the classroom™ (Baker, 2001).

{Throughout this book, the terms L, and L, will be used with L, referring to
the child's first language and L, reierring Lo the sccond Lingaage that the child is
Iearning.)

Because of the inseparable connection between language and culture, bilingual
programs also tend o include historical and cultural components associated with
the languages being used.” The rationale for the inclusion of the cultural compo-
nent in bilingual education programs is reflected in this quote from Ulibarri (1972

In the beginning was the Word. And the Word was made Hesh. It was so in the
beginning and it is so today, The language. the Word. carries within it the history,
the culture, the traditions, the very life of a people. the flesh. Language is people.
We cannot conceive of a people without it language. or a language without a peo-
ple. The two are one and the same. To know one is to know the other (p. 29%).

English as a Second Language

English as a second language (ESL) is a system of instruction that enables stu-
dents who are not proficient in English (English language learners) to acquire
academic proficiency in spoken and written English. ESL is wn essential component
of all bilingual education programs in tlie United States for students who are English
language learners. In addition. ESL classes tauglit through academic content are cru-
cial for English language learners when first-lnnguage academic instruction is not

9
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The professional organization Teachers of
English to Spcakers of Other Languages
(TESOL) has taken the position that bilinguad
instruction is the best approach to the education
of language minority students (TESOL, 1976,
109250, In other words, according Lo the TESOL
organization, ESL should be part of a larger
bilingual program that also involves instruction in
the student’s L. This important position is shared
by the authors of this book. The “TESOL Statement
on the Education of K-12 Language Minority
Students in the United States” (1992 reconumends
a four-prong bilingual configuration o meet the
needs of language minority students:

+  Comprehensive English as a second
fanguage instruction for linguistically diverse
students that prepares them (o handle con-
tent area material in English,

+ Instruction in the content areas that is no
only academically challenging, but also tai-
lored to the linguistic proficiency,
educational background, and academic
needs of students.

+  Opportunities for students to further
develop and/or use their first language to
promote academic and social development.

+ Professional development for hoth ESOL
(English to Speakers of Other Languages)
and other classroom teachers that prepares
them to facilitate the language and academic

RECOMMENDATIONS ON THE ROLE OF BILINGUAL EDUCATION AND ESL

growth of linguistically and culturadly differ-
ent children. (p. 12)

In addition, TESOL has recognized that the acqai-
sition of English by English language learners is
an extended and complex process. The organiza-
tion jssued a more recent policy statement
(1999 on the acquisition of academic
proficiency in English, in which it recommended
that programs for ELLs incorporate the following
elements:

»  Notime limits for services that support and
move towards standards-based education.

« Swostained professional development for ESL
and grade/content level teachers.

«  Ongoing student assessment that vses fair,
reliable, and valid qualitative and
guantitative measures.

«  Accountahility for stakeholders (e.g.,
students, teachers) at different levels of
implementation (e.g., schoo), district. state).

+ Native language support to help students
achieve academic progress.

«  Cultural and linguistic diversity in s¢hool
curricuium and programs,

+ Emphasis on academic and content-based
English language instruction.

+ Active parental involvement in a student’s
education.

feasible, as is the case in contexts where low-incidence language groups (too few
speakers of one language for bilingual education to be provided) are present. ESL
content (or sheltered) classes may be self-contained, or students may attend
ESL content classes for part of the school day and participate in monolingual
English instruction in grade-level classes (in the *mainstream’™) the remainder of
the day.

As mentioned before, however, it is not always feasible to implement such a
bilinguat program. When the number of English learners is insufficient, Teachers
of English to Speakers of Other Languages (TESOL) recommends monolingual
instruction with an ESL component; the organization does not consider monolin-
gual instruction without an ESL component adequate to provide language minor-
ity students with the specialized instruction they need to successfully acquire
English language skills (TESOL, 1976, 1992h).
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These briel definitions and position statements just begin to hint at the many
issues involved in the implementation of bhilingual and ESL programs, issues we
will be considering throughout this book. In this first chapter, however. our most
importnt sk is 1o examine the reason for our professional existence: the aca-
demic and socioculiural well-being of our students. Who are the learners in bilin-
gual and ESE classrooms? What particular and diverse needs do they have, and
how aun teachers be sensitive to all of their variations in personality, educational
background, sociab class. culture, ethnicity, mational origin, inguage competence,
religion, learning styles, and special skills and lents? For the remainder of this
chapter we will examine the range of students in bilingual and ESL classrooms, the
hackgrounds the students bring with them, what happens when such back-
grounds are mixed into the culture of the schools, and how teachers can use this
information to know their students better.

DEMOGRAPHICS

Since the middle of the twenticth century—particadarly during the last three
decades— LS, society has become increasingly multicultural and multilingual.
Prior 1o 1963, when Congress abolished the national-origins gquota system, Europe
wis the mujor source of immigrants coming to the United States. By the 1980s,
however, 85 percent of immigrants to this country were coming from Third World
countries (Crawford, 19924, p. 3). As shown in Table 1.1, since 1970 the foreign-
born population of the United States has increased rapidly due to large-scale immi-
gration, primarily from Latin America and  Asia. The otal US. foreign-born
population rose from 9.6 million in 1970 to 14.1 million in 1980, and from 19.8
million in 1990 (Gibson & Lennon, 1999) to 28.4 million in 2000,

According to 1990 census data, the totad ULS, population grew by 9.8 percent
between 1980 and 1990, The number of whites increased by 6.0 percent during
this 10-vear span, African Americans by 13.2 percent, American Indians (including
Lskimos and Aleuts) by 37.9 percent, Asian and Pacific Islanders by 107.8 percent,
Hispanic Americans by 33.0 percent, and “Others™ by 45.1 percent. Of a US. popu-
lation estimated at 2487 million in the 1990 census, 30 million were African
Americans (12 percent), 22.4 million were Hispanic Americans (9 percent), 9.8
million were "Others” (3.9 percent), 9.7 million were Asfan Americans (3 percent),
and 2.0 million were American Indians (0.8 percent) (Barringer, 1991, p.1).

In addition to these demographic variations, immigrants have continued to
flow rapidly into the United States. By 2000, the Census Burcan estimated the coun-
try’s total foreign-born population at 30 million. or roughly 11 percent of the
nation’s 281 million residents (Armas. 2001). That count included 33.5 million
Hispanics nationwide-—approximately 2.5 million more than had originally been
estimated. The continving influx of Asian immigrants, reported at 25.5 percent of
the tetal foreign-born population for 2000 (Lollock, 2001), led the Census Bureau to
project that San Francisco will soon become the second major US. city (Honolulu
was the first) with a higher Asian than white population (McCormick, 2000).

These population changes—sometimes referred to as the demographic
fnperative—have resulted in large numbers of school entrants whose first language

11
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TABLE 1.1 European, Hispanic, and Asian Immigrants with 1.8, Total and Foreign-born

Population: 1970-2003 (in thousands)

Yeur
2003
2(H)2
2000
1990
1980
1970

LS, Foreign-born Popuiations

LS. Totl LLS. Foreign-born Hispanics Asians Europeans

290,809 33500 (11.7%) 17.850 (33.3%) 8,379 (25.0%) 4,590 (13.7%)
288,400 32,500 (11.5") 16,963 (52.24% 8288 (25.5%) 4.350 (1-0.0%)
281,421 28379 (10, 1%) 14,477 (51.0%) 7,240 (25.5% 4,255 (15.3%)
288,791 19.7067 (7.9%) 8407 (42.5%) 1,979 (25.1%) 4.350 (22.0%0)
220,510 FE,079 (6.24%) 4,372 (31.0%) 2539 (18.0%) 3,149 (36.6%)

203,210 9619 ¢i.7%) 1803 (18.7%) 2,489 (25.9%) 5,740 (59.6%)

Percentages of the TLS, total Torvign-horn pepuiion.

Sonrees: Camphell | Gibson and Emily Lennon, Mistorical Census Seatistics on the Foreign-Born Popeddation of e
Caided States, 1999 Diane Schimidles, The Foreign-born Popnfotion i the Pudted Ytates: Alarcly 2062, Current
Population Survey, ULS, Cepsus Burcau, 2003 Luke L Larsen, The Foreigie-born Popadation (i e Liited Steles:
2003, Current Poprdation Reports, .S, Census Burcau, 200-; U8, Census Bureau, Crrrent Poplation Sureey,
Ethnic and Hispranic Stuistics Branch, Popuiation Division, March 2000: ULS. Census Bureau, Statistival Abstiact of
the Laiited Siafes, 2000,

is not English (sce Table 1.2). Most educational discourse and learning environ-
ments to date, however, have continued to reflect the discourse practices of main-
stream  socicty, with often unfortunate results for nonmainstream  students,
including language minority students (Cazden, 1988; Gee, 1990; Michaels, 1981).
According to John Gumperz (1996), linguistic minorities will scon outnumber
monolingual English speakers in many places in the United States, and U.8. educa-
tors are not well prepared to work effectively in such diverse contexts. Banks
(19912) has succinetly summuarized the changing demographics landscape and its
impact on classrooms in the twenty-first century:

The percentage of people of color in the nation will continue to rise throughout
the eurly decades of the next century. [ndecd, the 1990 census revealed that one
out of every four people who live in the United States is a person of color and thar
one out of every three people will be a person of color by the turn of the century.
Likewise. the ethnic and racial makeup of the nation’s classrooms is changing sig-
nificantly. Students of color constitute a majority in 25 of the nation's largest
school districts and in California, our most populous state with a population of
thirty million people. Students of color will make up nearly half (46 percent) of
the mation’s school-age youth by 2020, and about 27 percent of those students will
be victims of poverty (p. 1).

Reflecting a general lack of prepuaredness for the increased “browning” of the
United States student population is the nationwide critical shortage of well-
prepared teachers who can work effectively with the large and growing number
of students whose first language is not English. This shortage will become even
more severe in the next two decades, when, for example, the ratio of language
minority teachers to language minority students will drop to an all-time low unless
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TABLE 1.2 Immigrant and Native Children Enrolled in K—12 Schooling in the United States:

19702000 (in thousandsj

K~ L2 Enrollment

Percentiage of Immigrant
Children of Native Total K-12 Enroliment in Total K-12
Year Children of Inumigrans’ Parcnts Enrolnent Population
Foreign-horn LS -born

(st generation)  {2nd geneation)

1970 T 245 23340 (75, 2%) 13.070 48,780 G.4%
1980 1.506¢32.2%) 3109 (67.8%) 1621 10,290 161
1990 0817 (31.6%) 3,020 (6847} 35,523 11,266 13.9
1995 2307 (29.2%) 33090 (T8 i1.451 19,348 16.0
2000 2,700 (23,74 TSRO0 (7130 F4.200 51,700 2001

*Percentages of total children ol immigrant population

Sources: Jenniler Yan ook and Michael Fixooa Profile of the Immigrnt Student Populaiion” In ). R DevVelasco, M. Fix.
and 1 Clewcelt CEds). Qeeronked aud tnderserved: liiniderand oifdien i U8 secondary schools. Washinglon

DCUTRe Uirban Tnstiiuie Press, 20000 Michacel Fixoand Jeftrey Passel, 008 foinigradion: rends and
schoofs. Washingron DO The Pivban Institute Press, 2003,

strong actions are tuken to reverse carrent trends. For example, although Spanish-
speaking students constitute the largest number of language minority students in
1.8, schools, there is o dramatic shortage of teachers who come from Hispanic
backgrounds (Crawlord, 1999; Delpit. 19935, Applebome (1996) notes that the
first challenge in the preparation of reachers for the twenty-first century will be to
address the "growing mismatch botween the background of teachers and the stu-
dents they will be teaching™(p. 22).

TyPES OF LANGUAGE MINORITY STUDENTS

As used in this book. the term fanguage wiinorily sindent (in the United States)
refers to a student who comes from a home where a language other than English is
spoken. According to a 1992 National Association for Bilingual Education
(NABE) publication, more than 7.5 million schoolage children in the United States
werc from homes in which a non-English language wis spoken. The predictions are
that this language minority student popubation will surge to about 33 percent of it
schoolchildren by the vear 2000 (NABE, 1992, p. 3). Language minority children are
now the fastest-growing group in schools in the United States (McKeon, 1992).
This large language minority category includes @ broad range of patterns of tun-
guage proficiency. Language minovity students may or may oot have enough profi-
cieney n Engiishi to do well academically in ail-English instructional settings. They
nhy be essentially monclingual in English. or they mav be monolingual i a non-

English language. or they may possess varving degrees and types of bilingualism.

fuplications fin
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And, of course, their language proficiency status changes as they mature and as
they progress through school. The parents or grandparents of monolingual
English-speaking language minority students may still have varying degrees of pro-
ficiency in the ancestral language, but the children may be essentially proficient
only in English, understanding just a few, if any, househoid words or phrases from
the family's language of origin. At the other extreme are the children of recent
immigrants, who are usually monolingual in the family’s first language. (We say usu-
ally hecause these children may sometimes be bilingual in several non-English lan-
guages, or they may have some English proficiency from having studied English in
: their home country.) In berween the two monolingual extremes are a complex
e array of mixes of bilingual proficiency. Although it is an oversimplification of the

L picture, such language minority students may be more proficient in English than in
their ancestral language (English dominant), fairly balanced in proficiency in both

languages, or more proficient in the second language than in English (e.g., Farsi
! dominant, Korean dominant, Spanish dominant, Vietnamese dominant, and so on).
This issue of various kinds of bilingualism will be explored further in Chapter Four.

Until recently, students who are either monolingual in the home language or
W have some English proficiency but are still more fluent in their home language
il have been referred to as limited-English-proficient (LEP) students, Data from state
education agencies receiving Title VII funding suggest that in 1989-1990 there

| were about 2.2 million limited-English-proficient students in the United States
1" (Meyer & Feinberg, 1992, p. 109). More recently, the Stanford Working Group

} (1993) estimated the number of LEP students to be much greater, perhaps as many
i as 3.3 million children between the ages of 5 and 17.
! Although the term LEP has been used extensively in literature and demo-
ol graphic information about this group, the term has recently been criticized for its
;153'1 negative connotations. It has been argued that the use of the word Jimited in the
" term limited-English-proficient reflects a focus on what the child cannot do
rather than on what he or she can do, and that it implies a bias against non-English
speakers as being less able than English speakers. Thus many educators have
begun to use the more neutral term English language learner (ELL). This term
conveys that the student is in the process of learning Engiish without having the
connotation that the student is in some way defective until he or she attains full
| English proficiency. However, like LEP, the ELL designation is still somewhat prob-
“ lematic in that it focuses on the need to learn English without acknowledging the
| value of the child’s proficiency in L, (Crawford, 2004, p. xxi). Despite this draw-
j back, we will generally use ELL throughout this book because we agree that it is a
! more positive and less stigmatizing term than LEP. However, LEP will appear occa-
j sionally when it was the original term used in a source we are citing.

Figures such as 7.5 million language minority children, or 3.3 million ELLs,
although very important, do not reveal the rich mix of language minority students
found in classrooms today; nor do these figures tell us who is eligible for bilingual
services and how iong they are to be served. Such students range from indigenous
minorities whose ancestors have been here for tens of thousands of years to very
recent immigrants from virtually every region of the world. As such, our language
minority children represent both the oldest and newest members of American
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society. Throughout the nation’s history, assimilstive and acculturative factors have
had powerful impacts on the lives of such students, producing many different con-
hgurations of language and culture. Language minority students in bilingual class-
rooms, for exampic. may include English dominant students with a language
minority background. bifingual students who are proficient in both English and
their home language, and English linguage leamners.

A closcr ook at these groupings in bilinguad classrooms reveals that English-
dominant language minority students may be invoived in a bilingual progrum to
improve academic aclicvement and perhaps additionadly o develop their home
lunguage skills. An English-dominant inguage minority student may be a Hispabic
American or American Indian child who speaks English predominantly or exclu-
sively and yet is exposed (o the family’s other language through parents or
grandparcnts, English-dominant fanguage minority students often come from stig-
matized erhnolinguistic groups that, because ol societal pressures. historical cir-
cumstances, or geographical location, have not fully maintained their ancestral
languages. Although considerably acculturated into the English-speaking milieu,
they nuly be socioeconomically or socioculturaily marginal, and they may speak a
variety of English that puts them at a linguistic disadvantage in the mainstream
English classroom. (The issue of standard English as a second dialect will be dis-
cussed in Chapier Four.) Some of these English dominant language minority com-
munities are undergoing linguistic and cultural revitalization today, and bilingual
education has become an important avenue for the realization of their hopes for
their children (Ovando & Gourd, 1996).

Besides these students whose parents want them o be reexposed to their
ancestral languages through hilingual instruction, many bilingual students are
enrolled in hilingual classes because of their desire to continue fearning in two lan-
guages and living in two cultures. For such students who are already considerably
fluent in two kinguages, bilingual instruction constitutes enrichment of their aca-
demic experience, an atfirmation of the family's ethnolinguistic identity, and a
highly valuable contribution to the nation’s supply of welleducated, hiliterate,
bilingual citizens.

The language minority students most often associated in the public eve with
bilingual and ESL instruction are, of course, the ELLs who upon school entry lack
the necessary English skills for immediate success in an all-English curriculum.
Bilingual instruction for such students is ¢ way of providing educational equity and
quality, Through bilingual instruction. including instruction in ESL. English lan-
guage learners can begin to develop the linguistic and academic skills appropriinte
to their level of cognitive development. As these ELLs graduadly become English
proficient, they also enrich the nation’s linguistic resources if they are able to
maintain their home language through strong bilinguad programs.

STUDENT AND FAMILY BACKGROUND

(94
W}len I came from the Dominican Republic at the age of 11 and entered the New

York City public schools, 1 felt as if all of a sudden my previous knowledge and lived

15
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experiences were disregarded and thrown out the window. It seemed as if most teach-
ers focused their energies only on teaching me English. My sister and I cried many
times, for we didn’t know what was going on.

(—Cristian Aquino-Sterling, Graduate student in College of Educition
at Arizona state University, 2001)

Very few, if any, educators would argue against the valuce of being familiar with stu-
dents’ cultural background, socioeconomic background, and previous schooling
experience. While such information about any stadent is valuable, it hccomes
even more important when the student population includes children of language
minority groups. Because of cultural and linguistic differences, insufficient knowl-
cdge in such sitwations can clearly lead to a greater risk of failure in school adjust-
ment and cognitive growth. In this section, then, we will consider the cultural,
social, and academic contexts that surround Language minority students,

The Role of Culture

Because language and culture are so thoroughly intertwined, language minority
students are almost by definition also cultural minority students. Given that the
role of culture is so important in bilingual and ESL situations, an entire chapter of
this book is dedicated to this issue (Chapter Five). Cultural traits are commonly
associated with such salient features as language and racial background, name,
clothing, and food. While such obvious cues are just the tip of the cultural iceberg.
many of the negative attitudes found in soctety towards minority ethnic groups are
rooted in fairly simplistic interpretations of items in those categories. However,
beyomd these obvious markers of being “different.” many more subtle but impor-
tant aspects of ethnicity contribute to a student’s identity. For examiple, the roles
assigned (o individuals within and outside the family may vary significantly accord-
ing to cultural backgrounds. Lines of authority and socialization expectations as
manitested in birth order, sex roles, and division of kibor are powerful agents in
molding children’s social relationships.

Values and religion, as expressions of belief systems, serve as windows to the
interior of cultural structures. The things that we believe in, whatever they may be—
independence, individual choice, freedom, conformity, nonconformity, economic
success, community, optimism, idealism, materialism, technology, nature, morality,
future time orientation, achievement orientation, the work ethic, democracy, social-
ism. capitalism, ¢xtended family, cooperiation, competition, education, magic, horo-
scopes, Buddhism, pantheisim, secular humanism, agnosticisnt, Judaism, Catholicism,
Protestantism, and on and on—provide a powerful synthesis of how we s humans
attempt to make at least partial sense of the world surrounding us. The new linguis-
tic and cultural environment that a language minority student encounters at school
may intentionally or unintentionally affirm or negate the values of the child and his
or her family. A young person who has been taught to be quiet and unquestioning
when dealing witl adults, for example, may tind that his or her idea of the “good
student” is not rewarded in an open, student-centered classroom.
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new settings depends both on the impressions and attitudes towards the main-
stream culture that they bring with them and on the way their cultural background
is accepted in the school context.

The Social Context

Sociveconontic Status

The single largest variable that predicts SAT scores is family income. If you want
higher SAT scores, you need to get your kids born into wealthier families. You know,
it’s great to tell kids to pull themselves up by their own bootstraps, but you better put
boots on them first.

(—Paul Houston, American Association of School Administrators, Washington, DC, 1996)

Many students in bilingual and ESL classrooms come from sociocultural groups
that have been and continue to be the recipients of varying degrees of socioeco-
nomic marginality and racial or ethnic discrimination. However, students served
through bilingual instruction are not uniformly from lower socioeconomic back-
grounds. Language minority students often have recently undergone changes in
their socioeconomic status. Sometimes such students come from relatively well-
educated middle-class families who face a different economic and social situation
until they get themselves on their feet in the United States. Many language minor-
ity students, depending on the economic conditions, undergo social adjustments
because of the change in the way they fit into society. This can be the case
whether the family has moved from a higher socioeconomic status in the country
of origin to a lower status in the United States or whether it is experiencing
upward mobility.

Tied in with the social class of language mincrity students is the fact that
much of what they represent is strongly linked to their geographical region of ori-
gin. Very often immigrants from rural areas have considerably different vailues and
customs than their urban counterparts from the same country. Urban residents, for
example, may have been exposed more frequently to the popular cultural version
of the United States portrayed through the mass media, which serve as a powerful
assimilator worldwide.

Prejudice and Discrimination

When considering the social context of language minority studeats, one has to
explore the ways in which negative perceptions of their sociocultural and political
status can affect their lives. How mainstream citizens perceive that language
minority groups fit into the social texture of the nation can have a strong impact
on both immigrants and indigenous minority populations. Some research indicates
that the positive or negative perceptions of the mainstream population towards
the minority population can affect the academic performance of language minor-
ity students as they internalize these perceptions (Jacob & Jordan, 1993; Ogbu,
1978, 1992; Skutnabb-Kangas & Cummins, 1988).
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History, economic conditions, and political contlicts all play important roles in
how various language minority groups are pereeived. As an example of the chang-
ing political terrain. during the September 11, 2001, terrorist attacks on the World
Trade Center and the Pentagon and the Persiin Gult War of 1991, many Americans
el hostility wowards certain segments of the Arab population, especially those
irom Afghanistan, Saudi Arabia. and Irag. Following the terrorist attacks. for exam-
ple, many Arab university and college students were ostracized by their US. peers,
and in some cases this caused them to withdraw from classes and return o their
home countries. During the Persian Gull War of 1991, an Anglo-American parent
who had a brother fighting in the Persian Gulf War asked a teacher in Oregon to
have her clementary students write letiers of support to the US. soldiers stationed
in the Persian Gulf. The teacher decided to refuse the parent’s suggestion because
some of her students were Arab, and she did not want to bring politics into the
classroom. This, however, frustrated and angered some of the mainstrean parents,
who felt that the presence of Arab children in the classroom should not preclude
the option of letters supporting U.S. foreign policy.

As mentioned in our discussion of demographics, in recent years our class-
rooms have experienced an influx of students from such diverse regions of the
world as Central America, Africa, Eastern Europe, the former Soviet republics,
the Middle East, Southeast Asia. and the Caribbean, Many of these inunigrants
and refugees are fleeing from political strife, violence, and poverty. To these new-
comers, the United States may seem to have a Jekyll and Hyde personality. On the
one hand. the Statue of Liberty 1s a symbol that U.S. sociely welcomes the
oppressed of the world. Yet, on the other hand. the United States also has a fairly
consistent track record of xenophaobia, especially when the economy is sputter-
ing. Givien this reality, immigrant and refugee families must be prepared psycho-
logically to handle hostile treatment from members of U.S. society who may feel
threatened by the presence of newcomers. Yet, immigrant and refugee children
nay also be the recipients of care and advocacy [rom many, inciuding their bilin-
gl and ESL teachers.

Today, worldwide trade issues also have the increasing potential to raise nega-
tive feelings towards individuats who represent countries where economic growth
may threaren the 1.8, economy. In the 19905 there was increasing talk about eco-
nomic and regional natonalism. Thus, for example. the North American Free Trade
Agreement (NAFTA). which includes Canada. the United States, and Mexico, has
generated heated discussions about winners and losers. This type of discussion
can easily develop ino hostile attitudes towards people whose countries of origin
are perceived as harming our way of life. In the case of Mexico. for example, oppo-
nenis of NAFTA fear “that Mexico intends to use its relatively cheap labor to steal
American manufacturing jobs” (Golden. 1993, p. C1). Closer to home, tucked
amidst the corn fields of the Midwest are Japanese car factories that, while provid-
ing jobs for the local population, also generate a fir wnount of hostility towards
the Japanese presence in the area.

Often, high numbers of newceomers 1o a community produce a powerful
bucklash as well. This has been the case, for example, in Dade County, Florida,
where Cuban linguistic. cultural. and business practices compete with non-Cuban
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practices. Bretzer's (1992) excerpts from interviews she conducted in the Miami
area illustrate the tensions experienced between Cubans and non-Cubans:

I couldn’t believe it. I mean, it was like a foreign country . . . a Spanish-speaking
country. You won't see a sign that's in English. . . . It was Spanish, every word on every
building—it was Spanish. (p. 213)

The [Guban] culture . . . has taken over—there is no integration. , . . If you are
working someplace . . . the language is mainly Spanish; if you don't know it, you don't
belong here. . . . They consider this Cuba across the water . . . They all carry guns as part
of their culture. . . . Probably 98 percent of the drug arrests are from the element. . . .
They brought a lot of things we really don’t need, but it is a part of their culture. . ..
Now it is up to us, with our tax money, to open scheols that don't speak English (P. 215).

Fearful of the potential economic, cultural, and linguistic impact that new
immigrants could have on their communities, established residents in other parts
of the country have expressed similar hostility towards their new neighbors. This
has been the case, for instance, with the Hmong in Fresno, California, and Mexican
migrant workers who have opted to establish permanent communities in rural
areas of the nation. There are, however, instances where such initial hostilities are
overcome by openr-mindedness and goodwill. Such is the case in Monterey Park,
California, a town of about 62,000 residents that was predominantly Anglo in the
1960s. Monterey Park experienced a 70.6 percent increase in Chinese immigrants
from Taiwan, Hong Kong, and Southeast Asia between 1980 and 1986. Such 4
demographic shift brought about a strong backlash from established residents
who thought their way of life was threatened. Horton and Calderdn (1992) cap-
tured the evolution of the struggle over lunguage politics and economic concerns
between the Chinese community and the established residents of Monterey Park
and its eventual resolution as follows:

We trace the language struggle from an abortive attempt to declare Official English
in 1986 to electoral support for Proposition 63, the state’s Official English amend-
ment later in the same year, to compromises on city codes regulating the use of
Chinese business signs in 19897 It is a story of initial polarization and conflict, fol-
lowed by a lessening of language struggles and accommodation to the realities of
a4 multicthnic community (p. 187).

It would probably be safe to say that virtually all bilingual and ESL teachers are
familiar with such community conflicts and that they can recall instances of preju-
dice or discrimination towards language minority students and their families.
Pretending that such issues do not exist will not make them go away, and we will
return to this theme again in this chapter when we look at the emotional issues for
language minority students.

Previous Schooling Experience

In exploring language minority students” home backgrounds, we have thus far con-
sidered the role of culture und the social context of the students’ lives. Another
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important aspect of getling to know our students that is related o their sociocul-
tural background is the amdlies” attitude towards formal schooling and the stu-
dents’ previous academic experiences, Wo wiil look at previous schooling and
attitudes lirst rom the point ol view of the immigrant student, and then from the
point of view of the indigenous student.

The miture of an immigrant student or familv’s previous school expertence
depends on sociocconomic stitus. country of origin, ind tic circumstances of the
geographical move. Some students have been provided with o sound base of
knowledge that can be transterred w the Englisly cucriculum, whereas others have
had almost no schooting. The cases ol Beto and Mec, two lainguage minority high
schoolers, represent the extremes:

-Beto, a teenager who spent his childhood in the Dominican Republic, never had
a chance there Lo attend school regularly and to learn how (o read. Because his
academic background knowledge is so extremely limited, he neceds intensive
instruction in the ianguage he knows hest, Spanish. INow, through lessons in
Spanish, he has miade three grades’ progress in reading and matk in one year,
and he is beginning to learn enough English to transfer his reading and math
skills to English.

'Mee. a Korean-born studenl, is all‘eady literate in her riative languag‘c due to
her previous education. Her literacy and broad knowledge base in Korean are
helping her to understand materials in English, and she is excelling in mathe-

matics becausc of previous exposure to the concepts.

Even for children who come to the United States as preschoeolers or who
are born in the United States of recent immigrants, the parents’ schooling expe-
riences in the country of origin affect the way the children's schooling is per-
ceived. Information about parents’ and students’ previous schooling is valuable
not only for making curricular adjustments but also for taking an affirmative
posture towards the learner. Some immigrant parents, for instance, arrive from
countries that stress an aathoritarian stvle within the school: The adult conn-
mands, and the children play a strictly suhordinate role. Placing a child from
such a setting into one with a degree ol academic and physical freedom often
confuses the learner In some countrics children are exposed to a fairly stan-
dardized curriculum nationwide, and there is a high degree of uniformity in
pedagogic methods. To families from such hackgrounds, the variety of options
available in most American school sysiems today may seenm quite puzzling. A
predominant approach to instruction in some coundries emphasizes memoriz-
ing information rather than problem-posing. inguiry-deiven, or open-ended
learning aciivitics. Students or parents accustomed o such pedagogy may {eel
uncomjoriable initelly with the oritica thinking and discussion format thar
they may encounrer in the new school envirenmenss. The student may Rave
been rewarded previoushy for taking a pussive learning role, or the family may
have expected her or him to assunwe that role, A teacher whe is aware of the dii-
ferent traditions that enabled the student or the student’s parents 1o survive in



22

Chapter 1 Studeinis

the previous academic environment can help these students adjust to a more
active role. Whether students have expetienced small or large group instruction,
whether time schedules and attendance requirements have been strict or lax,
whether oral or written work has been emphasized, and whether there has been a
cultural bias towards cooperation or competition and independence all have an
effect, Finally, immigrant parents from any social class background may be unpre-
pared for the design and value systems of schools in the United States,
Standardized tests, authentic assessment, varied grading systems, learner-centered
instruction, cooperative learning structures, and interactive, experiential iearning
are 4mong many practices that may be unfamiliar to immigrant parents.

On the other hand, parents of indigenous minority students may be familiar
with the operation of local school systems, but they may have experienced
chronic failure in those systems. Their failure in turn influences what they want for
their children as they are educated in the same systems. For example, Hispanic
Americans have tended in the past to have less formal schooling than the main-
stream population, with a relatively high rate of students dropping out before com-
pleting high school (Vargas, 1988, p. 9). Given the resultant lower incomes as well
as generally weak academic skills, many such parents are not in a position to help
their own children financially and academically. Against overwhelming odds, some
of these Hispanic American children will prosper academically. Unfortunately,
however, many of them will ultimately replicate their parents’ earlier paths of
poverty and school failure by also dropping out of high school at a rate as high as
45 percent in some school districts (Trueba, Spindier, & Spindler, 1989, p. 28).

WHAT HAPPENS AT SCHOOL

As we have seen, language minority students bring a very broad range of different
socioculturai  backgrounds and previous schooling exXperiences to school.
Conseguently, many researchers argue that much of the difficulty language minor-
ity children experience in school can be attributed to the apparent mismatch
between the world of the home and the world of the classroom (Jacob & Jordan,
1993; Jordan, 1984; Mehan, 1991; Tharp & Gallimore, 1988; Ogbu, 1992; Trueba,
Guthrie, & Au, 1981). The potential consequences of the home-school mismatch
and the corresponding curricular and instructional challenge to create more cul-
turally compatible classroom practices will be discussed in Chapter Five. To set the
stage, though, we will look here at some of the emotional issues, the linguistic
issues, and the academic issues facing language minority students when they
arrive at school.

The Emotional Issues

A basic part of analyzing the level of integration of language minority students into
the life of the school is a consideration of their emotional needs and experiences,
Combining the variation in cultural patterns with the individual personality of
each student results in many different ways that language minority children may
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react tood particukic Classroom situation. The olowing sketches illustrate just a
lew behaviors rom the wide range these students exhibic

= Reserved. sitent. seaced v a corner, Lan prefers the isolation and comiort of

wrilien exercises. She prefers not to respond orddly to the teacher or
Vietnamese peers. Who knows her innermost thoughis with her family gone
and her famibiinr world titken away?

= Pedrois a highly encrgetic §3-year-old who acts out his aggression in class, An
Ecuadorian Indian. short compared (o his classmates, he alternately is eager
for lessons and teases classmates. He drives his teacher crazy.

« A handsome and bright new student, Josc, arrives from Venezucla, He is imme-
diately popular and highly social, adjusts well 1o the new school context, and
picks up social English extremely fast. He attends school faithfully and follows
all the rules, Then the hilingual counsclor discovers that he is a diug peddier
in the back corner of the school yard.

» Yuki, an elementary Japanese student, has always spoken only in a4 whisper.
Today she is phning an ESL game in which she acts out sentences such as“Tam
jumping” she becomes so involved in the game that she forgets her self-con-
sciousness and speaks in an easiby heard tone of voice tor the fArst time.

Teuchers working with such students must be prepaced to accept the likelihood
that some of them may huve some difficulty kearning because of unhealed emotional
scars from political and social upheavals. Their lives may represent on-and-off school-
ing experiences under very stressful conditions in their ancestral couniries. They
may have hacd dehumimnizing refugee camyp experiences in host countries. Some may
be living with towd strangers in the United States because their tamilies sent them
our of their wartorn countries in search of safety, Garbarino (1992), a child psychol-
ogist who specializes in the lives of children from the world's war zones, notes that
“lethal violence in a young life often leads to nervousness, rage, fear, nightmares
and constant vigilance™ (p. 6). While it is unrealistic t expect bilingual and ESL
teachers 1o be psychologists, social workers, immigration experts, and surrogate
parents, il is important for us o be aware of these possible problenis and to know
whiere 1o ind professionai help for these students if they appear to need it

sensitizing onescli to the emotional necds of language minority students
sometimes requires careful ohservation on the part of the teacher. In the business
of the clussroom day. we may not take time to notice and appreciate the messages
we are being sent. A desire Lo express one’s coltural or personal identity may come
in very subtle wavs. Consider the following story of an ESL teacher working with
one of his students;

o

Using Cuisenaire rods, the ESL teacher modeled an activity which reinforced
color, direction, and prepesitions. He sat with his back to a student, who gave him
direetions as ¢o how io place the vods. If the student communicated her directions

clearly in English, the teacher would end up with the same configuration of rods that

I

[ )
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she had formed. Kyun Sun did a great job, and her teacher ended up with the targeted
design. The girl, very proud of her work, then explained to the teacher that he had

formed the symbol for her name in Korean.

Unfortunately, whether actual or perceived, subtle or blatant, some form of
racial and ethnic discrimination is a reality of life in most culturally plural envi-
ronmernts. The school may be one of the first places where language minority chil-
dren discover that they are perceived by the mainstream culture as being
different. An American-born language minority student from a rural background
recalls, "When we came to this city I first experienced prejudice in school, and
that really cut me down. I wanted to go back where we came from, but my par-
ents wanted me to stay here with them.” As they mature, students, like their adult
models, assess the sociocultural texture of society and notice what is valued and
what is devalued. One impact that discrimination or prejudice can have on a per-
son is a feeling of not being in control of the environment, which in turn can fead
to low self-esteem (Cummins, 1986a; Ogbu, 1992). Although school, unfortu-
nately, is certainly one of the places where language minority students may expe-
rience prejudice, school is also an important place where they can learn to
confront ijt. Bilingual and ESL teachers, therefore, have an important role in
encouraging their language minority students to believe in themselves and to
affirm their ethnolinguistic heritage,

Another way language minority students may begin to feel alienated and
defeated is to be placed in a grade that does not correspond to their age. In the
pust, new ELLs were often placed in a grade lower than they would normally be
placed according to their age, the theory being that the work would be easier for
them and that they would have more time to catch up as they learned English.
Even if langnage minority students were initially placed in an age-appropriate
grade, age-grade mismatches often occurred when the students were retained
because they had not yer learned enough English to go on to the next grade.
However, when the age-grade mismatch happens, it all too often results in the stu-
dent just waiting to quit school. Regardless of a school’s language policy, research
clearly shows that repeated grade retention ultimately leads to an extremely high
probability of a student's dropping owt (Trueba, Spindler, & Spindler, 1989). A vari-
ety of alternative methods can be used in the elementary grades to provide age-
appropriate, meaningful schooling to ELLs through such means as multilevel,
nongraded classes and cooperative learning. Older than average high school ELLs
need alternative secondary programs that can address their age-grade mismatch
within a supportive environment, combining features such as individualized
instruction, counseling, work experience opportunities, intensive language train-
ing, and academic preparation for postsecondary educationn.

The establishment of trust is another affective issue thar may take on special
features in the case of the language minority student. For example, students’ and
families’ academic expectarions may differ in their view of the school’s academic
expectations for the students. Where such differences exist, they can be a barom-
cter of the level of trust between the school and the students and their parents.
Regardless of whether they are justified, feelings on the part of some language
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minority students that less is expected of them are real and have to be faced. Take,
lor example. the thoughits of two inguage minority students with a high degree of
resentment. One explains:

16
LC\Z) I want to be a doctor and 1 want to go te some third-world country because they
neced a lot of doctors there. What motivates me is when the white man tells me that |

can’t do it. It's up to me to prove that I can. It really makes me angry.

The other student, a college-bound senior who entered the school system as an
bnglish language learner, reflects on the expectations she thought teachers had
ol her:

{@ When | first came here to grade school the teachers thought I would have a lot of
problems and they ended up putting me in a reading class a couple of grades below what
| could read. T think it was a Dick and Jane book. In high school now, some of the teach-
crs talk real slow, like 1 don't understand or something, but then others . . . well, it
seems like it's always either below my knees or above my head! I don't relate to my school

counselor very well. I've done all the financial aid stuff for college pretty much myself.

As students establish their ethnic identity, they alse confront many emotion-
Liden issues. Many factors contribute to a child's formation of ethnic identity, and
schools are an important aren: in which these identities are shaped. For example,
the nature of the cthnic identity children establish for themselves may depend par-
tially on the ethnic composition of the school they attend. Although many other
factors are involved in a sindent’s self-concept, a schivol with a large proportion of
language minority students sometimes may provide a supportive environment for
more positive selffidentification (Ovando, 1978a). Conversely. schools in which
only a small number ol students receive bilingual or ESL instruction may creaie the
possibility of feelings of stigmatization. 1t is not unusual for children to feel uncom-
fortable about receiving any special academic assistance, but the fact that language
minority youth are filtering their experiences through a different culture and lan-
guage background may tend to make them particularly vulnerable. An ESL tutor, for
example, wonders about the psychological impact of a pullout program on an ELL:

I am concerned about Maria Angela’s feelings as to why I was asked to work with
her. I don't want her to think, “I am an especially poor student, so they've assigned me

a special tutor.”

The Linguistic Issues

For language minority students the process of acquiring English itself can be a
highly emotonal experience. Research syntheses by Brown (1994); Dulay, Burt,
and Krashen (1982); Genesee (1987); and Schumann (1980) suggest that affective
factors play a powertul role in the acquisition of a second language. As Mertler
(1983) puts it. in learning a second language the “chances for success seem to be
lodged as firmly in the viscera as in the inteliect” (p, 1)
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Language is usually the most salient issue us language minority students estab-
lish their role within the classroom. It is the dominant theme in the instructional
process and the driving force behind the organization of bilingual and ESL. class-
rooms. In addition to coming to the classroom with a different oral language base,
language minority students also come with different literacy traditions: different
writing systems, different concepts of sound-symbol relations, different modes of
discourse, and different story patterns.

Finding the appropriate balance in instruction between the first and second
language is another challenge. For example, o lnguage minority student may
appear to have very strong English oral communication skills in informal situa-
tions, but be very weak in reading and writing in English. 1t is often difficult for
tcachers who have mastered the English [anguage to maintain a realistic perspec-
tive on the amount of time it takes a student to become academically proficient in
a second language, Atter students have mastered the basics of informal, conversa-
tional English, it s casy for teachers to assume incorrectly that they comprehend
the many forms of expression, vocabulary items, and sentence Structures encoun-
tered in content-area class work in English. The amount of language information
that students must absorb becomes particularly striking after the primary grades,
which rely on a simpler language base. more visual aids, and many more hands-on
experiences. Two university students” journal entries on classroom observations of
ESL students suggest the difficulties such students can face in the upper grades:

+Several idiomatic expressions were really unfamiliar to Ounalom, such as “John
Doe” and a “Dear John letter.” “John Doe” was surprisingly difficult to explain.
[t makes you realize what is involved in English content mastery for an English
language learner.

+ Patricia has not yet decided what her report topic will be. Time lines are a possi-
bility. She expresses considerable anxiety over this oral presentation. She is bet-
ter able to communicate with pen and paper than verbally, and she admits to

being embarrassed to speak in front of others.

Another linguistic issue that has to be addressed is language variation. There
are many Englishes throughour the world, and in the United States alone we have
Black English, “Walter Cronkite™ English, Brooklynese, Bostonese, Appalachian
English, bush Englislt in Alaska, Hawaiian Pidgin, Chicano English, and on and on.
Language minority students acquire communicative competence in English from
peers, other family mentbers, sports activities, and the media, in addition o the for-
mal classroom. Consequently, the type of language students learn varies with the
context. English teachers sometimes become frustrated when language minority
students use so-cailed incorrect English despite efforts to instill in them a standard
version of the language. Students, however, learn to speak Englisl not only to get
good grades and please their teachers but also to survive socially and fit in with the
sociolinguistic structure of their commumnities and peer subcultures. Keeping in
mind the important sociocultural role that language patterns play in the lives of all
students can help weachers value language variation in the lives of students across
specch communities.
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RECOMMENDATIONS TO SCHOOT PERSONNEL ABOUT THE USE
OF 1., AT HOME

Affirming the impaocance ol authentcally rich twosay conmunicition processes at
home through the first anguage. Coetho (19943 mabes the following recommendation 1o
school personnel:

o Inform pacenis of the vabue of contnning 1o wse the Arst language radher than a
paor model of Fnglish ai home, Cammins ¢1981D) deseribes several studies thn
indicate the importance of the first Luaguage as s ool for the development of con-
cepts that can be translerred into the second

s I parents read or el stories 1o their childsen o the Arst kinguage. the chilldeen
will continue io weguire varicny of thetorical forms and genres of the written lan:
witge s woll as in the Tnguage of day w day interaction. The richer their esperi
etce with the hest languoage. the mare casily they will acquice the second € hildeen
whoabreads read and wreite the st kinguage shonk!d continue we do so.as dhis will
facilitate their reading and swoeiting i English (p. 3249).

As In any linguistic community, language minority students also are likely to
represent @ wide range of lunguage variation in their home hnguage. Hispunic
American students, for example. may be exposed to a standard form of Spanish in
the bilingual classroom that differs nvarckedly from the Spanish they are familiar
with at home. Therefore. in getting to know the students” backgrounds, the bilin-
gual or ESL teacher is not just dealing with staindard English and the standard form
of the home Lnnguege:; variation in kanguage may be represented in English as well
as in the other kinguages uscd by students.

Another facet of the language varintion found among bilingual and ESL spu-
dents is the existence of varving levels of proficiency in the first as well as the sec-
ond lnguage. 1t is easy to think of students in terms of two simple categories:
English Language jcarners and English proficient students. But another layver must
be added 1o the constiuction of language categories: There are also studenis who,
relative to their age, iack full comniunicative competence in boih the home lan-
guage and English. This mayv be the resuit of schooling experiences with “subtrac-
tive bilingualism.” in which the first language is being lost as the second language
is Jearned (California Depariment of Bducation, 1981 pp. 217-18).

Ancesten fanguage Joss dlso may occay becuuse non-English-speaking par-
ents. inan eifort to heip thelr children acauire English quickly, talk to then in

voos quiickiy as possible, wellmeaning but ill-advised
reachers sometimes recommend thae language minority parenis use English
en this happens. the nuture of the communica-
irenr tends to become impoverished. Parents, for
it if not imnossible. 1o share with their children
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their most subtle, rich, and intimate feelings and thoughts in a language that is
alien to them.

While some language minority students may be struggling to hang on to their
first language because English is used ar home, fortunately there are also language
minority students who speak only English but whose ancestral language is being
revitalized. Although grandparents, adapting to the melting pot expectations of the
past, might have suppressed their ancestral languages, some parents today want to
restore traditional languages and cultures for their children (Ovando & Gourd,
1996). In areas such as Alaska and Guam, for example, which have strong oral tra-
ditions but little written literature, language revitalization has prompted the devel-
opment of curricular materials in native languages (Ovando, 1984, 1997). An
Inupiak Eskimo college student compares her elementary school language devel-
opment, which included only English, with that of a younger niece today:

When 1 go back home from college I'm trying to tell my dad everything that has hap-
pened to me at school in our language [Inupiak], and he'll be really exhausted because
he corrects me and tries to understand what I'm saying, so finally he says, “Why don’t
you tell your mother instead!” I started learning how to read and write my native lan-
guage in college, but T have a niece in third grade wheo first learned how to read and write
in Inupiak. We used to write letters to each other in Inupiak, and it was funny because

we were both learning to write the language, I'in college and she in first grade,

Finally, in surveying the linguistic issues of students in bilingual classrooms, it
is important not to forget the English proficient students who are not from lan-
guage minority homes. Because it is illegal to intentionally school students in seg-
regated contexts, bilingual classrooms should have a proportion of such language
majority English-speaking students. These children may be in a bilingual classroom
simply as a result of residence in a neighborhood where the school has a bilingual
program, or they may have been intentionally enrolled in the bilingual program by
language majority parents who value learning a second language and exposing
their children to the multicultural reality of our society. For example, some bilin-
gual programs are part of a magnet school that attracts students from several dif-
ferent neighborhoods. The native English-speaking students in bilingual
classrooms may be from a variety of backgrounds. In some innercity schools, for
example, many bilingual classrooms are composed predominantly of language
minority students and English-language-background African American students,
with perhaps a few English-language-background white students.

The ethnic and linguistic mix in bilingual ctassrooms helps to keep them from
becoming tsolated linguistic and cultural enclaves, and it makes it possible for many
English-speaking children to have the academically and personally enriching expe-
rience of being exposed to different languages and cultures, TESOL’s (1993) posi-
tion illustrates the growing importance of secing bilingual cducation as truly a
national resource for afl students, incliding monolingual English-speaking students:

For students who come from homes where only English is used, bilingual educa-
tion means the opportunity to add another language to their repertoire so that
they. too, will have alternate means of learning and communicating beyond their
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familics and immediate communitics. The mix of language minority and language
majority students in bilingual classrooms enables children in such contexts to
play U mutually important rofe with each other as linguistic and sociocultural
maodels. (p. 1)

A two-way bilingual classroom, one that provides second-language learning for
all children, eariches the academic and the sociocultural experience of both lan-
guage minority and language majority students. (See Chapter Two for more infor-
mation about such two-way programs.) How the partcipation of Janguage
majority children in bilingual education can be benelicial to the individual and to
the nation is colorfully illustrated in the following essay by a fourth grader of
Japanese ancestry:

American people should study two languages. When you travel to another country
you can make friends easier by speaking their language. When you grow up if you work
for the government and the government wants to have a meeting with another coun-
try, if you can speak their language you can talk to them and you will know what they
are saying. If you grow up and become a teacher and a new student is Japanese and you
can speak Japanese, if the student doesn't know a word you can talk to them in
Japanese and tell what the meaning is. When you go shopping in another country and
there’s a hamburger shop, if you want to buy two hamburgers you can. If you can’t
speak another language you don’t get any hamburgers. In Japan most people study
English and Japanese. In Canada most people speak French and English. In America
most people do not speak two languages. It would be a good idea for Americans to

learn two ]anguages.

The Academic Issues

One of the principal reasons for bilingual education is to keep children from falling
behind academically, and both the emotional and linguistic issues we have dis-
cussed thus far build directly into the key goal of helping each child reach his or
her full educational potential. The principle of the educational use of language
minorities’ Ly, particularly in the early stages of learning, is not a new one. One of
the primary justifications tor the passage of the 1968 Bilingual Education Act was
actually a 1953 UNESCO document entitled The Use of Vernacular Languages in
Education. This publication was the result of a 1951 meeting of international
experts who concluded that *1t is axiomatic that the best medium for teaching a
child is his mother tongue™ (United Nations Educational, Scientific and Cultural
Organization, 1953, p. 11).

Because language minority students in the United States do not start on an equal
playing field with their language majority peers, both the content of learning—
math, science, social studies, language arts, music, art, and so on—and the
processes of learning—cooperative learning, holistic assessment, culturaily com-
patible classroom practices, and so on—must be made appropriate for them.
Through bilingual cducation, children can be keeping up in the subject areas
with instruction in their primary language while at the same time they are playing
catch-up with the English necessary to tunction socially and academically in
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English dominant classroom settings. While the catch-up challenge can be great at
all grade levels, it becomes even more critical in middle school and high school,
which have more structured curricula with less emphasis on learning by doing
and increased emphasis on abstract lainguage. The key objective at all grade levels,
however, is to provide academic experiences in a lunguage that the child can
understand, so that students become well educated at the same time that they are
learning English. Throughout this book, of course, we will be addressing factors
that cither inhibit or promote academic success amoeng language minority stu-
dents in bilingual and ESL classrooms. In particular, the chapters on language,
teaching, content areas, and assessment deal with academic issues.

Several years ago, while supervising elementary student teachers in
Anchorage, Alaska, one of the authors had the following experience. Tt illustrates
several points related to not only the implicit and explicit assumptions and
expectations that teachers often have about language minority students” aca-
demic potential, but also how such notions may translate to either positive or
negative outcomes:

Following my customary routine, I stopped in the teachers’ lounge to mingle with
the cooperating teachers and student teachers before classes started. On this particu-
lar day [ noticed an unusual joy on the part of my student teacher’s third-grade coop-
erating teacher. She told me that she was eagerly anticipating today’s arrival in her
classroom of twin brothers who had just recently come from Japan. I asked her
whether she was worried about possib]e linguistic, cultural, or academic difficulties.
“Oh, no!” she replied. “On the contrary, I know that they will do very well in all those
areas and our students will enjoy having them around. Furthermore,” she continued,
“I can always count on the ESL teacher to help out if I need any assistance.” True to
the cooperating teacher’s prediction, the twin Japanese third graders adjusted well
socially, did well academically, and very early in the semester learned the word “cuts,”
which they quickly began to use effectively to move ahead in the lunch line. Embedded
in the teacher’s sense of positive anticipation for her Japanese students was a set of
notions related to the Japanese students’ prior knowledge, schooling experiences,
ability to acquire a second language, motivation, and family support that somehow

corresponded to an ideal that weuld produce success.

What is significant about this particular case is that the teacher ascribed all
sorts of positive attributes to these students before she even knew them. Yet, while
such attitudes existed for these boys, prior expectations about children of Alaskan
native ancestry were often the opposite. This attitude contributed, unfortunateiy,
to negative academic consequences for many Alaskan native students in the
school. This example illustrates the power of a teacher's expectations in either
promaoting or limiting academic success for language minority students. An anti-
dote to the damage that preconceived notions can do is the ability to set aside cer-
tain expectations and be prepared to discover each child as an individual as you
interact with him or her, with his or her family, and with the community. We turn
now to just this theme —discovering the student.
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DISCOVERING THE STUDENT

(94
C\% Sometimes [ would try to lock like I knew what was going on; sometimes I would

just try to think about a happy time when I didn’t feel stupid. My teacher never called
on me or talked to me. I think they either forgot [ was there or else wished I wasn't

(Indiana Daily Student, January 1993, p. 13).

Reflecting on her experience in grade school, a bilingual college student accentu-
ates in the preceding quotation the importance of teachers having more than an
illusion of knowledge abow their students. Knowing as much as possible about
the language minority student enables the teacher to relate with empathy and to
foster a learning environment that is meaningful.

One of the most pervasive characteristics of human behavior is that we rarely
ignore cach other. As teachers, for instance, we are consiantly monitoring the qual-
ity and quantity of our students’ intellectual and social development. We may like
to think that the intellectual observations we make are based on objective achieve-
ment criteria, but this is often not the case. The social or cultural profiles we
develop of our students often are also based on stereotypic or assumed collective
data about their worlds. Quite often when we meet a new language minority stu-
dent, we tend 1o assign to that student our collective stereotypic view of his or her
world. As teachers we are often unconsciously trapped by that perception, and we
need o remind ourselves to move beyond it to see each student not only as a
member of his or her culture, but also as an individual with idiosyncratic patterns.
To do so, however, means taking time to develop trust and openness—with immi-
grants, refugees, and native-born language minority students. While it is only natu-
ral lor us to continue to develop positive, neutral, or negative perceptions of
persons based on subjective, impressionistic data, teachers of language minority
students can benetit from a somewhat more systematic and rational approach to
gathering information about our students. Notwithstanding all of the other rigor-
ous demands of the classroom, it is useful to examine the cultural details students
bring as much as possible, because these details do have an important impact on
the learning process.

Discovering the student is certainly not a process that has to wait untit the
teacher has a classroom of his or her own. It is extremely important for teachers in
truining to begin to develop the habit of sociocultural observation early in their
careers. Although preservice teachers may not have the advantage of getting to
know particular students over a long period of time, they may have the advantage
of being able to take a little more time to explore different ways to discover stu-
dents’ backgrounds. Therefore, when we talk in this section about what teachers
can do to get to know their students, we are addressing both preservice and in-
service teachers. Preservice teachers, in addition to using their coursework on
multiculturalism and community context, can use case studies, early observation
cxperiences, internships, tutorial experiences, and student teaching experiences
to develop their skills in sociocultural observation and reflection.
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DISCOVERING STUDENTS’ LIVES

There are, of course, so many guestions to ask and

50 little time to ask them, As long as we know what

kinds of questions we need to be asking, and as

fong as we are alert for answers as they emerge, we
will be well on our way to discovering the students

in bilingual and ESL classrooms. Beyond the assess-

ment of language minority students'L; and L, profi-

ciency and the development of a basic cultural
profile, the following topics can be used as an
ongoing guide in the process of getting to know
our students,

1. Background topics relevant 1o all language

minority students

a. Immigrant or native-born status

b. Secioeconomic profile, including
educational Tevel of parents

¢. Rural versus urban backgrounds

d. Parents’ aspirations for themselves and their
children, including expectations for schools

e. Types of racial or ethnic prejudice that stu-
dents may have ¢xperienced

f.  Attitudes towards maintenance or revitaliza-
tion of home language and culture

2. Background topics generally more relevant to

immigrant or refugee students

a. Country of origin

b. Length of residence in the United States

<. Extent of ties with home country

d. Political and economic situation in region
from which they emigrated

€. Reasons for emigration

f.  Other countries lived in prior to arriving in
the United States

¢. Amount and quality of schooling in L, prior
to arriving in the United States, including

the extent of math and science training as
well as literacy

. Languages other than English and their

home language to which the students have
been exposed

3. School observations

a,

Activities students enjoy or dislike, as a
reflection either of cultural values or of their
own personalities

. Students’ nonverbal communication

Students’ comments on life in the United
States, if immigrants, or comments about
majority culture, if indigenous minorities

. Signs of positive and negative adjustment in

peer relationships

Comments that indicate a desire to share
something of their home background
Comments that reflect students’ developing
concept of their ethnic identity

Students’ own notions of the purpose of
bilingual or ESL instruction as it relates to
their own education.

4. Use of literature, media, classes, and in-service
opportunities and participation in the life of
ethnic communities

a.

b.

Gathering information from 3 wide variety
of resources

Being alert to possible biases or distortions
in materials or presentations

Distinguishing between descriptions of tra-
ditional cultural patterns and contemporary
patierns

. Cross-checking and relating what has been

learned with the experiences of your own
students and their families

One approach to discovering the student is to read the available educational
literature on various language minority groups. Unfortunately, because of the
necessity to present conclusions, some of the information on language minority
students found in the education literature tends to overgeneralize. Thus the
teacher may acquire reductionist information about a cultural group that provides
him or her with a sense of security hut that also perpetuates stereotypes. Writers
on education, like other people, are hearers of their own cultural and social bling-
ers and may therefore develop points of view about language minorities that are
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colored by their own buckgrounds. Because teachers want to discover who their
students e they may receive information packets or take part in in-service train-
ing programs that provide lsts of characteristics, language overviews, historicul
outlines, and skerches about holidays, customs, and [oods. While there are cer
winly varying degrees of congruence between this kind of informition and the
actual lives of students, teachers are not always suflicienthy exposed w the evor
changing and internally  heterogencous  charcteristics ot cultural - groups.
Therefore, as we take time to focus on individual student variahles that many aftect
teaching stratcgics, it is important not only to seek out the available information
bases, but also o he open o variations and surprises. This is particularly true when
working with information about *traditions,” which may in some wavs project an
image that time has stood still. Overemphasis on deseriptions of the traditional cul-
ture may lead to somewhat sutic or romanticized views that overlook the

changes—some subtle, some glaring—that students are undergoing as members of

conicmporary cultural groups (Schafer, 1982, pp. 96-97). For example, o weacher
learning about Japuanese culture may be interested in kimonaos and the wea cere-
mony, but his or her Japanese students mayv be more interested in sharing their
comic books and robot toys,

Within the frst davs ol school, teachers become immediniely absorbed in
time-consuming tasks that keep them from payving careful attention to who cach
student is. These tasks include completing regulkar paperwork, establishing class-
room management and discipline procedures, organizing materials, supervising
stundardized testing, adjusting curricuium plans, and attending meetings. Many
such dutics interfere with the philosophical ideal of positive, caring student-
teacher relationships. Yet we all want very much to show care and concern for the
success ol all our students. When evervthing seems to be going right—students
are on rask. classroom activities are varied and stimulating, behavior problems are
minimal—then a teacher can feel fulfilicd. But we arely feel that we have accom-
plished that ideal. There are always siudents who seem hard to reach, who continu-
alby demand our attendion but rarely settle down to accomplish a task, who would
progress much better with one-on-one help that is not available, or who are obvi-
ously underchallenged by the tasks the cluss as a whole needs to master. Therefore,
getting oway from preconceived notions about language minority students and mak-
ing a deliberate effort 1o take a fresh ook is not always easy. Teachers, like everyone,
are subject vo the lindations associated with their own interpretations of and infer-
c¢nces about the world, One way to start is by examining our image of our own role
vis-ievis these students, For example, we might ask."Do I see myselt as a facilitator of
student learning. a cultural and acadentic agent with the power to help chifdren suc-
ceed, or do T see myself as an exploited cog in the bureaucratic machine of the
school district?” The wav we see ourselves will affect the way we sec our students,

In looking at ourselves, our own ¢thnic or language background can serve as
another point of departure, Members of our own families—if not owr own gencra-
tion. then perhaps our parenis, grandparents, or great-grandparents—may have
had experiences parallel to those of some of our kinguage minority students today.
How did our parents and members of our local communities interact with people
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of other cultural backgrounds when we were growing up? As adults, what positive
and negative experiences have we had dealing with persons from cultural or lan-
guage backgrounds different from our own? Also, what positive and negative expe-
riences have we had in learning a second language ourselves? Many preservice and
inservice teachers will agtest to the tremendous vatue of writing an autobiography
as a way of beginning to understand oneself as a cultural being. Through a written
autobiography we can reflect in depth on events that have shaped our views of
oursclves and of those who are unlike us.

Throughout this chapter we have discussed a wide variety of themes to be
considered in exploring the identity of students in bilingual and ESL classrooms.
Almost anyone reading this chapter, however, would question the practicality of
cxpecting teachers to keep carefully prepared written ethnolinguistic profiles on
cach student. It is not unreasonable, however, for teachers to keep a running file
of mental notes. We say “running” because it cannot be assumed that the child
will remain static or that our perceptions at a given moment are completely accu-
rate. Thercfore, a valid student profile will reflect changing perceptions and
changing behavior as the vear goes on. Getting reliable information about a stu-
dent will depend on the use of a variety of assessment and ethnographic sources.
Outside of the classroom, for example, sources can include conversations with
parents, the local ethnic media, community events, muiticultural conferences and
in-services, and literature on various cultural groups, Within the school context,
understanding can be gained through such sources and activities as portfolios,
student compositions, journals, discussions, role-playing, and informal classroom
and plavground observation.

Curting across all of the above school contexts and community contexts is
teaching style, which has an absolutely crucial role to play in the extent of oppor-
tunities to develop rich student profiles. Pedagogy that activates the student voice
and embraces the [ocal community provides a much richer environment for stu-
dent understanding than pedagogy that treats students as if they were empty ves-
sels into which knowledge is to be poured. In learning environments where
students engage in extended discourse (rather than providing brief answers to
teacherinitiated questions), and where students’ community life and background
experience provide a platform for the scaffolding of new knowledge, teachers are
much more likely to be able to discover who their students are emotionally, socio-
culturally, and linguistically.

Sylvia Ashton-Warner (1963), a creative, caring, and pioneering mufticultural
educator who worked among Maori children in New Zealand, captured quite
cogently the importance of discovering and linking the life of the student with that
of the school:

The method of teaching any subject in a Maori infant room may be seen as a plank
in a bridge from one culture to another, and to the extent that this bridge is
strengthened may a Maori in later life succeed (p. 28).

The following program models illustrate some of the planks in instructional
bridges that have appeared to date in our field.
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ProGraM MODELS

While federal and state policies have a strong impact on school programs, many
policy decisions that focus on the specifics of program implementation are made
at the local school level. The program models for bilingual/ESL education that have
evolved in the United States over the past three decades represent a mixwure of
tederal, state, and local policy influences. In addition, research on program etfec-
tiveness in bilingual/ESL education has had some influence on the policy decisions
regarding implementation of these program models at the Jocal level.

Historically, many different names have been given to program variations in bilin-
gual/ESL education. Not infrequently, cducators define these differently from school
to school. Likewise, rescarchers, politicians, and journalists have sometimes used pro-
gram labels in bilingual/ESL education inappropriately and have caused confusion for
the field. Included here are concise clarifications of the most common terms used to
define differences in programs among bilingual/ESL educators in the United States,

Use of the Primary Language of Language Minority Students

The most prominent characteristic that defines differences among programs in
bilingual/ESL education is how much the primary language (L)} of the students is
uscd for instruction. Historically, programs have defined this for language minority
students by the number of vears ol exposure to English. Under this approach, stu-
dents receive bilingual instruction until they are proficient enough in English to
achieve academically in their L, (English) at the same level as native English speak-
ers. Currently, programs are changing trom this remedial perspective for bilingual
instruction o an entichment perspective, recognizing that the research clearly
demonstriites the benefits of additive bilingualism. As a result, the strongest models
with an enrichment perspective, the 90-10 bilingual immersion model (also
referred to as two-way bilingual or duallanguage education), ultimately designed
for grades K through 12, are increasing in number across the country.

Enrichment or Remediation?

The remaining differences between program models boil down to the social per-
ception of the program, as viewed by school staff, students, and community, and
the social consequences of the program design. When the underlying goal of the
program is to “fix” students who are perceived as having a problem, the program
generally separates the students from the mainstream and works on “remediation”
The conseguence is usually that students receive less aceess to the standard cur-
riculum, and the social status guo is mainined. with underachicving groups con-
tinuing o underachieve in the next generation. When the focus of the program is
on academic enrichment for all students, witlt intellectually chailenging, interdisci-
plinary, discovery learning that respects uand values students’ linguistic and cultural
life experiences as an important resource for the classroom, the program becomes
one that is pereeived positively by the community, and students are academically
successful and deeply engaged in the learning process (Chiang, 1994; Clair, 1994;
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McKay & Wong, 1988). We shall examine some of the historical program models
from this point of view.

ESL or ESOL

English as a second language (ESL), also known as ESOL (English to speakers of
other languages), is an integral and crucial component of all bilingual programs.
During the English portion of the instructional time, ESL-trained teachers pro-
vide students with access to the standard academic curriculum, taught from a
second-language perspective. The ESL teacher is also responsible for teaching
age-appropriate English language arts objectives from a second-language perspec-
tive. In team-teaching situations, the ESL and bilingual teachers closely coordinate
the curriculum together, providing for content reinforcement without repetition
in each language. In addition, in schools with low-incidence lunguage groups,
where there are too few speakers of one anguage in one or two adjacent grades to
provide bilingual support, ESL teachers serve the essential role of providing
English language learners with access to English and academic content, taught
from a second-language perspective.

ESL PuLLouT

ESL pullout is the most expensive of all program models in bilingual/ESL educa-
tion because it requires hiring extra resource teachers who are trained in second-
Language acquisition (Chambers & Parrish, 1992; Crawtord, 1997). In the United
States, ESL pullout is the most implemented and the least effective model (Thomas
& Collier, 199?).5 Problems with this model are lost time in students’ access (o the
full curriculum, lack of curriculum articulation with grade-level (mainstream)
clissroom teachers, and no access to primary language schooling to keep up with
grade-level academic work while learning English. The social assumption is that
the language the child speaks is a problem to be remediated, and students often
feel that they are stigmatized by attending what is perceived as a remedial class.
ESL pullout teachers have to struggle with many issues, If the teacher is lucky
enough to have a resource room, ESL students may come and go during the day,
some staying a short time and others a long time, Students of many ages may be
together in one given time period—sorne may be missing science, while others are
missing social studies or math. The ESL teacher has little time to plan individual con-
tent lessons for each student, so students miss important academic work. Many ESL
teachers are itinerant teachers who have to travel to several schools in one week.
Alternatives to ESL pullout currently under experimentation include various
models of inclusion. The least effective inclusion models are those that place the
ESL teacher or aide in the back of the classroom to tutor students individually
using worksheets. The most promising models are team teaching with the grade-
level teacher, where the two teachers share equal teaching responsibilities for the
whole class, have joint planning time, and collaborate well together. The big advan-
tage of team teaching is that students do not have to he exited from a separate pro-
gram, and they are part of the mainstream in a more socially supportive environment.
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ESL Contenl, or Shelterved Instvuction

In the 1980s, the ficld of ESL begin to move away from models that taught only the
English language, recognizing that students inevitably get behind in their school-
ing while they are lewrning English so knguage and academic content should be
taught together. ESL content teaching is & very effective method [or teaching the
English Linguage when dedivered by a trained specialist in second-tanguage acqui-
sition, who clearly has both language and content objectives in cach lesson.
Rescarch has found tiat in ESL content teaching the school curricutum can be 2
natural, motivating, hands-on way (o acquire linguage through experimenting in
science. solving problems in math, analyzing the community from a social studies
perspective, exploring authentic children’s literature, and reading and writing
across the curriculum.

ESL conient classes are often self~contained at the clementary school level
for one o two vears, with o gradual shift towards placing students in their age-
appropriate gradedevel classes. At the secondary school Tevel, students atiend
classes in subjects that they need to graduate from high school, taught by dual-
certificd ESL teachers or by subject-matier specialists who have been trained in
second-fanguage acquisition. Throughout the castern halt of the United States, the
term L8570 conternt or contemt ESL is most often used [or this type of program,
whereas the West Coast, especially California, uses the term sheftered instruction,
or more recently, Specially Designed Academic Instruction in English (SDAITE).
Sheltered instruction refers to a content subject (science, math, or social studies)
taught 1o ESL students by a teacher who has certification in the content area being
taught as well as specialized training in instructional strategies designed to meet
the linguistic and cultural neceds of English language learners, That teacher might
also have certification in ESL or might team with an ESL teacher. Sheltered Eaglish
instruction provides students with continuing English language  development,
access to the core curriculum, and opportunities for classroom interaction. It is
based on the premise that language is best learned when it is taught as “compre-
hensible input” (Krashen, 1985) or mstruction that is understandable. For instruc-
tion to be comprehensible, it must be specially designed o “make sense”™ to the
students and to provide them with opportunities to participate in learning activi-
ties, Sheltered instruction also promotes the idea that instruction is best tauglit
through context-embedded experience. In other words, students acquire second-
language skills when these skills are taught in meaninglul context and are not iso-
Lued from subject matter (Crawtord, 1997, 1999; Glendale Unified Sclrwool Dyistrict,
1990 Northeute Gonzales. 1994; Peregoy & Bovie, 1997; Valder Pierce, 1988).

In sheltered English instruction, "meaning is conveyed not through language
alone but with the help of gestures, body language, visual aids, demonstrations and
hands-on experience” (Glendale Unified School District, 1990, p. 2). Other sheltered
strategies include siow but natursi levels of specch, cleitr enunciation, short. simiple
sentences, repetition and paraphrasing, controlled vocabulary and idioms, visual
reinforcement. and frequent comprehension checks (Lessow-Hurley. 1996, p. 78).

ESL content teaching or sheltered instruction is much more ¢ffective than ESL
pullout because students have access 1o more of he curriculunt while they are
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learning English. Sheltered instruction typically is a component of bilingual educa-
tion programs, and serves as a bridge from an ESL class to an all-English academic
content class. It is important to note, however, that it is the consensus of the
research and practitioner literature on shelicred English instruction that this
method is best used with students who have acquired an intermediate or
advanced level of proficiency in English, particularly for classrooms in which
English learners and mainstream students are present.

As with ESL pullout, sometimes mainstream staff and students may perceive
ESL or sheltered content classes as remedial in nature, making it hard to undo the
social stigma attached to the program. However, enrichment bilingual programs
and other such innovations have successfully transformed the school community’s
perception of ESL content classes into “gifted” or *accelerated” curricuia. The more
teachers plan together to develop age-appropriate, cognitively complex, thematic
ESL content lessons (to be discussed in the next chapter), the more students and
the school community can come to view ESL as enrichment. On the issue of cost-
effectiveness, if ESL content teachers are incorporated into the mainstream staff,
providing ESL students access to the core curriculum, this model can be much
more cost-effective than ESL pullout.

NEWCOMER PROGRAMS

Over the last several vears, newcomer programs have been developed for newly
arriving immigrant students in some school districts. These programs combine
teaching ESL with content instruction, as well as some L, academic support
when feasible, and they provide social service information to assist families with
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adaptation o this countey. For desegregation purposes, students are not generally
kept in @ separaie newcomer program for more than one 10 two vears.

“Structurved Inniersion”

Structurcd immersion is a misnamed program model that was promoted by
English Onby proponents with a political agenda in the early 1980s. The name was
taken from Canadian immersion programs with the plan to implement immersion
in the United States. But immersion programs in Canada are very strong bilingual
programs with academic instruction through two Linguages for grades K through
12, The U8, planners failed to implement the Canadian model, leaving out the cru-
cial L, componcnt, and providing instruction only in English. Thus. this is just
another form of ESL content teaching in a self-contained class. The term structured
was used to refer o highly structured materials that introduce students step-hy-
stepy to the English Tanguage. and the frst materials used in the program, "Distar
Reading, Language, and Arithmetic” were designed for students with learning dis-
abilities. In the frst evaluations of this modcel, as ESL students maoved through the
grades their scores plummeted as they reached cognitively more complex work in
fIth and sixth grades. As originally designed, ~structured immersion” did not prove
to he an elfective progrom model because the materials did not match the natural
sccond-lnguage acquisition process, which is not sequential and is very complex
(as will he scen in Chapter Four). ESL content classes using discovery learning
across the curriculum have been much more effective than structured approaches
1o teaching language. Tris unfortunate that antibilingual education ballot initiatives
in California and Arizona have targeted young English language learners—the very
group for whom u structured immersion model and sheltered English instruction
is most problenutic. School districts that dismantle their bilingual programs in
favor of structured English immersion fice both the legal and curricular challenge
ol providing English inguage learners with il access to the academic core con-
tent areas. Anvthing short of this may resule in “watering down” the curriculum,
thus denying students the equal education they are legally entitied to (Becijos.
1907 Crawford. 2000 Valdés, 2001).

Bilingua! Education

Transitional or Early-Exil Bilingual Education

In transitionat bilingual classes, students who are not yet proficient in English
receive instruction in their native lJanguage in alf subject areas as well as instruction
in English as @ second language. but only for a limited nunmtber of vears (typically
two to three). witly a gradual transition to all-English instruction. Native language
academic work is provided to keep students on grade level while they are learning
English. Such o short-term program offers fewer opportunities to inciude English
speakers. so this 1s generally a segregated model. The highest prioricy of most tran-
sitional bilingual programs is teaching English, with the goal of mainstreaning stu-
dents into grade-level classes as soon as possible. In transitional bilingual programs,
students have made greater gains than in ESL pullout programs, but students have
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been much more academicalily successtul in enrichment bilingual programs such
as immersion, two-way, and developmental or late-exit (Ramirez, Yuen, Ramey, &
Pasta, 1991: Thomas & Collier, 1997).

The transittonal model has niany problems. As with ESL pullout, transitional
hilingual classes are gencerally perceived as a remedial program, a lower track for
slow students, Teachers complain that they feel so much pressure to implement
all-English instruction that they have to water down the academic content in stu-
dents’ L) to have enough tume to teach English, which lessens the cognitive com-
plexity of the work in which students engage in either language. Transitional
bilingual education is often perceived by staff and students as another form of seg-
regated, compensatory education, which in general has had limited success in rais-
ing students’ achievement scores. Some researchers and vocal minerity groups
criticize transitional bilingual instruction as another means of perpetuating the sta-
tus quo of the society, keeping language-minority students in separate groups that
are perceived as having low ability, thus maintaining their lower-class status
(Hernandez-Chaivez, 1977; Kjolseth, 1972; Spener, 1988, Valdés, 2001).

Another major problem with the transitional model is the common misconcep-
tion that two vears is sufficient time to learn a second linguage for schooling pur-
poses. All research findings in studies following students’ long-term success show
that the longer students rentain in a quality bilingual program, the more they are able
to reach acidemic parity with native English speakers and sustain the gains through-
out the renainder of their schooling (Collier, 1992¢; Thomas & Collier, 1997), The
native English speaker is constantly gaining 10 months of academic growth in one
school year. Thus students not vet proficient in English, who initially score very low
on the tests in Englist: (tvpically three or more years below grade level, because they
cannot yet demonstrate in L, all that they actually know?), have to outgain the native
speaker by making 15 months’ progress on the academic tests in L, (one and one-half
years' academic growth) with each school year over a six-year period, in order to
reach the typical performance level of the constandy advancing native English
speaker. When students are allowed to keep up to grade ievel in academic work in
their prinury language for more than two to three years, they are able to demon-
strate with each succeeding year that they are making more gains than the native
English speaker and thus closing the “gap” in achievement as measured by tests in
English. After five to six years of quality bilingual schooling, students are able to
demonstrate their deep knowledge on the school tests in English as well as in their
native ianguage, achieving on or above grade level (Thomas & Collier, 1997),

Transitional bilingual education has generally been the main model for bilin-
gual schooling implemented in the United States during the 1970s and 1980s. This
mode] has been most widely supported by federal and state funding. Spener
(1988) points out that this may be purposeful:

If TS society needs to recruit and prepare new candidates for a growing number
of low-status, poorly compensated siots in the opportunity structure, transitional
bilingual education programs for non-English-speaking immigrants may be con-
strued hy the majority as part of a “reasonable” set of educational policies for the
nation. ... Educational policy can serve to reinforce caste distinctions in the society
by providing. more or less intentionally. non™White people with an inferior education.
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In doing so. the cducatonal system plavs a role in creating a pool of adulis who are
“quakificd” 1o he ceonomically exploited. unemployed. or underemployed (p. 148).

Many researchers, including Spener. have found that enrichment models ol bilin-
gual schooling are much more effective lor students” long-term academic success.
The remaining models of hilingui schooling to be discussed below are all consid-
ered to be enrichment, additive models.

Maintenance or Late-Exit or Developanental Bilingual Education

The maintenance model, now generally referred to as developmental bilingual edu-
cation, places less cmphasis on exiting students from the bilingual program as soon
as possibic. Students in bilingual classes reccive content-area instruction in both fan-
guages throughout their schooling, or for as many grades as the school system can
provide. The large nwjority of maintenance bilingual programs implemented
throughouwt the United States in the 1970s and 1980s were for grades K through 5
or K through 6, with no continuation at the middle school or high school level. For
this reason, David Ramirez coined the term fefe-exit to refer to progrims that were
first developed as transitional bilingual models but were able to continue L, sup-
port through the end of the elementary school years. In o longitudinal study com-
paring structured immersion, carly-exit bilinguad education, and lite-exit bilinguad
education. Ramirez found that students in the Tate-exit bilingual classes were the
only ones reaching parity with native speakers on standardized tests in English
(Ramircz, Yuen, Ramey, & Pasta, 1991). Other studies of maintenance or late-exit or
developmental bilingual education have shown that high academic achievement
can be demonstrated on wests in the second Tanguage after four to six vears of bilin-
gual schooling (Collier, 1992¢; Cammins. 1996b: Thomas & Collier, 1997).

Ideally, naintenance or developmental bilingual education would include classes
taught through both languages in i curriculum infused with a multicultural perspec-
tive for grades K through 12, with continuing dual language ofterings at the university
level Realistically, the only way such progrims might develop in the United States
wotkd be through the demands of English-speaking parents whaose children attend
two-way bilingual classes. Politically, the term wmafntenance prompred a flurey of
political controversy back in the 1970s over how federal money should be spent,
with some concern rised that native-linguage naintenance wis not the task of the
federal government (Epstein, 1977). However, maintenance bilingual education sup-
ported at the local level has become an issue of great political and economic signifi-
cance tor focal communitics that wish to maintain their culturnl and linguistic
heritage, and it huas created new pride and dramatic improvement in achievement in
some bilingual Navajo schools in the Southwest (Cantoni, 1996; Revhiner, 1986). To
avoid the politics associated with the term, most programs have shifted from the term
maintenance 1o developunental. Another form of developmental hilingual education
is dual-language or bilingual inumersion, w be described next.

Bilingual fnunersion, Twwo-Way Bilingual, or Dual-Lauguage Education

The immersion model was originally developed in Canada in the 1960s for major-
ity Language students to receive their schooling through both French and English
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from K through 12. The termt eardy total fnmntersion is used to refer to the initial
immersion expericnce. in which 90 percent of the scheol day is in the minority
Linguage ¢the language less supported by the broader society), for kindergarten
and first grade. Following the introduction of literacy and math through the minor-
ity language in grades K through 1. the majority language is introduced into the
curriculum in grade 2 or 3, and time spent using the majority language gradually
incredses until the curriculum is tiught equally through both languages by grade 4
or 5. This model, called the 90-10 model in the United States, is becoming increas-
ingly popular for two-way programs. especially in California and now in Texas, For
the English speakers it is a bilingual immersion program, emphasizing the minority
language first, and for the language minority students it is a bilingual maintenance
maodel, emplhiasizing their primary language first for literacy and academic devel-
opment. Both groups stay together in this model throughout the school day and
serve as peer tutors for each other In research studies on this moded in both
Canada and the United $tates, academic achicvement is very high for all groups of
students participating in the program when compared to comparable groups
receiving schooling only through English (Cummins & Swain, 1986; Dolson &
Lindholm, 1995; Genesce, 1987; Lindholm, 1990; Lindholm & Aclan, 1991,
Lindholm & Maolina, 1998, 2000). The Case Studies schools in California followed
this model with great success. (For a detiled description of the Case Studies
schools, see Crawford, 1999.)

Another form of dual-language program that works well is the 50-50 model, in
whiich half of the instructional time is in English and half of the instructional time
is in the minority language for grades K through 12. In both the 90-10 and the 50-
50 models, maintaining separation of languages is an important principle, and the
appropriate percentage of instruction in each language is carefully planned.
Lessons are never repeated or mranslated in the second language. but concepts
taught in onc language are reinforced across the two languages in a spiraling cur-
riculum. Teachers might alternate the language of instruction by theme or subject
areq, by time of day, by day of the week, or by the week. If two teuchers are team-
ing, each teacher represents one language. Two teachers would share and
exchange two classes. This is a mainstream bilingual model and can be the most
cost-effective of all models, if the sume pupilteacher ratio is followed as the
desired pupil-teacher ratio for the whole school system.

The term developmental bilingual education was first introduced in the
United States in the 1984 Title VI federal legislition as another way to describe
this type of enrichment program, which is designed for both language minority
students and native English speakers. This term emphasizes the linguistic, cogni-
tive, and academic developmental processes in both Ly and L, that are ongoing
throughout the school years in a developmental, or duallanguage, or two-way
bilingual immersion program. All of these names are used for the same enrichment
model. These enrichment bilingual programs are immensely successful in promot-
ing all students’ long-term academic achievement (Thomas & Collier, 1997).

As stated earlier, Stern (1963) coined the term faeo-icay to differentiate between
one language group being schooled bilingually (one-way bilingual education) and
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two language groups being schooled bilingually through each other's Linguages
(two-way bilingua] education). Two-way bilingual programs integrate language
minority and kanguage majority students in a school setting that promotes full
bilingual proficiency and high academic achievement for both groups of students.
"By uniting these two groups of students, two-way bilingual programs help to
cxpand our nation’s overall Tanguage competence by conserving and enhancing
the language resources that minority students bring to school with them and pro-
moting the learning of other anguages by English speakers™ (Christian, 1994, p. 3).
Criteria for success in two-way hilingual education include @ minimum of four to
six years of bilingual instruction, focus on the core academic curriculum, guality
language arts instruction in both kanguages, separation of the two languages for
instruction, use of the non-English language for at least 50 percent of the instruc-
tional time (ko 1 maximum of 90 percent in the early grades), an additive hilingual
environment that has full support of school administrators, a balanced ratio of stu-
dents who speak cuch language (e.g.. 50 to 50 or 60 to 40, preferably not to go
below 70 to 30), promotion of positive interdependence among peers and
between {cachers and students, high-guality instructional personnel, and active
parent-school partnerships (Lindholm, 1990). Two-way programs are growing in
number and in the diversity of languages twught (Christian & Whitcher, 1995). This
is a promising enrichment maodel for bilingual schooling, and an effective way of
promeaoting school reform (Cloud, Genesee, & Hamayan, 2000; Dolson & Lindholm,
1995; Lindholm & Aclan, 1991; Lindholm & Molina, 1998, 2000; Lindholm-Leary,
2001: Thomas & Collicr, 1997).

Education, as i bridge, should enhance communication, understanding, and
human potential for language minority and language majority students alike.
Although this is not an casy task. teachers have no choice but ro continue explor-
ing and growing as cross-culturad mediators for their language minority students.
For, as the Mexicun novelist, Carlos Fuenies (1992), puts it, “Cultures only flourish
in contact with others:; they perish in isolation”™ (p. 340).

SUMMARY

This chapter focuses on the importance of getting t know the lived experiences of our Lan- -
gLilge minoricy siudents as a sine gua non [or creating exciting and academically promising é@’
teaching and learning clssroom environments. Because the essence of life is often cap-
tured through personal narratives, the chapter opened with Carmen’s story 4s a way to 6o to the Qaline
invite the reader to partake vicariously in the complex set of geographic, social, economic,  Letwming Conterat
religious, linguwistic, academic, and emotional experiences surrounding, his life. ::\::d::l,llhé,l:':f.ﬁ
Attempting to unpack the bilingual and English-as-a-second language (ESL) knapsack,  the Stodent Study
the chapter then expiains the symbiotic relationship between the different types of dual ;:1:1::&1::‘1;:\“
Leinguage instruction and ESL programs vis-i-vis state regulations ind guidelines, school dis- Lad powersen

trice policies. community support. and the composition of each local school population.  aviclesand
newsleeds.
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Buttressed by policy statements from TESOL, the chapter recommends a sct of instruc-
tional practices affirming the positive role of primary language in the cognitive, social, and
emotional devclopment of the students. TESOL also affirms research findings suggesting that
the acquisition of English as a second language is an extended and complex process that is
situited in sociocultural, political, pedagogical, ideological, and demographic contexts.

Since the mid-twentieth century, U.S. society has become increasingly multicultural
and multilingual, Before 1965, when Congress terminated the national-origins quota system,
Europe wus the major source of immigrants to the United States. By the 1980s, however, 85
percent of immigrants to this country were coming from Third World countries (Crawford,
1992h, p. 3). These population changes—or “demographic imperative”-—have produced
large numbers of students whose fArst language is not English. Yet most teachers unfortu-
nately tend not 1o be well prepared to work effectively with these students. Hence, a chal-
lenge in the preparation of teachers for this millennium will be to address the “growing
mismatch between the background of teachers and the students they will be teaching”
(Applebome, 1966, p. 22).

Language minority students represent @ huge variety of sociocultural, economic, politi-
cal, linguistic, and academic experiences. Thus educators need to become familiar with the
push and pult forces that have produced these migration patterns to the United States.
Equally important, however, Janguage minority educators need to understand the historical
facts and events that have shaped the attitudes and behaviors of indigenous populations
towards assimilation and schooling practices in the United States. Too often stigmatized
indigenous fanguages and cultures are seen as problems in school and society rather than as
resourees or as rights in our democratic and pluralistic society.

This chapter has suggested ways to affirm the lived experiences of our language minor-
ity students—their cultures, their social contexts, and prior schooling experience.
Anchored in these past contexts, schools can then provide teaching and learning environ-
ments that maximize and take advantage of the plurality of experiences to create exciting
teaching and Iearning challenges and opportunities for all of our students, not only those
who speak Standard English and come from middle and upper class backgrounds. ’

KEY TERMS
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English as a second language (ESL), &, 9, 10
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English language learner (ELL), 9 Languages (TESOL), 70
ESL content (or sheltered) classes), 70 Transitional bilingual education (eardy-exit
Indigenous or heritage language, 9 bilingual education), 39
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REFLECTION QQUESTIONS

1. According 1o the authors there s an important
relagionship beoween sociad class and academic
achicvemeat. Expluin how  the interplay
hetween these two variables might impact the
academic performance of  foreign-hborn Lan-
guilge minoriy students,

[ R¥]

How might the previous schooling experiences
of immigrant children (orindeed, of their pur-
cntsy influence these childeen’s performance in
an American chissroom? For example, if stu-
dents have boeen exposed i their home coun-
trics Lo instruction gt emphasizes rote
memorization or passive learning. how might
they react 1o the student-eentered, problem-soly-
ing. or mquiry-driven approaches that character-
i many American classrooms? Morc
imporantiy, how would vou—as their teacher—
help case their tunsitdon into (e American
cducational systeny?

3. Consider the cases of Beto and Mee described
on page 210 Wy would content-area instruc-
tion in Spanish be more appropriate for Beto

than an ESL-based curriculum? Similarly, why
would Mee likely execl in BSL, with little or no
support in Korean? What are the pedeagagical
and podic) implications of these two cases for
language minoricy education? Finally, although
Mee might benefit from EsL instruction, while
Beto would not, why is it critical for weachers to
euid against a tmode] minority ™ stercotype of
Asin or Pacific Istander students that porteays
them as smart and hardworking?

o Why do the suthors argue that the loss of an
ancestral or heritage  fanguage has cultural,
cmotional, or academic consequences for fan-
gudge minority students? How might students”
schooling experiences with “subtractive bilin-
guuhism ™ leid to the foss of their Arst languages?

3. Why do you think that sheltered English instruc-
tion has become fashionihle with English Only
proponents?

6. As atcacher, how might vou use mrpitives as a
way 1o gel to know vour students, parents, and
community menmbers?

RESOURCES
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v Chitdrens of Torieieration addresses how immigrant

children Gure i Amcerica. Departing from the premisce

thac onc-fifth of all schoolage childsen i Americn e
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authors discuss the sociocducationad  implications
resulting fromy such w4 reality and answer questions
such as mWhat thought has American society given to
the specul necds of these stiadents?"  Have we done
anyvthing o acconnodaie them?” “What bave they
expericneed?”
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