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Abstract 

     This research explores the design and delivery of a current dual language 

immersion program in the Southeastern United States of America. It traces the 

historical, legal and political developments of language programs as well as 

describing the features and practices of this particular bilingual program in one 

school setting. The dual language immersion program provided instruction in the 

native language for Spanish speakers and English speakers. The four research 

questions that were asked: 

(1) What are the features of the dual language immersion program in this

Southeastern United States district?

(2) Who are the stakeholders and what are their perceptions of the program?

(3) What constitutes an effective dual language program?

(4) What is the historical, political and legal genesis of programs such as this?

     The study concluded that the program did benefit both the English-speaking and 

Spanish- speaking students in the school. Data is drawn from document analysis, a 

critical review of literature, interviews with students, parents, and teachers along with 

both classroom and playground observations with a view to informing future 

developments. Drawing on both Thomas and Collier’s (2002) eighteen (18) year 

longitudinal study and Collier and Thomas’s (2004) socio-cultural approaches to 

language learning, the study proposes a number of key features of successful practice. 

     Though a model of dual language immersion has been in existence in the United 

States of America for more than forty (40) years, the past fifteen (15) years has shown 

the most dramatic growth (Centre for Applied Linguistics, 2005).  From a total of 

thirty-three (33) dual language programs in 1989 to three hundred and fifteen (315) in 

2004, this nation has embraced dual language immersion. This research will provide 

some of the reasons for the successful implementation of award-winning dual language 

immersion.
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CHAPTER ONE 
 

The Problem 
 

Introduction 
 
     In the United States, one of the benefits of dual-language immersion programs is 

that students of both languages are valued and offered equal advantages. The dual 

language program allows both English and non-English speakers equal access for 

academic study. This program encourages both English and non-English speaking 

students to learn the language and culture of the other. Because dual-language 

immersion programs provide instruction in the primary language for the non-English 

speaker, students can begin academic work right away. Cummins (1979) referred to a 

“cognitive academic language proficiency” necessary to acquire content knowledge. 

This proficiency is necessary to scaffold higher order skills in the content. 

     This study of a dual-language immersion program at an award-winning school in 

the Southeastern United States will provide answers to how it adequately provided 

for the acquisition of English and Spanish. The dual-language immersion programs 

integrate the native English speakers and the native Spanish speakers. The Spanish 

speaking children are no longer segregated from their English speaking peers. The 

linguistic isolation which is common practice in the public schools of the United 

States is not present in these dual language immersion schools.  While the No Child 

Left Behind (NCLB) Act  of 2002 is currently under scrutiny by the Obama 

administration, it is clear that the concept or the term ‘mainstream’ will become less 

utilized over time to pertain to students in a classroom setting since it indicates that 

there is more than one ‘stream’.  The utilization of the ‘inclusion’ model rather than 

separate settings and pull-out instruction will increase in the United States as 

educators recognize that students of English as a second language that are 

‘immersed’ in English tend to have more positive results. 

     Many educators and politicians in the United States have shown enthusiasm about 



Trez      9 

 

dual-language immersion programs because early results of achievement levels of 

both the native English and native Spanish speaking students are promising 

(Lindholm and Gavlek, 1994). Thus, dual language immersion could be considered a 

possible solution to helping English-only students become bilingual as well as 

helping Spanish-only students master English in the United States at the same pace 

as their peers.  The fact that English-only speaking students can benefit by becoming 

bilingual from early childhood is fundamental. 

     From the beginning of the twentieth century, immigrants came to America 

seeking a new opportunity. Part of the package at that time was the need to meld into 

the mainstream by learning English as quickly as possible. The new arrivals trickled 

in and set up communities around major port cities.  They were soon brought into the 

mainstream of life in the United States through the free or public education system. 

The children of these immigrants were taught in English in mainstream classrooms.   

     What has changed today in the United States is the overwhelming numbers of 

immigrants that come into the country, whether by legal, refugee, or illegal means. 

The school districts do not ask questions that could or would uncover illegal status of 

a student. All students applying for school are accepted into the schools.  Freeman 

(1996) believes that the determination of which language programs are of value has 

to be examined from the perspective of both large and small issues. Some of the 

smaller issues would be the actual time that school begins and ends, while larger 

issues would encompass the support from the community. 

     This research paper examines ‘English as a Second Language’ programs in the 

United States of America from the first law that was written concerning the rights of 

the second language learner, to the present day.  Studying second language 

acquisition in its context is important for addressing specific language education 

issues. Over a four (4) month period, the details of the program were examined as 

part of this research. Since language programs need to be analysed on a case-by-case 

basis, the study here was to also determine exactly how student success was affected 
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by the context in which the program was developed. Though language programming 

may call for specific course hours to make Carnegie (a unit developed in 1906 as a 

measure of the amount of time a student has studied a subject) units of study, the 

actual implementation of the program may provide an entirely different number of 

hours accessible to the student learner. As part of the research, it will be determined 

what some of the features are of the dual language immersion program in this 

Southeastern United States school and what are some of the strengths and 

weaknesses which exist within it.  It will also determine what constitutes 

effectiveness in such a program and compare it with how it stands in relation to the 

historical developments in English as Second Language methodology. 

     Programming may be set up and based on students moving from a novice 

proficiency level in oral language to a more advanced level of proficiency in a 

certain number of classroom hours (Cummins, 1979, 1981; Wong Fillmore and 

Valadez, 1986; Lyons, 1990). If, in fact, the students are not provided these access 

hours, the program falls short and assumptions concerning the time spent in the 

“learning” of the language are based on error.  Studies in the United States that 

determine how many years (on average) to reach language proficiency may not be 

replicated or generalized if the data of classroom time learning language is not 

accurate (Cummins, 1986). 

 
History of English as Second Language in the United States 
 
     Some of the first Bilingual Education State Laws were passed in 1850 with more 

than twelve states passing laws that provided for languages other than English to be 

taught to students. By 1889 both Wisconsin and Illinois had passed a state law that 

mandated English as the language of instruction in both public and private schools. 

The law was later repealed. In the 1900-1930s, an immigrant wave of Italians, Slavic 

and Jewish people became the majority of immigrants. The great influx brought on 

mandated English law in certain states.  The United States even encouraged Hawaii, 
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Puerto Rico and the Philippines to mandate English. Those mandates were later 

repealed because of specific interpretations of the United States Constitution and 

amendment which make enforcing a language unlawful. The 1st Amendment to the 

Constitution, included things like ‘freedom of speech’, ‘peaceful assembly’ for 

protesting and such, and ‘separation of church and state’ meaning that religion and 

school matters should remain a separate affair. Many of the schools were private, 

religious schools and the law was repealed due to the outcry from strict followers of 

the U.S. Constitution. 

     The first federal law concerning language was introduced by Senator Henry Cabot 

of Massachusetts. This law of naturalization required passing an English test to 

become naturalized. The ability to speak English in the United States was linked 

with patriotism. Though German schools and the German language were spoken in 

schools throughout the Midwestern United States, the United States’ entry into 

World War I created language restrictions against the use of the German ‘tongue’. 

     After the war, many ‘English Only’ laws were passed. Some states prohibited the 

instruction of other languages, especially in elementary schools. In the 1920’s, an 

estimated 18,000 people were arrested and fined for using the language of the 

enemy. 

     In 1923, the Supreme Court ended this law after an appeal from the Meyers v. 

Nebraska case (Karst, 2000). Their case resulted in the decision that it violated the 

Fourteenth Amendment of the US Constitution (which protects a citizen’s equal 

rights by requiring that certain steps or due process, such as a hearing, be followed 

before a person's "life, liberty, or property" can be taken away) to not allow Meyer (a 

teacher arrested for teaching a boy in German) to teach in a language other than 

English. 

 

     By 1949, the language laws were modified to allow Spanish in early grades in 

Puerto Rican schools. President Theodore Roosevelt felt that all immigrants must 
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speak English and would deport any immigrants who could not speak English within 

five years.  Again, the patriotism of the individual for the country is based upon that 

individual’s ability to speak English. 

     In 1950, the Spanish surnames in the United States increased by over 50%.  

Brown v. Board of Education (Patterson, 2001) was ruled on by the Supreme Court 

in 1954. This ruling indicated that segregation was illegal. Though the Brown v. 

Board of Education was initially considered a racial (black to white) issue, it 

benefited the non-English speaker in the country as well.  In 1957, the development 

of English as a Second Language was supported. By 1960, the Hispanic groups 

supported programs in the schools such as Bilingual Education, English as a second 

Language and Multicultural Education. 

     Though John F. Kennedy had been assassinated, President Johnson pushed 

through President Kennedy’s Civil Rights Act.  In Title VI, the act of discrimination 

in federally supported programs on the basis of national origin was outlawed. Faltis 

and Hudelson (1998) cited this Title VI of the Civil Rights Act as one of the major 

protections of linguistic rights in the United States. 

     In 1965, the government of the United States encouraged bilingualism and drew a 

positive correlation between bilingualism and intelligence. The population explosion 

that happened at the end of World War II had come of age. The Vietnam War had 

heated up in Southeast Asia, the Cold War continued with the Russians, and the 

sociopolitical climate of the time encouraged bilingualism for the first time in the 

United States of America.  Throughout the history of the United States, the patriotic 

language was English and grade levels 9-12 offered Spanish or French in most 

schools. These languages were considered unnecessary to the success of the nation. 

     During this time period, the Cubans had been leaving Cuba in greater numbers 

and had arrived in the port city of Miami, Florida. The Coral Way School received 

national recognition for their dual immersion program with the Cuban political 
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refugee children. This dual immersion model soon spread out across Dade County, 

Florida and was supported in other cities in the United States. 

     Senator Ralph Yarborough from Texas (a state that housed and still houses many 

Spanish speakers) introduced a bill as an amendment to the Elementary and 

Secondary Education Act of 1965. The Amendment targeted bilingual education for 

low income, native Spanish-speaking children. There was much political pressure 

from both parties to pass the bill. This was an important bill because it gave all non-

English speaking students the opportunity to learn English. This had not been 

guaranteed previously. 

     The Bilingual Education Act was signed into law by President Lyndon Johnson in 
 
1968. He signed Title VII of the Elementary and Secondary Education Act (ESEA) 

called The Bilingual Education Act, PL 90-247; Sec. 702 which established 

Bilingual Education as a federal policy. The bill’s objectives were to provide 

financial assistance to local education agencies to carry out new and imaginative 

elementary and secondary school programs and to meet the educational needs of 

children who are educationally disadvantaged because of their inability to speak 

English. A further objective of the bill was to award grants to applicants who 

developed and operated bilingual education programs for low income, second 

language learners. Strong efforts were made to attract and retain bilingual teachers.  

Part of the desire for such teachers was to establish and maintain communications 

between schools and homes in hopes that such communications would produce safer 

more productive school communities. 

     In 1969, a class action suit, (Karst, 2000) Keyes v. School District #1 (Denver, 

Colorado) was filed because minority students were being segregated on the basis of 

their ethnic background. The Equal Rights Movement pushed for equal social, 

economic, legal, educational and other rights on the behalf of women, African-

Americans, Hispanics, and Native Americans of the Untied States. There were 7.3 

million immigrants that arrived in the United States of America between 1970 and 
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1980.  These immigrants came from Asia and Latin America. The population of 

second language speakers in the United States rose to 40%. 

     In 1970, some changes were made to ESEA 1965, Title VII: BEA.  (McPherson, 

2000) Lau v. Nichols (San Francisco, California) was a class action suit filed by 

Chinese parents in San Francisco claiming the children were being denied an equal 

educational opportunity. Only half of the 2, 856 students were receiving English as a 

second language instruction in the San Francisco School District. The suit asked 

whether second language students were able to receive an equitable education in 

English Only mainstream classrooms. 

     The legal question presented to the court was: Was San Francisco School District 

obligated to provide special instructional programs to meet the needs of second 

language learners? The ruling was for the school district. The answer was that no 

special services had to be made for these students because second language learners 

were getting the same curriculum, in the same classroom as English speakers. Thus, 

they were not being discriminated against. The action was later successfully 

appealed. 

     A formal memorandum was issued by the Office of Civil Rights on May 25, 1970  
 
by J. Stanley Pottinger, Director of Office of Civil Rights, to school districts with  
 
more than 5% second language learners, explaining in detail the conditions of Title  
 
VI of the Civil Rights Act of 1964: 

 
1) The act outlaws discrimination in federally supported programs. 

 
2) A review team had found “…a number of practices which had the 

effect of denying equality of educational opportunities to Spanish 

surnamed pupils”. 

3) Discriminatory practices created the effect of discrimination on the 

basis of national origin. 

4) Districts were told to take affirmative steps to rectify language 
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deficiencies in cases where “…the inability to speak and understand 

English excludes national origin minority group children from effective 

participation in the educational program.” 

5) The memorandum demanded some special language instruction. 
 

6) The memorandum prohibited special education assignments on the 

basis of language measurements. 

     In 1972, Portales Municipal School District, Portales, New Mexico was sued with 

Mexican-American students as the plaintiffs (Serna v Portales). The ruling indicated 

that second language learners were being treated differently when they received the 

same curriculum as English speakers and were being discriminated against. The 

Portales School District submitted a non-bilingual education plan as a remedy which 

was rejected and the case was appealed.  The federal judge ordered instruction to be 

provided in the native language and culture as a part of the desegregation plan. 

     In 1973, the Lau v. Nichols case was appealed to the 9th Circuit District Court of 
 
Appeals and the court upheld the previous ruling. The case was then appealed to the 
 
Supreme Court. 
 
     In the Keyes v. School District #1 of Denver, Colorado of 1969, the plaintiffs had 

won the case but returned to court to argue for special remedy above and beyond the 

district’s desegregation efforts.  The Serna v. Portales Municipal School District  

(Portales, New Mexico) had the case appealed to the 10th  Circuit Court of Appeals 

and the ruling indicated the Students Title VI Civil Rights had been violated and the 

district must provide bilingual education.  The Lau v. Nichols (San Francisco, 

California) had been appealed to the Supreme Court.  The Supreme Court ruled that 

the schools must provide special training for second language learners as required by 

Title VI in order to receive federal aid; that submersion in mainstream classes is 

“effectively foreclosed from any meaningful education”; that schools should take 

into account numbers of second language learners when adopting a particular 

remedy; and that the Equal Education Opportunities Act of 1965, Section 1703(f) 
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applies to school districts with twenty (20+) or more second language learners. The 

Department of Health, Education and Welfare appointed a task force to establish 

guidelines to implement the decision. 

     The Amendment to Bilingual Education Act in 1974 was re-evaluated and a 

poverty criterion was dropped making bilingual education open to all students 

regardless of family income. The Amendment required schools receiving grants to 

include instruction in the child’s language and culture “…to the extent necessary to 

allow a child to progress effectively through the educational system” (Cafferty, 

1982).  The Amendment expanded programs to all second language learners 

regardless of the dominant language in their homes. The Reauthorization funded two 

hundred and eleven (211) school projects in twenty-six (26) languages. Cafferty 

(1982), however, found that the program still only served 6% of eligible students due 

to lack of funding and disorganization of the Office of Education. 

     The Equal Education Opportunity Act included Section 1703(f) that stated 

that schools with second language learners were required by federal law to “take 

appropriate action to overcome language barriers that impede equal education 

participation by its students in its instructional programs”. This section extended the 

Lau decision to include all public school districts regardless of whether or not they 

used federal funding. Also, this Section established that schools could be found in 

violation of Title VI of the Civil Rights Act of 1964 if the institutions were not 

providing some sort of special instructional remedy even if no substantial intent to 

discriminate was found. 

     Parents used this law to take districts to court as was done in Castaneda v. 

Pickard. Later the courts ruled that districts are at least allowed some due process 

before they are subject to punitive action, on a case by case basis. As due process is 

often a long, drawn-out process, the students involved in the lawsuit would often 

leave school or age out before the case was heard. 

     In 1975, the Office of Civil Rights Task Force visited over three hundred United 
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States school districts and found that the majority did not meet the responsibilities as 

set out by law. The members of the task force began to compose educational 

approaches which would constitute appropriate affirmative steps to open up the 

instructional programs. 

     The Department of Health, Education, and Welfare announced some remedies on 

August 11, 1975.  They established a means to identify all second language learners 

while, at the same time, establishing their language proficiency. The second 

language learners would have appropriate bilingual education programs to address 

cognitive and affective needs in which English as a Second Language remained only 

as a component. They explicitly stated when students would be ready to be 

mainstreamed. These students needed to obtain a high English proficiency level 

before exiting the program. The proficiency level was to be mandated by state 

adopted language proficiency tests. 

     The American Institute for Research conducted a study of comparative evaluation 

of Bilingual Education in the United States in 1978. This report totally discredited 

Bilingual education. The methodology of the study was controversial as researchers 

had failed to consider any novelty of the approach and/or variations in programs 

because of teaching methods, the socioeconomic status of students, and various other 

factors. A major finding was that the students were maintaining the language and not 

being moved out of the program.  Schools were accused of providing bilingual 

education beyond the extent necessary for English proficiency. 

     In the Bakke Decision, which challenged the Lau Decision and Lau Remedies, the 

Supreme Court found that government actions with “racially disproportionate 

impact” are not necessarily illegal under Title VI of the Civil Rights Act of 1964 or 

unconstitutional under the 14th Amendment. Unless one could prove a history of 

discriminatory actions, then affirmative steps to overcome limited English 

proficiency might no longer be required. 

     The Carter Administration advocated a policy change for transitional models and 
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English as a Second Language in 1978. The Title VII Bilingual Education Act 

Amendments included the use of native language to the extent necessary to allow a 

child to achieve competence in the English language. Title VII programs were 

transitional with no funds allocated for language maintenance. The eligibility for 

students was expanded to any student of limited English proficiency in oral, reading 

or writing skills.      

     In California, Proposition 227 was introduced in 1998. Although it allowed that 

parents may opt to have their students remain in bilingual education, the majority of 

students exited bilingual education. The media in the United States indicated that 

dropping Bilingual Education showed a definite increase in the scores of Limited 

English Proficient students. 

     However, Limited English Proficient students’ scores should be considered with 

the overall gains in all student scores. Limited English Proficient students’ scores 

went up, but so did non-Limited English Proficient students’ scores.  Limited 

English Proficient students taught in English-only programs had an increase in 

scores, as did the Limited English Proficient students taught in bilingual programs. 

English speakers in low- performing schools showed increases, as did Limited 

English Proficient students in low- performing schools. These and many other 

variables were in place that rendered the proponents of Proposition 227’s arguments 

against Bilingual education, based on these test scores, preposterous. 

     Throughout the course of the history of the United States, the challenge has been 

to educate the vast immigrant population with effectiveness. The study reported in 

this document illuminates one component of that effort. 

     The following timeline chart, based on my research of the literature, provides a 

rough reference for the history of ESL in the United States of America. 
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Purpose of the Study 
 
     The purpose of this study is to provide an overview of the instructional methods 

used in the past in the United States. A review of past and present methodology is 

explored. The use of dual language immersion as a solution to second language 

acquisition is evaluated. This study will contain the past record of second language 

acquisition from both legal and educational standpoints in the United States while 
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moving through the current literature to recognize a successful implementation of the 

dual language immersion programs being offered in one setting. 

     The research questions are: 

(1).   What are the features of the dual language immersion program in this 

Southeastern United States of America school? What are the strengths and 

limitation of this program? How might this existing program be shaped, 

adapted, or transformed to better meet students and community needs? 

(2).   Who are the stakeholders and what are their perceptions of the program? 

(3).   What constitutes an effective dual language program? 

(4).   What is the historical, political and legal genesis of programs such as 

this? How does this particular dual language immersion program stand in 

relation to historical developments in English as Second Language 

methodology? 

     Data will be drawn from document analysis, a critical review of literature, 

interviews and classroom observations with a view to informing future 

developments. Drawing on both Thomas and Collier’s (2004) eighteen (18) year 

longitudinal study and Collier’s (1995) socio-cultural approaches to language 

learning, the study will propose a number of key features for successful dual 

language learners’ programs. 

     Since 1990, there has been a phenomenal growth in the dual language immersion 

model in the United States. The resulting growth in programs may be attributed to 

the results of the longitudinal study by Thomas and Collier (2004) that cited the dual 

language immersion program as the most successful method of language acquisition. 

Thenceforth, many researchers (Christian, 2005; Cummins, 1986; Howard, 2002; 

Lindholm-Leary, 2005) began the task of producing guiding principles for dual 

language education. 

     Freeman, Freeman and Mercuri (2005) defined dual language programming as the 

use of two languages for instruction with the goal of all students developing full 
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conversational and academic proficiency in both languages. Thus, the research herein 

was conducted in one of the dual language immersion schools practicing the 50/50 

dual language programming. 

     Some researchers (Gandara, 1995; Valdes, 1996) assert that outside societal 

factors lessen the degree of success attained by language minority students in 

programs attempting to meet the needs of both language minority and majority 

students. McKeon (1994) suggests that teachers’ use of language appears to be 

influenced by the perception of children’s linguistic abilities. If teachers perceive 

students’ language ability as limited, the tendency is for the teacher to ask questions 

that require only one-word answers. It may be more helpful for teachers to interact 

more with the students to provide them more opportunities to produce language. 

Teachers may sometimes interact less with the lower proficiency student for fear of 

embarrassing the child. The argument is that the teachers affect the students’ access 

to learning the language. 

     While researchers of dual language programming suggest that variability does 

exist in programs, Christian (1995) proposes that the programs should have three 

things in common. The most important element is that the dual language program 

should help students develop advanced levels of proficiency in both their native and 

second language. Secondly, the program should strive to have student achievement at 

or above grade level in the core subjects. Finally, the students should acquire an 

appreciation for their own culture and have increased self-esteem. This study will 

look at those three commonalities in effective programming and apply that standard. 

Significance of the Study 
 
     This study is significant because acquiring a second language is complex and 

should not be limited just to the classroom. Having dual language immersion 

programming encourages students to interact and speak each others’ language 

throughout the day. The teaching of English as a Second Language in a dual 

language immersion school is not limited to the classroom. This research will be 
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significant to determine if the dual language students do interact and speak to each 

other throughout the school day, and to examine what circumstances lead to 

language interaction, both in the classroom and on the playground. The Framework 

of Guiding Principles (2005) lists interaction as crucial to the success of a dual 

language program, but does not offer a rubric for examining the phenomenon. Thus, 

this research is significant in examining the students’ use of both the first and second 

language throughout the school day. 

     Another significant feature of the study relates to a cost issue for schools. As 

schools need to administer programming in stringent budgetary times, and to ensure 

the best and most efficient methods of student instruction, it is vital that their 

students perform to their potential. The outcomes of this study will demonstrate how 

schools can maximize the potential of their students and, at the same time, save on 

associated costs. 

The Framework of Guiding Principles (2005) will be scrutinized. The rubric 

will be used to record observational data. There will be follow-up with the 

stakeholders to make sure that this is covering a full description and the accurate 

intent of the participants. There is a strong need to investigate the strengths and 

drawbacks of the dual language programming for both English and Spanish 

dominant students. 

Summary 

     In Chapter 1, the history of English as a Second Language (ESL) in the United 

States was explored.  The purpose and significance of this research study was 

explained.  In the following chapter, the literature review will include dual language 

immersion in the United States of America and how those programs immerged there.
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CHAPTER TWO 
 

Literature Review 
 
Introduction 
 
     In the following review, the focus will be on the dual language immersion 

literature.  Dual language immersion has appeared to be a promising solution to the 

task of teaching English to second language learners. Thomas and Collier (2004) 

followed English language learners for eighteen years in their longitudinal study. 

They found that dual language immersion surpassed other methods for instructing 

the English language learners in this country. 

     The use of different language immersion models in the United States and how the 

programs are modeled will be explored in this chapter. Because dual language 

immersion programs offer both language speakers equal opportunities and value their 

cultures, this program has shown success in the United States. 

 
Dual Language Immersion in the United States 
 
     Dual language immersion programs have been called two-way bilingual 

immersion, bilingual immersion, or two-way programs (Calderon and Minaya-Rowe, 

2003). Cloud, Genesee, and Hamayan (2000) described the programs as a 

combination of programs that served ‘language minority’ students with those 

programs designed for the ‘language minority’ students. 

     The first dual language immersion school in the United States began with two 

schools in Dade County, Florida. There was a mass immigration of Cubans into 

Miami, Florida. The two-way bilingual program set up in Dade County, Florida 

allowed Spanish-speaking Cuban children to learn the curriculum in both English 

and Spanish.  

     Native English speaking students in the USA learned the curriculum both in 

English and in Spanish as well. Thus, the attempt was to teach the English speakers 

to become bilingual in Spanish and English while the Spanish students became 
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bilingual in English and Spanish. Bikle, Hakuta, and Billings (2004) recounted that 

the school was initially formed by the Cuban political refugees who wished to 

preserve both their language and culture. 

     The Coral Way Bilingual Elementary School in Miami, Florida, USA began in 

1963. This school served pre-Kindergarten through fifth grade students. This school 

continues today to educate in the two-way approach. With the new influx of Spanish 

speakers into Florida, the Coral Way School had become as example of how students 

can become bilingual, biliterate, and bicultural (Lindholm-Leary, 2001). Sanchez 

(1998) suggests 

     “It has proven that kids can succeed academically in two languages. Its test scores 

are among the highest in the city, and the school's gifted bilingual program draws 

parents from all over Dade County.”  According to the National Public Radio 

transcripts of commentator Claudio Sanchez (1998) who spoke with Lourdes Rovira, 

Executive Director of Bilingual and Foreign Language Skills Programs in Dade 

County, Rovira (1998) reported that “Incorporating bilingual instruction into our 

curriculum does not require extensive budget increases. A bilingual program that 

promoted biliteracy can be cost- effective. It is an attainable goal for many schools.” 

     Once the politicians and educators saw the success of the Coral Way Bilingual 

Elementary School, many schools with similar programs opened in Washington, 

D.C., Chicago, and San Diego.  These programs were initially established for the 

language minority students (Lindholm-Leary, 2001). There are no documented 

reports on the success of these schools, but the San Diego School District produced a 

guidebook for other dual language immersion schools in 1982. The United States 

Department of Education Centre for Language Educational and Research, a 

consortium of schools, supported the model. Lindholm-Leary (2001) produced a 

written guide to develop programs based on the San Diego school model. 

     From the 1980’s to the 1990’s the nation had established 169 dual language  
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immersion schools in the United States (Christian, 1994) with most being elementary 

schools. In 1999, there were 260 programs with Spanish as the target language in 

about 90% of the programs. In 2000, Richard Riley, U.S. Secretary of Education, 

called for an increase in the number of dual language schools to more than a 

thousand within the next five years. The latest numbers from the Centre for Applied 

Linguistics (2005) listed 329 programs in the United States. There are 308 of these 

programs that are Spanish-English programs (CAL, 2005).  Differences in Dual 

Language Immersion Programs 

     Christian (1994) explained the differences in the way the dual language 

immersion programs are set up. Not only is there a variance in the amount of the 

language spoken each day, but also in the support provided to the program by 

teachers, principal, parents, and technical support. August and Hakuta (1997) 

pronounced that the failure to use comparison groups and the lack of uniformity in 

studying the programs has hindered the research. 

     One study provided by Lindholm-Leary (2001) indicated that demographic 

variables must be examined when interpreting student achievement. She felt that 

dual language schools having higher populations of native Spanish speakers 

(outnumbering the native English speakers) affect the results of the study. Further, 

Lindholm-Leary (2001) expressed concerns with English language models and the 

percentages of low economic status (free and reduced lunch) of the native English 

speaking students. 

     Her findings indicated that schools with fewer low income students and fewer 

minority students showed less principal and teacher support. Regardless, the 

researcher noted that teachers in dual language immersion programs showed higher 

enjoyment levels in comparisons with teachers at other sites. 

Dual Language Immersion: Academics 
 
     Academic achievement in dual language immersion schools is paramount in the 

current high stakes testing climate of the United States of America with the No Child 
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Left Behind legislation; it pushes accountability through the use of these tests. Maher 

and Christian (1993) and Christian (1994) reported positive results in both academic 

achievement and bilingual language proficiency levels from the dual language 

immersion schools. 

     Barfield and Rhodes (1993) reported that, on a national referenced test, fourth 

grade students in a dual language program in Arlington, Virginia, Key Elementary 

School, outscored students who were not in the program. These students also scored 

above the national and state mean scores on the test.  Another report from Oyster 

School in Washington, D.C. showed that the students scored better on standardized 

tests from the third through the sixth grade. They scored from four to six grade levels 

above the national means by the sixth grade. 

     Christian, Montone, Lindholm, and Carranza (1997) examined different dual 

language immersion schools and comparison schools’ test data from 1998 to 2000. 

They found that dual language schools outperformed in almost all grades and tested 

areas. 

     Howard, Sugarman, and Christian, Lindholm-Leary, and Rogers (2007) 

conducted a larger study on dual language immersion schools. They found consistent 

evidence that indicated better performance from English Language Learners on 

English and Spanish standardized tests. The authors do caution that there may be 

variables, such as school quality and student background, that could skew the results. 

However, the sheer number of studies and the consistency of their results require 

serious consideration. 

     The task of teaching English to second language learners from all over the world 

with diverse cultures requires many objectives going on at the same time.  The 

students must acclimate to the culture, the climate of the school and/or community, 

develop reading and writing skills, and speak English well enough to survive during 

the training (Gersten, 1996).  Because immigration has grown so dramatically in the  
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past fifteen years, the ability to plan for the education of immigrants has not been 

able to keep pace with the needs of the students.  Heath (1996) noted the changing 

face of the United States educational system with the great influx of cultural and 

racial diversity.  Again, the challenge to meet the needs of these Limited English 

Proficient (LEP) students has strained the educational systems in California, Texas 

and North Carolina particularly. 

     Harris (1996) cited communication just in the classrooms with many cultures as a 

considerable problem. Since acquiring a second language is difficult and complex, it 

cannot be limited to application of the traditional classroom setting found in the 

USA. The many differences brought to the classroom by English Language Learners 

offer the greatest challenge. The different languages, cultures, prior learning 

experiences, prior English learning experience, and even maturity levels are key to 

the challenges experienced by teachers hired to bring academic success to English 

language learners. 

     Bricker and Braverman (1998) cited the major problem in creating success for 

English Language Learners as funding and budget cuts for these special programs. 

Bill Gates, owner of Microsoft, donated thousands of computers across the nation in 

the early 1990s. This generous directive set up interest in the technology boom. 

Once students began to use technology and encouraged their parents to purchase 

hardware, the schools were directed to purchase faster, newer technology and 

software. As a result, programs for non-English speakers began to incorporate the 

use of technology. 

     In planning the latest models for English as Second Language learners in the high 

school and middle school, the use of computer assisted instruction has been included 

as the individual education plan for these students.  In elementary schools, computer 

aided instruction is set up to provide learning laboratories for phonics and reading. 

     The United States Census Report (2000) showed that approximately 8.1 million 
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children between the ages of 5 and 17 speak a language other than English at home. 

The census report showed that 63 million elementary and secondary school students 

in the United States have limited English proficiency.  These figures are a dramatic 

increase from those cited by Dunn (1993) from the 1990 census figures of 6.3 

million children speaking English as their Second Language and 41 million students 

in elementary and secondary school with limited English proficiency. Gray, Verner 

and Rolph (1996) mentioned over 22 million United States residents who were born 

in another country. This figure constituted about 8.5% of the total population in 

1994. The figures have jumped to 12.9% in the 2000 census. 

     Crispell (1997) agrees that even though English serves as the primary language in 

global business, the programs for educating English Language Learners have not 

kept pace with the United States schools. This could certainly be attributed to the  

limitations of funding for teachers and programs for English Language Learners in 

Charlotte Mecklenburg Public Schools.  The CMS (Charlotte Mecklenburg Schools) 

ESL Department (CMS, 2006) reported the number of English Language Learners 

grew from 1732 in 1995-1996 to 14,883 in 2005-2006 (see Figure 1). 

Figure 1: CMS Growth in LEP Enrolment 
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2006 CMS LEP Enrolment: LEP (Limited English Proficient) – 14,883 
 

Spanish –  15,365 
 

Vietnamese – 869 
 

Russian –  373 
 

French –  355 
 

Korean -  347 
 
 
 
     In order to meet the needs of the growing LEP population, the San Francisco 

public school system in California, USA, created a Newcomer High School.  Faber 

(1993) stated that the efforts by the Newcomer High School to incorporate the 

cultural aspects of the United States with major focus on second language acquisition 

had a positive impact on the early assimilation of the English language for these 

newcomers. Because learning language is the primary concern for the many different 

nationalities of English language learners, the use of newcomer programs has been 

introduced in some school systems. These programs are typically three to six months 

long and involve intensive language acquisition of basic English ‘survival’ skills 

development (greetings, numbers, colours, alphabet, how to request to go to the 

bathroom, the fifty most used English vocabulary words, etc.). Faber (1993) believes 

that the use of these programs promotes individual language development and helps 

to introduce language skills earlier to the families of non-English speakers. 

     Espinosa and Massey (1997) link the ability to learn English and become 

proficient in the language with a positive correlation in economic status in the new 

community. They observed that most Latino men who had only limited English 

ability were not as socioeconomically able as those who had mastered the language. 

This correlation between language acquisition and socioeconomic status may be the 

convincing argument for the government to release funds for public school programs. 

The legislative bodies in the states may see value in raising the economic status of 

the immigrants to create a broader tax gain. 
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     Another step in convincing the government bodies of the value of English as 

Second Language training in public schools has been the correlation between the use 

of social services and proficiency in the language as posed by Espinosa and Massey 

(1997). Their studies showed evidence of increasing numbers of families that could 

not speak English but were in need of government funding. 

     With these problems in mind and the need to improve fluency and literacy in the 

United States, past studies can be examined in order to recognize the impact of 

evaluating learner errors, the words used throughout the process of acquiring 

language, and how effective these evaluation techniques were in helping students 

acquire English. A study by Fitch (1995) shows a difference in language acquisition 

between adults and children.  The adult learners are more able to utilize the rules of 

grammar than the younger learners. This ability to synthesize grammatical rules and 

apply those rules to writing is the greatest difference. This difference in recent years 

has added to the discussion concerning the efficacy of bilingual education, dual 

immersion, pull-out programs, and the use of computer assisted instruction.  Thomas 

and Collier (1997) argued that the use of context in acquiring language is essential.  

With context in play, prior knowledge is engaged with the immersion of English thus 

motivating the student and higher achievement occurs. 

     The United States’ success with the Coral Way School began the movement 

toward dual language immersion program. Then, Thomas and Collier’s (2004) 

longitudinal study of dual language immersion compared to other program methods 

allowed the research to underpin the programming decisions.  The program was set 

up to provide half-day instruction in each language. Thomas and Collier (1997) 

defines this as the 50/50 model of two way instruction.  The bilingual experience 

expanded into other school systems across the nation. The Canadians had used the 

90/10 model for French language immersion programs where, during the first two 

years, the students were taught in the minority language for 90% of the day and 10% 

of the new language. 
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     The immersion programs use the less dominant language more than English in the 

early years.  Bower (1994) looked at the Cuban immersion programs and determined 

that English was the minority language in any place but school. Thus, Bower (1994) 

theorizes that the immersion program student can learn quicker and not lose their 

native language. Howard, Sugarman, Christian, Lindholm-Leary, and Rogers (2007) 

agree with this assessment while Corral (1991) reported that the objective of 

instruction in the program should be that the content curriculum is taught in both 

languages, rather than touting that a certain language or ‘target’ is taught. 

     Krashen (1991) believes that learning through the native language has some 

advantages in developing both “basic” and “advanced” literacy in the student. The 

content knowledge acquired by the student in his/her own language will make 

English more meaningful. Though some schools may view the lack of English as a 

problem, the dual language schools have shown that studying in both languages is an 

asset to the second language learner. Thus, the process of acquiring language and 

culture in both academic and social settings is observed in these dual language 

immersion schools. 

     As more parents find a voice in their new country, there is more concern for the 

maintenance of the first language. McCollum (1993) found that students often use 

only English at school - even while enrolled in two-way dual immersion programs. 

This researcher assumed that the students perceived English as the “language of 

power” and reacted to that assumption. Landry and Allard (1991) spoke of the 

pressures from society to use English rather than the native language even while 

enrolled in dual language programs.  The research of this dissertation will delve 

deeper into this issue by investigating trends at an award winning dual language 

program in CMS. 

     In the United States, the states of New York, Texas and California had 

traditionally supported teaching English as a second language and maintaining the  
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first language through bilingual education. Bozzone (1995) gave information 

concerning support by state agencies and public educators for bilingual education.  

     Two way programs, with Spanish as the most prevalent second language, 

continue to grow across the United States of America. In Charlotte, North Carolina, 

the dual language programs have French, Japanese, German and Spanish offered as 

dual language programs.  The district researched now requires that the program be 

open to all students using a lottery system to select students. These special, themed 

schools are referred to as ‘magnet’ schools in the district because they ‘attract’ 

students from all over the six hundred square mile district. Due to a recent court 

action, the lottery process may no longer hold seats for African American students 

separately from those seats offered to students of another race. The school system 

was sued successfully by an Italian American parent (Capacchione et al v. Charlotte 

Mecklenburg Schools, 1999) whose daughter was denied entrance to a school while 

it had vacant seats being held for an allotted number of African American students. 

The case was appealed to the District Circuit Court of Appeals, but the ruling was 

upheld. 

     More and more parents recognize the success of these schools and are attracted to 

them, not only because they involve better grades and overall scores in other areas as 

previously mentioned, but also because their son(s) and/or daughter(s) learn(s) to 

speak, read, and write a new language fluently. Some criteria for the success of the 

two-way bilingual education programs, as offered by Lindholm (1990), include: 

(1) Focus on academic core curriculum 
 

(2) A minimum of four (4) years instruction 
 

(3) An emphasis on optimal language input and output 
 

(4) A balance of students with equal numbers in each language 
(5) Target language used 50% (maximum of 90% in early grades) 

 
(6) Provide additive bilingual environment to learn second language  
 
      while keeping native language proficiency 
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     Howard, Sugarman, Christian, Lindholm-Leary, and Rogers (2007) agree with 

this assessment while Corral (1991) reported that the objective of instruction in the 

program should be that the content curriculum is taught in both languages, rather 

than touting that a certain language or ‘target’ is taught.  The purpose of dual 

immersion is not necessarily to teach another language, but to teach in two 

languages. The belief is that by integrating students from two language groups the 

language learner gains access to native speaker models. Alanis and Rodriguez (2008) 

stated that therefore, the native speaker retains his/her language skills while adding 

the second language. 

     The goals of the district’s two way bilingual education program are: (a) to enable 

Spanish speaking Limited English Proficient students to achieve English competence 

while maintaining their first language; (b) to provide the best educational strategies 

for assuring that Limited English Proficient students and majority language children 

meet challenging state and local performance standards; (c) to share the linguistic 

gifts of Spanish speaking children with majority-language students enrolled in a 

Spanish immersion program; and (d) to promote the participation of minority- 

language and majority-language parents in their children’s education. 

     Other district goals include parental outreach. Mora (2008) stated that family 

education programs reach out to parents and encourage them to become actively 

involved in the education of their children. School administrators, teaching and 

support staff in the two-way immersion program can benefit from staff development 

designed to promote cross-cultural communication, multiple intelligences, and first 

and second language acquisition and assessment. Computer technology and 

appropriate software would enable differentiated instruction and contribute to a 

challenging curriculum. 

     Twenty (20) North Carolina school districts sent representatives to this district to 

gain knowledge and recommendations how to better serve Limited English  
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Proficient Students in their own districts. Because this school district has historically 

had the highest number of LEP (Limited English Proficient) students in North 

Carolina and the largest ESL (English as a Second Language) program in the state, 

many other districts look to this system for guidance. In the district, the International 

Centre was established in the early eighties with one year of seed funding and has 

since been supported by local funding. The International Centre is crucial to the 

English as Second Language program providing the following services:  public 

school registration for all identified language minority students, administration of an 

English language proficiency assessment, annual administration of an English 

language proficiency assessment to all English as Second Language students to 

determine progress, maintenance of documentation and an update of the handbook 

used by program teachers and administrators. 

     This Spanish English two-way immersion school consists of a 50/50 ratio of 

minority to majority language students.  This optimizes the opportunities for 

authentic language use in both English and Spanish. Bilingual teachers receive 

training in the most effective methods for presenting academic content including 

TPR (Total Physical Response), ELLIS (English Language Learning Instructional 

System), PLATO academic software, BREAK THROUGH TO LITERACY 

software for the younger grades, and ROSETTA STONE language acquisition 

software.  Program administrators follow research-based recommendations from 

established programs and develop their program model on the characteristics of those 

programs.  Collier’s (1995) recommendations include: 

(1) Integrated schooling, with English and Spanish speakers learning 

academically through each other’s languages; 

(2) Perceptions among staff, students, parents, and the community that 

the two- way Spanish-English program is an enrichment program that 

leads to high expectations for student performance. 
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(3) Equal status of the two languages; minimizing social distance 

between the two language groups and maximizing self-confidence 

among language minority students. 

(4) High level of parental involvement among both language groups. 
 

(5) Continuous planning and support for staff development to 

incorporate the precepts of natural language acquisition and emphasize 

cognitive complexity throughout the curriculum. 

     A leading theorist in the second language acquisition field is Krashen (1994, 

1989). His theories include the affective filter, comprehensible input, natural order, 

monitor model, and acquisition learning theory. The acquisition theory observes that 

language learning follows a natural order. This theory is compared to the way 

children learn their first language. The student will go through the pre-production of 

his or her second language where it is believed that comprehensible input will allow 

the student to build meaning. The second stage as theorized by Krashen (1989) is the 

early production stage. In this stage the student begins to speak some short phrases 

and more words. At this time, Krashen (1989) believes it is important the teacher 

provide feedback to allow the student to correct errors and provide even more 

comprehensible feedback. The third stage brings the longer phrases and even full 

sentences emerging from the student. Finally, the student arrives at stage four in the 

acquisition process. This stage is not the end; the student will continue to develop 

proficiency in the second language, much as first language speakers continue to add 

vocabulary and new information to their language. The fourth stage, as described by 

Krashen (1989), is one that requires the students to possess the ability to read, write, 

and comprehend complex sentences and more formal structures of the language. 

     The theory of natural language development emphasizes oral acquisition before 

either reading or writing. This theory leads the student through a slow process that 

encourages output. The teacher is important in helping the student and decreasing the  
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anxiety levels when the student is reluctant to speak. The dual language immersion 

model immerses the student in language, both her/his own language and the new 

language he/she must acquire. Anxiety levels may be kept low because of the use of 

the student’s first language during 50% of the school day. Also, the students are on 

the same level playing field in dual language immersion because both the Spanish 

speaking student must learn English and the English speaking student must learn 

Spanish. The setting may be that of the natural order with all students hearing, 

speaking, reading and writing in both languages. 

     Another theory of Krashen (1989) is the affective filter hypothesis. In 

understanding comprehensible input, the anxiety level must be lowered to allow this 

input. The idea that the teacher should build self-confidence, trust, and motivation in 

the student is part of the affective filter hypothesis. The student who fears ridicule 

will not attempt language. Once the high anxiety disappears, the student is able to 

comprehend the lesson and learn the language. 

     Some studies (August and Hakuta, 1997) have contributed to the idea that dual 

language immersion can assist the student in acquiring a second language by 

contributing to the fluency in their first language. Unlike traditional sheltered 

English programs, the students are allowed to learn to read, write, think, and speak in 

their native language during 50% of the day. One criticism of dual language 

immersion was that learning two languages at the same time might be damaging or 

confusing, but the August and Hakuta (1997) studies suggest that this is not the case. 

     deCourcy and Burston (2000, p.75) report “In the first year of testing, 1995, there 

was no significant difference in results of students who took the test in English or 

French; however in 1996 a difference was revealed, with Grade 5 students taking the 

test in English doing significantly better than those who took the test in its French 

version. Item difficulty analyses were conducted to reveal the misfitting questions, 

and a content analysis was subsequently conducted on the aberrant items. The study 

reveals new information about children's reading processes in their second language 
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and provides insights into the development of the students' language in a partial 

immersion programme. It also provides further evidence for transfer - bilingual 

children's ability to express knowledge learnt in one language in their other 

language.” 

     Mora, Wink and Wink (2001) have developed a theoretical model that declares 

that a dual language program will promote cultural capital (as described by 

Bourdieu, 1984) for both the language majority and minority student. These 

researchers declared dual language immersion programs superior to other language 

acquisition programs because they promote content instruction and peer 

communication in both languages. This means that students talk to peers and the 

teachers to explain, describe, and problem solve in their own language and the newly 

acquired language. According to Christian, Montone, Lindholm and Carranza (1997) 

the ability to use both languages on an equal basis will enable the students to fully 

develop competency and education in their first language. The theory of cultural 

capital first  articulated by Bourdieu and Passeron (1977) posited the view that an 

individual’s ability to access the non-financial social assets would assist in 

promoting the individual into higher social and economic strata. Students with 

cultural capital have “all the goods material and symbolic, without distinction, that 

present themselves as rare and worthy of being sought after in a particular social 

formation” (cited in Harker, 1990, p. 13). 

     An important goal of dual language immersion is the positive cultural relations 

developed between the two groups of learners (Lindholm-Leary, 2005). Lambert 

(1974) researched the benefits of the students not losing their primary language or 

culture and showed positive results. Mora, Wink, and Wink (2001) used research in 

an elementary dual language immersion program that indicated that the English 

speakers had cultural capital, but the Spanish students lacked cultural capital 

(Bourdieu, 1984). When interviewed, one of the students voiced a perception of 

discrimination toward the Spanish speakers. A student told the researchers that the 
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teacher thought the Mexicans were dirtier. This student’s response to a teacher’s 

implicit belief system led to less effort by the student. This research supports the 

concerns of Valdes (1997) who stated that the English speakers benefited more from 

dual language immersion programs because of status and political conflicts in the 

community. Valdes (1997) looked for social, cultural and political reasons for the 

failure of the system to educate the Latino/Hispanic student. 

     Further support for Valdes (1997) may be found in the Prism Model developed by 

Thomas and Collier (1997). This model depicts a relationship between four 

components: sociocultural process, language, academic and cognitive development. 

Thomas and Collier (1997) suggested that these components are interdependent and 

complex. For example, the sociocultural support in the Prism Model would influence 

how well the student achieved in school. The student who has been given 

subordinate status will not show the promised achievement (Thomas and Collier, 

1997). This is not to indicate the dual language immersion model could not be 

structured to provide that supportive environment required for student success. 

However, the teachers must practice what Ladson-Billing (1994) called “culturally 

relevant teaching” defined as follows: 

‘a pedagogy that empowers students intellectually, socially, emotionally, and 

politically by using cultural referents to impart knowledge, skills, and attitudes’ 

These cultural referents are not merely vehicles for bridging or explaining the 

dominant culture; they are aspects of the curriculum in their own right. It is about 

questioning (and preparing students to question) the structural inequality, the racism, 

and the injustice that exist in society. (p.18) Reyes and Vallone (2008) discussed the 

strategies for teaching English to second language learners with constructivist 

strategies that Ladson-Billing (1994) called “culturally relevant teaching”. 

     Wong Fillmore (1992) believed that students learned language when they wanted 

to communicate with their teachers and their classmates. Thus, the teacher in the dual 
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language immersion class must give clues to what is being said so that students have 

some extra-linguistic cue to follow. Wong Fillmore (1992) suggested that student 

peers also provide additional language cues to enable understanding between 

classmates. Krashen (1983) would refer to these cues as “comprehensible input” 

though many teachers would refer to the cues as ‘accommodations of language’ 

during class time. These terms express the same meaning and achieve essentially the 

same results.  

     Many researchers (Collier, 1995; Cummins, 1981; Hakuta, Butler, and Witt, 

2000) have emphasized that the acquisition of academic language (Cognitive 

Academic Language Proficiency) will take five to seven years, but the goals of 

sheltered English instruction in the United States is to move the student into the 

mainstream classroom within one or two years. The Southeastern Department of 

Public Instruction in the United States mandates that English language learners must 

participate in the End of Grade tests after only two (2) years of English instruction. 

Previously, students of English as a second language had the luxury of being exempt 

from being exposed to this test for three (3) years.  The EOG (End of Grade) tests are 

high stakes tests administered in English only and measure student achievement in 

content areas. (Guidelines for Testing Students Identified as Limited English 

Proficient, September 2005, page 4). 

     Since the United States school systems define effective programs as those that 

provide high academic achievement on those high stakes tests, this literature review 

is also focused on the research that evaluates programs based on language 

acquisition and achievement. One researcher, Marzano (2003), has investigated 

teacher level factors in language acquisition. The success factors gleamed from 

program evaluators (Darling- Hammond, 2000; Marzano, 2003; Wenglinsky, 2000; 

Willig, 1985) provided a consistent framework for programs to consistently show 

successful student outcomes. The No Child Left Behind Act (U.S. Department of  
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Education, 2001) has mandated yearly assessment and achievement objectives for 

English as Second Language learners in the United States (United States Department 

of Education, 2001). Coltrane (2002) states the rationale for including these English 

language learners in these English only tests as the need to ensure that their needs are 

not overlooked and to hold them to the same standards as other students. 

     The effective features stated for good assessment and accountability programs are 

that assessment is consistent and systematic, used to build and monitor program 

effectiveness (August and Hakuta, 1997; Berman et al, 1995; Corallo and McDonald, 

2002; Reyes et al, 2001; Slavin and Calderon, 2001), aligned with the standard 

course of study Corallo and McDonald, 2002; Lindholm-Leary, 2001; U.S. 

Department of Education, 2001), aligned with the goals of bilingualism, biliteracy, 

and multiculturalism and both interpreted accurately (Levine and Lezotte, 1995; 

Montecel and Cortez, 2002) and measured in both languages. The only schools who 

measure achievement in both languages are the dual language immersion schools. 

All other schools measure the performance of students in English only. This seems to 

create bias in that all of the students are tested in English only and many of the math 

tests consist mainly of word problems. 

     In addition to the accountability and assessment piece, the curriculum must align 

with standards and assessments (Corallo and McDonald, 2002; Levine and Lezotte, 

1995; Montecel and Cortez, 2002). Also, the content must be academically 

challenging with higher-order thinking skills and meaningful to the students (Berman 

et al, 1995; Montecel and Cortez, 2002; Ramirez, 2002). Garcia and Gopal (2003) 

concurred with that assessment saying the use of integrated technology that is 

enriched and not remedial should also be offered since it supports challenging 

students academically and would be meaningful. 

     The American Council on the Teaching of Foreign Languages (1996) finds that 

language instruction should be integrated within the curriculum, but that language  
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objectives should be incorporated into all curriculum planning so content and 

language is learned simultaneously. A framework for language acquisition that is 

based on language objectives incorporated into the curriculum (Short, 1999) was 

developed for principals and other observers to note the differences in Sheltered 

Instruction Observation Protocol (SIOP) lessons and lessons that are taught strictly to 

the content objectives. 

     Effective instructional practices included programs with positive teacher and 

student interactions (Levine and Lezotte, 1995). The California State Department of 

Education (1992) found that when teachers use positive instructional and social 

interactions with students that they perform better academically. The transmission 

model of teaching has not been as beneficial to students (Cummins, 1986; Tikunoff, 

1986) as the reciprocal interaction between teacher and students. Thus, the students 

interact and participate with the teacher and each other in meaningful dialogue. 

     When linguistically diverse students work together on tasks, their academic 

achievement, attitudes and expectations are more favourable (Berman et al, 1995; 

Cohen, 1998; Slavin, 2001). Long and Porter (1985) stated that language 

development is most successful when native and non-native speakers work 

extensively together. Lindholm-Leary (2001) lists four characteristics of optimal 

language input: it is adjusted to the comprehension level of the learner, it is 

interesting and relevant, there is sufficient quantity, and it is challenging. 

     Krashen (1994) declared that in the early stages, input is made comprehensible by 

slowing down, expanding the speech, simplifying the language, and using repetition 

for present tense. Long and Porter (1985) and Saville-Troike (1988) believed that 

using gestures and contextualization of the language added to the comprehension, as 

well as using confirmation checks throughout the lesson. Saville-Troike (1988) 

encouraged scaffolding with sequencing and other techniques. Echevarria, Short and 

Powers (2006) built on sheltered instruction to encourage interactive exchange with  
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visual aids, modelling, portfolios, scaffolding and supplemental materials and 

presentation strategies known as the aforementioned SIOP Model. 

     Monolingual instruction was compared to ‘language mixing’ in studies conducted 

by Dulay and Burt, (1974) and Swain (1984).  These researchers have concluded that 

the delivery of one language for a portion of the day is more effective for developing 

language skills than mixing the two languages during a single lesson. Not translating 

to the second language is important in this design. The monolingual instruction in 

each of the languages helps to promote good strong language development for each 

language. 

     A review of staff quality to determine language acquisition was also determined. 

Darling-Hammond (1998, 2000) linked student achievement to well qualified 

teachers. Christian (2010) commented on school-based programs for students who 

were heritage language learners in successful two-way immersion programs. 

     The characteristics of high quality should include appropriate certification in the 

area, knowledge of subject, technology literate, experienced, knowledge of best 

practices, bilingual, biliterate, and the ability to reflect on their own teaching. 

     Levine and Lezotte (1995) indicate that since all teachers may not walk in with 

the quality expected and there is a shortage of quality teachers in the United States, 

professional development is crucial. Since teacher expectations have been shown to 

influence student achievement (Levine and Lezotte, 1995), professional development 

should include equity training. This becomes increasingly important as many ethnic 

or cultural minorities and lower socio-economic students are most likely to suffer 

from lower teacher expectations for their achievement (Darling-Hammond, 1998). 

     The program structure must show that there are high expectations for all students 

with equity from district to school to individual classroom for teachers, students, and 

parents. The school should provide both a safe and orderly environment as well as a 

warm and caring place that offers support and facilitates learning. 
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     Because equity is a part of the warm and caring place, since it means the 

treatment of all participants with justice, fairness and lack of prejudice, it requires a 

clear understanding of how to achieve this criterion. In a dual language school, 

equity is important to help celebrate and share the differences in children while 

maintaining the belief that all students can learn. 

     One of the major intentions of the dual language immersion programming is that 

of additive bilingualism. This concept provides the understanding that all students 

acquire a new language without losing their own language (Cloud et al, 2000). This 

also means that there is content achievement in both languages (Thomas and Collier, 

2002). 

     The planning model for program structure should include research constructed 

models and teacher and parent input. There should be an understanding that the 

program will be ongoing for at least six years with at least 50% non-English 

language. There should be a balanced number of English native speakers and English 

language learners. Only after providing needs assessment based on the factors 

affecting the particular school should programming decisions be made. A review of 

literature to prepare a solid base of theory should precede any decision-making 

processes. 

     Cloud et al (2000) looked at whether students should be taught to read in their 

native language first or if they could be taught literacy in two languages at the same 

time. The research indicated that learning two languages simultaneously is not a 

consideration to block success.  However, many researchers (Pease-Alvarez, 1993; 

Portes and Hao, 1998; Veltman, 1998) have indicated that the least powerful 

language in the culture is the one most often lost. So, to promote the equal 

importance of the non-English language and to balance the dominant English 

language, the non-English language must receive more focus in the early stages of 

the dual language immersion program.  Genesee (1987) showed that by third or  
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fourth grade the students taught literacy through the second language scored at least 

as high as native English speakers taught in a monolingual classroom. 

     In fact, some experts (Lambert, 1974; Levine and Lezotte, 1995) gave another 

reason for teaching literacy in the non-English language from the beginning. Dual 

language students will often read in non-English language for pleasure in the first 

and second grade, but once English is established, they move to English language 

literature for pleasure. Of course this may be due to the lack of literature available in 

their language in the higher grades. 

     Another effective feature of dual language immersion schools is the family and 

community involvement which incorporates a variety of home/school collaboration 

involvement. The school values both cultures and establishes a sense of belonging to 

the school for all families. Cloud et al (2000) stated that when this involvement 

occurs it creates only positive academic consequences. Kozol (1995) reported that 

parents of low socio-economic status feel alienation, distrust and discrimination 

from school personnel. The effective programs make the school warm and 

welcoming for parents of all groups. A final feature is one of support from the 

community and the district.  

     This support includes not only financial support, but professional development 

and morale boosters from the district, state, and nation.  Because state and local 

policies may help or hinder the program of the school, it is important to have the 

strong support from both the local and state Boards of Education. 
     The number of dual language programs across the United States of America has 

more than doubled in the last ten years. There are 329 programs in existence across 

the nation. There are many critics of the dual language immersion programs. Most of 

the critics repeat the same thing; they believe that English should be established as 

the official language of the United States and all mandatory programs for bilingual 

education should be eliminated. There are four states in the United States; this state 
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is not one of them that have voted to do away with dual language programs. 

Summary 

     In Chapter 2 the review of literature explored the dual language immersion 

programs in the United States of America. The review included the growth in the 

limited English proficient enrolment in the school district. The following chapter will 

follow the methodology used in the study. The setting, participants, and data 

collection methods are detailed along with the validity and ethical considerations of 

the research.  
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CHAPTER THREE 
 

Methodology 
 
Introduction 
 
     In this research methodology chapter, the qualitative approach with some 

quantitative measures used in the study will be explained. There will be divisions 

organized into Research Questions, Conceptual Framework, Research Design, 

Setting and Participants, Data Collection Methods and Analysis, and Ethical 

Considerations. There will be an explanation as to how the research was conducted 

and the rationale for the methodology. 

Problem and Purpose Overview 

     The problem addressed was how to best teach second language learners in this 

county of limited resources. During the literature review, it became apparent that the 

framework rating had been established primarily through the Center of Applied 

Linguistics. This tool was utilized to develop criteria for rating the effectiveness of a 

Southeastern United States school district’s dual language immersion program. 

     The purpose was clearly a need to develop an insight into what constituted a 

strong dual language immersion program. The need to identify the strengths of such 

programs, transform the existing program to one that rated high-quality marks and 

answered the needs of the students, stakeholders and the community. 

Research Questions 
 
There are four major research questions: 
 
(1). What are the features of the dual language immersion program in this 
Southeastern United States school district? 
 

• What are the strengths and limitations of the program? 
 

• How might this existing program be shaped, adapted, or transformed to assist 

the school to better meet students and community needs? 

(2).  Who are the stakeholders and what are their perceptions of the program? 
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(3). What constitutes an effective dual language program? 

(4). What is the historical, political and legal genesis of programs such as this? 
 

• How does this particular dual language immersion program stand in relation 

to historical developments in English as Second Language methodology? 

Conceptual Framework 

     The theoretical framework for the dissertation was naturalistic ontology with the 

“human instrument as capable of grasping and evaluating the meaning of the 

differential evaluation…but only the human is in a position to identify and take into 

account (to some extent) those resulting biases.” (Lincoln and Guba, 1985, p.40). 

Naturalistic inquiry was necessary to view the realities as wholes and in context 

within the actual classroom and the playground settings. The researcher served in the 

role of participant observer. Naturalistic methods allow the researcher to view 

multiple contexts in which the dual language immersion program existed. This 

inquiry allows the researcher to explore and comprehend the complexity of the dual 

language immersion implementation of the framework in this school. This method 

calls for participant observation, interviews of teachers and students, and some data 

collection to present a holistic picture of the school.  

Research Design 
 
     This study explored the features of the dual language immersion program at one 

of the Southeastern United States schools to determine if the existing site met the 

needs of students and community. The Centre for Applied Linguistics (2005) in the 

United States of America had drafted a framework that both examined and organized 

the standards of best practices for a dual language immersion program. The qualitative 

inquiry approach was employed because this framework led to the inquiry approach. 

This qualitative design considered the perspectives and experiences of the student 

participants as well as the teachers in this program.  Throughout the study, the 

researcher observed both the academic program and social interactions of all  
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participants. This design allowed “…the researcher to approach the inherent 

complexity of social interaction and to do justice to that complexity” (Glesne and 

Peshkin, 1992). 

     A case study design approach was taken because it “…offers insights and 

illuminates meanings that expand the readers’ experiences and may offer tentative 

hypotheses that help structure future research” (Merriam, 1988, p.32). A case study 

provided a plethora of data for the researcher to analyse in great detail. Through 

constant comparison of data, the researcher explored an in-depth process and 

gained multiple perspectives. Several studies have been conducted following this 

descriptive approach with English language  learners  (Lambert  and  Cazabon,  1994;  

Lindholm-Leary,  2001;  Lindholm- Leary  and  Borsato,  2001).  The qualitative 

research design in the current study allowed students to express and explain their 

thoughts, feelings, hopes, and dreams in great detail. 

     This particular qualitative inquiry approach using the case study, which consisted 

of observations,   interviews,   and   focus   groups   provided   information   for   a   

“thick description” (Geertz, 1973) of  the participants. Geertz (2001) describes this 

as the “intellectual effort” of the researcher. 

     As the researcher in the present study, I was essentially the data gathering tool for all 

that would follow.  I needed to think and reflect through an insider’s viewpoint.  I had 

to create a hierarchy of meaningful structures in terms of how the classroom 

activities were produced, perceived, and interpreted (Geertz, 2001). Because I  

had  learned Spanish and Korean as a second language, I was able to empathize 

with students learning a second language. Also, I could interpret student actions 

through their point of view because of my experience in the classroom. I taught in 

a public school for ten years and in a university setting for four years. 

     Participant observations were also a large part of this study. Participant 

observation is the aim to understand the world of the teacher and student from  
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their perspectives. Participant observation does not prejudge issues and events, but 

simply gathers data from close, detailed observation with the researcher’s own 

experiences also being explored. One advantage of participant observations is the 

flexibility to react to events and pursue areas of research that had not previously 

occurred prior to the group involvement. This method of research also gives an 

insight into the influences, group norms, and environmental pressures that may cause 

a particular behaviour. 

     The limitation to participant observation is related to the general scope and small- 

scale studies of the group. Also, it may be unlikely that the participant observation 

can be generalized to other groups. The overt participant observation that was 

undertaken in this research study required that the group members were all 

informed prior to the observations.  During  this  study,  I  had  a  sponsor  (a  high-

level  employee  who  was willing to vouch for me and explain my presence to the 

other group  members). This sponsor was also my inter-rater reliability auditor in 

thirty of the observations. The use of a sponsor or auditor was ( a nd  i s )  common 

practice (Charlotte-Mecklenburg Schools Policy, 1997) when the researcher was 

employed by the district and is a distance education student. This auditor in no 

way influenced or guided the research undertaken by me. This person was assigned 

to make sure my research was monitored and supported. 

     In qualitative research, the use of member checks was appropriate to make sure 

that the interpretation of the data gathered by me was, in fact, that which was 

intended by the participant.  After observations and data collections, I performed 

quick member checks to verify the gathered data. In this study, the use of inter-

rater reliability was important to assure that both the framework rubric and the data 

collected matched that of another colleague’s (the sponsor’s) findings. The 

colleague/sponsor was a PhD candidate in Urban Education and was assigned to  
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the study by the school system. The inter-rater reliability was used to determine 

consistency in observations. Using the framework as a rubric, the colleague and I 

checked off categories on the rubric for thirty observations and then calculated the 

correlation between our ratings.  Since the measurement was consistently 

high in agreement, the reliability of the observers was consistent. 

     There was a conscious need to keep a good balance between distant observation 

and active participation. All of the data and field notes of the activities provided 

information concerning the setting, purpose, activities, comments, and theoretical 

reflections for the study. Moreover, cross-checking was utilized to better ensure 

reliability. By repeating the same questions in different contexts, as well as the 

use of both member-checking and inter-rater reliability, it raises probability of 

accurate findings in this study. Since both the detailed description and the results-

driven data are paramount and required by the  researcher,  it  is  argued  that  the  

researcher,  “…has  no  privileged  voice  in  the interpretations that are written” 

(Denzin and Lincoln, 2000). 

     Classroom observations of the teacher-student interactions, coupled with studies 

of these children at play, documents of students’ English and Spanish reading and 

writing assignments, group-guided interviews with teachers and stakeholders, focus 

groups, and individual interviews and discussions with teachers constituted the 

methods employed to collect rich data. An analysis of the data helped me 

investigate the objectives of this research.  The  data  collection  and  data  analysis  

were  on-going  and  categorized  as observations were completed. I collected data 

from: 

• Classroom Observations – the data was collected and compared 

against the rubric  of  the  Centre  for  Applied  Linguistics  

Framework  for  Best  Practices (2005) in the dual language immersion 

classroom. 
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• Playground Observations – the data was collected in the form of a 

socio-gram which indicated how students socialized while playing or 

during breaks. Coloured dots indicating interactions of native Spanish 

speakers (speaking Spanish and/or English), native English speakers 

(speaking Spanish and/or English), or a mixed group (speaking 

Spanish and/or English) was indicated on the socio-gram. 

• Documentation of students’ English and Spanish reading and writing  
     

Assignments - These were analysed and a comparison made of         
 
teachers’ rigor in assignments in each of the classes, as well as samples  
 
of the grading practice established in each of the classes. 
 

• Teachers’ lesson plans were collected and analysed to compare the 

intention of the teachers with the actual practice in the classroom.  

This data was also examined using the Centre for Applied Linguistics’ 

Best Practices Framework (2005). 

• Interviews with teachers and stakeholders provided data for further 

study. These interviews added further to the questions asked in 

different contexts of the study. 

• Discussions with the teachers allowed the researcher to gather different 

insights during each stage of the study. The first discussion occurred 

before the first observation. There were additional discussions after 

each of the observations. 

• Interviews with the student participants offered students’ perspectives 

and perceptions of what actually happened in the classroom and on 

the playground with other students. 

• Focus groups assisted in developing the thick descriptions needed to 

analyse the information. 
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Thus, I consistently pursued interpretations of the data in the above-mentioned 

ways to counter biases.  For example, I asked questions during the interviews, the 

discussion groups, and the focus groups in several ways that placed the context of 

the questions in ways that would afford different sources and perceptions about the 

events and relationships that were observed.  

     Throughout the study, I created opportunities that provided member checks. 

These member checks made certain that the data was the actual experience of the 

participant. The member check was one way of giving the participants the last 

word in the study. The  member  checks  were  conducted  immediately  after  each  

observation  while  the events were still fresh in the minds of the students and 

teachers. 

     The findings from this research cannot be truly generalized, but the data may 

be replicated in similar urban dual language immersion programs. The study 

collected the thick descriptions filled with enough detail and reporting precision to 

allow the reader to make judgments about the transferability. 

     An auditor of data inquiry had been assigned to the project by the school 

system in which the research was conducted. As noted by Lincoln and Guba 

(2001) “…an auditor examines the process of the inquiry, and in determining its 

acceptability the auditor attests to the dependability of the inquiry. Further, the 

inquiry auditor also examines the product—the data, findings, interpretations, and 

recommendations—and attests that it is supported by data and is internally 

coherent.” 

     In this  particular  study,  an  outside  auditor  was  assigned  by  the  school  

district research board to study the collection process and the interpretations of the 

data by the researcher. This inquiry auditor served only as a ‘witness’ to the events 

of collection and my interpretation of the data.  The inquiry auditor was a  
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doctoral candidate from the University of North Carolina at Charlotte, employed 

by the school system. This auditor participated in inter-rater reliability observations 

conducted thirty (30) times with a high correlation of agreeability on observable 

events. The intention was not to influence findings, but to serve as a sponsor to 

gain access to people, data, and the school. 

Setting and Participants 
 
     The selection of the public school and participants for this research study was 

based upon the issue of accessibility. There were three (3) dual language immersion 

schools in this system. The setting for the study was a Southeastern United States 

dual language immersion school. This school has grades kindergarten to fifth grade. 

There were a total of twelve classrooms in the school with six classrooms that were 

observed. The researcher obtained access to the award winning dual language 

immersion school with the permission of this Southeastern United States school 

district and the English as Second Language Department, and was assigned an 

internal auditor by the school system to gain access to the school, teachers, 

administrator and data. Having sought and obtained permission from the 

administration, teachers, parents, and students, the research was conducted at this 

site, both in the classrooms and playground of the school. All consent letters were 

signed and filed. 

     This dual language immersion program operates on a 50% Spanish and 50% 

English instruction curriculum. There were one hundred and twenty-six (126) 

students in six (6) different classrooms. The students consisted of sixty-three (63) 

students whose first language was Spanish and sixty-three (63) students whose first 

language was English. The students ranged in age from five (5) to twelve (12) years 

of age. There were also six (6) teacher participants. Three (3) of the six (6) teachers 

taught in Spanish and three (3) teachers taught content in English. 
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Data Collection Methods 
 
Interviews 
 
     The data collection began with interviews with both the student participants and 

teachers conducted prior to any observations.  These student interviews were to elicit 

students’ motivation to study another language, some demographic information, their 

perceptions of the usefulness of studying in another language, and their perception of 

their own language as compared to the second language. For example, “You speak 

English and live here in the United States. Why do you want to learn Spanish?” or to 

the Spanish student, “You speak Spanish and live in the United States. Why would 

you want to study in Spanish?” The teacher interviews were to collect data on his/her 

understanding of what they believed constituted personal success in the classroom, 

their use of the second language during first language instruction, and information on 

parental involvement. 
 
 
Classroom observations 
 
     All classroom observations consisted of twelve on-site visits in each of the 

individual six (6) classrooms. This was a total observation time of seventy-two on-

site visits to the classrooms. The researcher observed how the classroom context 

matched the framework of best practices (Lindholm-Leary, 2005). This framework 

explored the use of student-teacher interaction in the classroom, materials and 

lessons produced in each language, and the use of language throughout the day. 

Playground observations and Sociometry 
 
     There were observations of the students at play that were conducted during the 

recess time of each of the six classrooms. Twelve onsite observations of participants 

at play provided material to examine the behaviour for informational interactions. 

The focus of those observations included playground games, social interactions 

outside of structured play, and even the lack of interaction. Using the coloured dots 

on a graph to differentiate the first language of the student, the researcher plotted the 
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interactions on a scatter plot during observational time. Spanish (first language) 

students represent the yellow dots; the English (first language) students are the blue 

dots, as the scatter plot indicated visually how the interactions are represented. 

     The graphic method developed by Newcomb, Bukowski, and Pattee (1993) was 

used to track the student interactions on the playground. Moreno (1951) proposed 

that a researcher could determine the “deep discrepancy between the official and the 

secret behaviour of members” by using what he referred to as socio-metric 

techniques. The methodology employed in the data collection from the playground 

was qualitative with the observations of the group dynamics and the individual 

members of the group described and illustrated. The graphic illustrations of the 

group and individual dynamics are labelled socio-grams. The students negotiated 

language on the playground during social time. The initiator of the conversation 

would always begin the interchange in his/her native language. If the receiver of the 

speech failed to respond to the initiator’s chosen language within a few seconds (four 

to ten seconds), the initiator would switch languages to the responder’s language and 

repeat the initial speech. The Spanish native speakers would often switch languages 

within four (4) to eight (8) seconds, whereas the English native speakers would 

switch languages within six (6) to ten (10) seconds. The gender, age, or language 

proficiency did not appear to make a difference in the social language decision. A 

Spanish native speaker female addressed an English native speaker female on the 

way back into the school in Spanish. The English native speaker replied in English. 

The Spanish speaker immediately switched to English. This was observed more 

times with female than male students. The female students would language switch 

four times the rate of the male speakers. Also, the Spanish speakers would switch at 

three times the rate of the English speakers. 

     Using a sociogram to chart the inter-relationships within the groups, the 

researcher’s purpose was to discover group structure and the interpersonal  

 



Trez      56 

 

reciprocations of the students. This sociogram is constructed to graphically indicate 

the interactions of students, both Spanish and English native speakers. The study of 

playground interactions helps track the social climate of the students. 

     While conducting playground observations, the researcher decided to use a 

sociogram to determine relationships. The children were asked to choose three names 

from the class for the following statement: I would talk to these students. 

(See Figure 2, 3, 4 for Sociograms). 
 
Teacher Lesson Plans 
 
     Both the English and Spanish lesson plans were collected for each school day, 

even when the observer was not present. The purpose for this collection was to 

determine if the program had a clearly defined aim or purpose with specific goals, 

objectives and corresponding measures that were aligned with both the district and 

state standards. Again, the data was analysed through a match of the statement goals 

with the North Carolina standard course of study. 

     Marked and graded work produced by the students was collected by the 

researcher for each of the six (6) classrooms. The purpose for the collection was to 

examine equity for both language groups. The researcher used a rubric to recheck the 

grading system applied in each of the classrooms. This rubric was provided by the 

school district. 

Focus Groups 
 
     Once the observations and interviews were at an end, the focus groups met to 

debrief and discuss the implications of the study. Member checks and questions were 

asked during and after each of the observations. Thus, both the researcher and the 

participants still had the context of the activities fresh in mind. 

     During the focus groups, the students who were observed as initiators of the 

language were asked several questions relating to the interchange of languages with 

other students. One student was asked why he switched from Spanish to English 
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after five (5) seconds. He responded that “the guy, he didn’t answer me”. When he 

was told that it may have taken him longer to translate the question and think of the 

answer in Spanish, he responded that “no, it don’t take that long”. He said that he 

thought the guy preferred to speak English and that’s why he did switch right away. 

     One English native speaker female approached a Spanish native speaker teacher 

at the school on the playground and initiated in Spanish. During the focus group 

discussion, the reason for this became clear. The teachers had encouraged the 

students to address Spanish native teacher teachers in their language during social 

interactions (cafeteria, hallways, and playground time) and the English native teacher 

in their language during those social interactions. This was discussed as a courtesy 

that students could provide teachers. The students complied with the requests and 

every time that a social interaction was observed between student and teacher, this 

language preference was honoured. The data did reveal that the students always 

speak to their teachers in that teacher’s native language. 

Data Analysis 
 
     Data analysis began during data collection instead of after the collection because 

in qualitative research the data collection and analysis occur simultaneously 

(Merriam, 1988). Since data analysis was the attempt to make sense of all the data 

collected, the major themes of the data were placed into categories as they unfolded. 

The categories were based roughly on the Instructional Practice, Program Design, 

and the Essential Components as suggested by the Framework for Best Practice 

drafted by the Centre for Applied Linguistics (2005). 

     The researcher employed techniques that increased the likelihood of producing 

credible findings for the study. These techniques included - but were not limited to - 

persistent observation, member checks, triangulation, inter-rater reliability, and an 

inquiry auditor. Since the credibility of the qualitative inquiry approach is dependent 

on the credibility of the researcher (me), the use of each of these checks was  
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important to this end. 

     Field notes, interviews, and observations were examined for categorical themes 

and patterns. These themes served as preliminary categories for data coding. Stake 

(1995) states the benefits of using some prior established codes, but warns of the 

need to review the data to find new codes. The initial coding of the data revealed the 

following categories: stakeholders, program design and structure, instructional 

practice, parental involvement, and communication. As data was collected, it was 

continually coded and put into one of the broad categories. 

     Once data collection was over, analysis of the data and interviews was done by 

segmenting sentences and paragraphs to label categories. Some were labelled with 

the actual language of the interviewees (in vivo). The previously categorized data 

was combined or collapsed into the terms. The second round of coding revealed 

terms or categories similar to the first round of coding. These were (a) parental 

involvement (b) stakeholders (c) communication (d) program structure (e) teachers’ 

instructional practice. There was data that did not fit into the categories. Since there 

was not a quantity of data on these topics, I categorized this as “other”. For example, 

transportation to the site was discussed by two parents. 

     Finally, some coding and analysis of the data used the Framework for Guiding 

Principles for Dual Language Education (Howard et al., 2007). This framework was 

designed to assist planners of dual language immersion schools to strive for best 

practices. The framework divides the program development into seven strands of 

study: (1) assessment and accountability, (2) curriculum, (3) instruction, (4) staff 

quality and professional development, (5) program structure, (6) family and 

community, and (7) support and resources. Using some of the supporting evidence in 

the framework, I placed the in vivo coding categories into the appropriate one of the 

seven strands. 

     After the data was coded, the analyses were reported to the participants and the  
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teachers again for member checks. Member checks gave all participants the 

opportunity to scan the data and the analyses to ensure that they were correctly 

represented in the researcher’s analysis. Member checks further attempted to bring 

the voice of the “researched” into the process (Lincoln and Guba, 2001). 

Validity and Ethical Considerations 
 
     The concept of transferability was a suitable substitute for the generalizability 

usually found in a quantitative study. This transferability was a direct function of the 

similarity between two contexts and was defined as the degree of congruence 

between the sending and receiving contexts. The detailed description shared with the 

participants facilitated transferability judgments to the receiver who then applied this 

study to his own inquiry. 

     The confirmability of this qualitative research parallels the objectivity of 

quantitative research. To achieve confirmability, the qualitative researcher first 

ensured that the data obtained from the participants was grounded in events. Thus, 

this researcher documented the findings without judgment. The data was triangulated 

through multiple sources with member checks and the inquiry auditor for elimination 

of personal biases, attitudes, judgments, or assumptions. In addition, an audit trail for 

field notes, participant documents and data analyses were carefully maintained in a 

locked cabinet in the school office of this researcher. 

     Both Charles Sturt University and the Southeastern United States School System 

gave ethics approval for the study. As an employee of the system, I have also been 

approved by the state of North Carolina to work with children as a condition of my 

employment. I have undergone security clearance in regards to police checks, 

fingerprints, and drug tests in order to be hired. I must report any arrests, traffic 

violations, and even civil actions after employment. Random security checks and 

drug tests are imposed to make sure that employees continue to be eligible to work 

with children. 
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     As a distance education and part-time doctoral student, the Southeastern United 

States school district offered a sponsor (a colleague employed by the system and a 

PhD from a local university to serve as an advisor/auditor). The sponsor would 

provide access to the school, teachers, students and data. This sponsor would also 

serve me in the inter-rater reliability measure. 

     Finally, as an employee of the system, my relationship with the participants, both 

students and teachers, was not a close relationship. I had not met any of the teachers 

or students prior to the research project. My role in the school was viewed by both 

students and the teachers as participant observer. The information sheets were 

delivered to all the teachers, administrative staff, students and parents by the sponsor. 

Consent documents were delivered for interested participants to sign. These letters 

had Charles Sturt information listed (see attached consent form) for questions or 

concerns. Every consent document was collected before the project began. All 

children, parents, teachers, administrators, other staff, and the sponsor involved in 

this study signed consent forms in their own native language. Since numerous 

research projects are conducted in the proposed school, parental and student consent 

is never a problem. The site teachers and administrators were eager to share with me 

what actually is happening in the individual classrooms. The consent form allowed 

for participants to drop out of the study at any time.  After the final report, the 

documents will be shredded to maintain the confidentiality. All participants and 

teachers will be given pseudonyms to guarantee confidentiality. 

Summary 

     In chapter 3, the research design for the study was discussed.  The research 

questions, setting, and the participants were set out. The data collection methods and 

how the data would be analyzed were explained.  The validity and the ethical 

considerations of the study were detailed. In the next chapter, the findings and the 

analysis of the data results are explained and defined. The categories of the data as it 

unfolded will be presented and in some cases graphically represented. The scatter 
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plot of the socio-gram for interactions on the playground will be illustrated. 
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CHAPTER FOUR 
 

Findings and Analysis 
 
Introduction 
 
     This chapter highlights the general findings and analyses through a discussion of 

the themes that were derived through the data collection and analysis processes. A 

more specific analysis of the success of the program demanded the development of 

an observation rubric and this will be introduced and elaborated in the next chapter. 

The themes that were derived through data analysis included: (a) parental 

involvement (b) stakeholders (c) communication (d) program structure (e) teachers’ 

instructional practice, and (f) other concerns. 

Parental Involvement 
 
     The parents were invited to a Back to School event to welcome the family to the 

dual language immersion school. The parents spoke of their excitement in the 

program during this event. The dual language immersion school was written up in 

the newspapers, both the English newspaper and the Spanish newspaper. The 

placement in this dual language immersion school was viewed by the parents as 

something to celebrate. 

     The parents agreed to support the program through volunteer activities during the 

school year. Both the English-speaking and the Spanish-speaking parents said they 

were willing to participate in school activities in order to keep their children at the 

school. 

     One English-speaking parent expressed these thoughts: 
 

I want my child to continue in this school. At first I was worried 

that she would spend too much time learning Spanish and not 

enough in the other subjects, but I am satisfied now. I can see 

that she is learning the subjects in both languages. What an 

advantage! 
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One Spanish-speaking parent expressed these thoughts:  
 

I know my child is learning good English. Now I would like to  
 
learn English too. I think I can learn it with him. I tell you  
 
before I resist the English, but now I study too.  Each day I  
 
noted that the parents were involved in the dual language  
 
immersion school. Some of the Spanish-speaking mothers  
 
became tutors for the English-speaking children.  
 
The English-speaking mothers (and a few fathers) became  
 
tutors for the Spanish- speaking children.  The parents became  
 
playground monitors. Parents took turns being lunch buddies to  
 
the students. During a trip to the media centre, there were  
 
parents checking out books to the children. 

 

     On holidays, the Spanish-speaking parents came to the school and presented 

programs about the holidays for their Spanish-speaking countries. The English-

speaking parents also came and presented programs for Thanksgiving, Valentine’s 

Day, and even April Fool’s Day. 

     A big strength of this program appeared to be the strong ties with the community 

resources throughout the city and the county. The families were part of the school. 

They were made welcome in the school and many entertainments were provided for 

the families of the children. Outreach to the community for resources was a major 

component of this dual language immersion program. For example, the students were 

encouraged to join the PALS (Police Academy League Sports) teams for both male 

and female students. These sports teams were run by community police officers for 

these young students. The students were taught baseball, softball, volleyball, 

football, soccer, and even some competitive chess and checkers. The officers were 

given complementary time off from their regular duties to hold these different events  
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within the community. The parents and students enjoyed participating and developed 

a new relationship with the officers from this experience. 

     Some of the Parent-Teacher-Student assemblies were held all in Spanish, while 

the English speaking parents listened on the headsets provided to them where the 

Spanish was translated into English. Other times the Spanish speakers were given the 

headsets and the assembly was in English. This observer noted that there were equal 

numbers of assemblies held in each language throughout the school year. In other 

schools, the Spanish parents always were expected to wear the headsets. The dual 

language immersion school’s approach was more equitable for all the parents and 

demonstrated the effort being made to make the school equitable for all the families. 

Stakeholders 
 
     The community, parents, teachers, students, district, state, and nation were 

stakeholders in the success of this dual language immersion school. The leader of the 

school had also reached out to network with Spain and through technology had 

provided additional supports to the students through that avenue. 

     The stakeholders felt involved in the program from the start. All stakeholders 

received a formal statement from the school informing them of the school’s mission. 

Administrators and teachers knew completely what the program was and could 

explain all aspects of what the program was all about. Stakeholders were flooded 

with information concerning the program and how the dual language would be 

scheduled, assessed, and modified to meet the needs of the students in the school. 

     One of the major pluses of the dual language immersion program was the 

involvement of all stakeholders. The stakeholders were informed in both languages 

of important decisions regarding the school. The stakeholders in the community 

became communicators of the program to other sponsors. There was no shortage of 

resources for the program due to the involvement of the stakeholders in the school, 

district, community, state, nation, and even with the “sister” school in Spain. 

     However, all was not “fine” with all the stakeholders. One stakeholder expressed 
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this concern: 

In my opinion, the program won’t last because the Spanish-

speakers will leave this country when the jobs dry up. Then we 

won’t have Spanish- speaking kids over here to teach. 

Another stakeholder mentioned: 
 

I think the people should just learn English. Why do our kids 

need to speak Spanish? I’m not a parent, but I wouldn’t want 

my kid to speak anything but English. 

One stakeholder mentioned the cost: 
 

Well, as long as it doesn’t take money from other programs, I 

think it is alright to have it. 

Communication 
 
     The communication theme was mentioned in interviews with students, teachers, 

and parents. The website provided by the dual language immersion school was 

informative. The stakeholders were provided with information and links to additional 

information. 

     The school issued a weekly communiqué to parents in both languages. The 

parents read and signed the communiqué and returned it to the school. All field trips 

notices or permission slips were sent in both languages. Further, there was a 

bilingual assistant that placed calls to parents who have not returned the permission 

slips. 

     Both newspapers in the community published reports in both languages about this 

award-winning dual language immersion school. Through the use of donated 

technology, the school communicated daily (5 days per week) with a “sister” school 

in Spain. The children had pen pals in the “sister” school and shared journals in both 

languages. 

     The school district had a general website that often reported on the dual language 
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immersion school because of the strength of the program. The information presented 

was always presented in both languages. 

One parent commented: 
 

I appreciate that I get both languages. It helps me learn a little to 

compare what I see in English with what I see in Spanish. 

Sometimes I fool my son and pretend to read the Spanish. 

Another parent said: 
 

The school keeps me advised about the progress of my son. I 

know where he is in the work. Sometimes some machine calls 

my house and tells me things about the school I didn’t know 

about that were going to happen. 

A stakeholder in the community remarked: 
 

That principal makes sure that everyone knows about that 

school. I am surprised that it is so successful, but I can see why. 

They have the resources to make it happen. 

          Student A said: 

            I think that I can have a good job if I can speak English and 

            Spanish.  Also, I would like to learn Chinese.   

         Student B said: 

I can have twice as many friends (switched to Spanish at this 

point) porque hay mucha gente aqui que no hablan Ingles. 

(because there are a lot of people here that do not speak 

English.) 

         Student C said: 

            My Mom doesn’t speak English so I think it is good for me.  I  

            want to learn English but I don’t want to forget Spanish… and I  

            need to learn how to read in Spanish better.  
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Program Structure 
 
     One goal for the Program Structure was that the entire school program worked in 

unity to achieve the goals stated for additive bilingualism, biliteracy, and cross-

cultural competency as well as meeting grade-level academic achievement for all the 

students. The principle that ensured equity for all groups was shown by all students 

having access to multicultural resources, cultural equity, and all school signs, daily 

routines (school announcements and notes home) that reflected bilingualism and 

multiculturalism. 

     One example of this structure was when invitations to parents of Spanish 

speaking students were sent home; the letters were addressed with the family name 

(or last name) of both the mother and the father reflected in the invitation. The entire 

extended family was also invited to school functions for both groups. Babysitting 

was available for families with small children when the parents attended school 

functions. 

     Since this dual language program had been planned to include all stakeholders 

(teacher, administrators, parents, community members, grant funders, district level 

professionals, and students) the turn-out for meetings was large. This program was 

aligned with local, state, and national standards for best practices for dual language 

immersion. Thus, the program design was flexible, but the philosophy, vision, and 

goals of the program were shared by all the stakeholders. The communication system 

that existed between the program and the stakeholders was an effective one. 

     As teachers focused on how the class was put together and the curriculum in the 

classroom, the program structure was important. The configuration of how the 

classes worked was discussed: 

     I wondered how we were going to do this dual language. What will be my role in 

the classroom? Would I actually have the freedom to teach my way, or was there a 

structure to the program that would compel me to change in some way? 
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     The students in the program were taught the same curriculum one day in Spanish 

and one day in English. So, on Mondays the students were all given the mathematics, 

social studies, science, and language arts instruction in English. On Tuesdays, the 

students were given all the mathematics, social studies, science, and language arts 

instruction in Spanish. Each grade level had a 50/50 grouping of students that 

included both Spanish and English students in the same classroom. There were two 

groups of students for each grade level with the 50/50 mix. 

     In every observation, the program design and curriculum were faithfully followed. 

There was one incident of a substitute teacher who did not fully follow the separation 

of languages in the content class. The teachers who were regularly employed had no 

problem understanding the program structure. All teachers were fully engaged every 

day. The program was structured so that when the Monday students were taught in 

English in one classroom, the other classroom was teaching in all Spanish. Thus, 

both Spanish and English instructors were fully engaged all day. 

Teachers’ Instructional Practice 
 
     The methods of instruction were directly from research-based principles of dual 

language immersion education. The content was offered in both program languages, 

the instruction did not mix languages, but separated the two languages, and the 

teachers used many teaching strategies to ensure student comprehension. It was 

difficult for the researcher in observing the teachers to determine which teachers 

were more experienced because of the strong professional development of each 

teacher employed at the school. 

     Many of the classrooms that I observed had teachers who used sheltered  
 
instructional strategies that built on prior knowledge or scaffolded the instruction for  
 
the students. The Sheltered Instructional Observation Protocol, developed by Short  
 
(1999), was a protocol that the administrators used to evaluate the teachers and  
 
indicated the successful use of the sheltered instruction model. 
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     Further, the instructional staff made good use of technology in the classrooms.  
 
This technology included smart boards, computer assisted instruction, multimedia  
 
presentations and the use of the internet in both Spanish and English. The students  
 
were placed on the computers based on their language proficiency and the computer  
 
server moved the students up or down the instructional ladder as the students showed  
 
progress. 
 
     The staff received the full support of the administrative team. This was observed  
 
during early mornings when the staff received special recognition for efforts done  
 
the previous day. The staff meetings required that the teachers talk to the  
 
administrators about school related situations with suggestions from the staff to solve  
 
problems as they arose. 
 
     The teachers were observed using the Sheltered Instructional Observation  
 
Protocol developed by Short (1999), specifically for teaching students using that  
 
sheltered model. The teachers planned together and coordinated efforts in every  
 
planning session. They were financially supported for this as ‘professional  
 
development opportunities’ and given both time off for attending the sessions as well  
 
as pay for attending the sessions. The staff was also offered free staff development  
 
opportunities every Wednesday at the school site. 
 
     This school had engaged in networking with the Spanish educators in Spain and  
 
had provided to them staff development from other international dual language  
 
schools. The teachers were positive and answered questions in surveys positively. 

 
Other Concerns 
 
     The other concerns that did not fit a category or were not voiced substantially by 

any of the participants were the lack of transportation and the expense of the school 

uniforms. Several parents discussed transportation as a concern because they "knew 

someone who would benefit", but could not attend due to the distance to this school. 

This school is a magnet program that is theme-based and attracts students from all  
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over the district. This concern indicated that the parents thought of the school as 

valued and wanted to share the school with friends and/or family. 

     The other concern, the expense of school uniforms, was voiced by some of the 

parents who believed that uniforms were expensive and unnecessary. The school 

required all students to purchase uniforms for daily school wear. The uniforms were 

intended to minimize distractions from the academics. 

Summary 
 
     In this chapter the findings and analysis were discussed through themes derived 

from data collection and the process of analysis. The following chapter will provide 

a rubric of the data. 
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CHAPTER FIVE 
 

AN OBSERVATIONAL FRAMEWORK 
 
     Magnet Programs in the school district are theme-based to promote students’ 

interests, abilities and talents. Researchers (Thomas and Collier, 2001) have noted 

that magnet programs promote innovation in teaching and learning, increased 

parental involvement, greater student engagement, and diverse student bodies that, 

when added together, can lead to higher student achievement. The magnet school 

studied in this dissertation has won the Magnet Schools of America School of 

Distinction Award. But, as one of its research questions, this study set out to discover 

what the features are of the dual language immersion program in the Charlotte-

Mecklenburg schools. In order to answer this question, the researcher made the 

decision to look at the strengths and limitations of the program using the framework 

from Lindholm-Leary (2005). This framework also helped to determine how the 

existing program could be shaped, adapted, or transformed to assist the school to 

meet both community and student needs. 

     The rubric utilized for this study explored the use of many facets of best practices 

in a dual language immersion school. This includes student-teacher interaction in the 

classroom setting, student to student interactions within the classroom setting, 

materials and lessons produced and taught in each of the languages, and the use of 

both languages throughout the day. 

     The evidence collected from the data is placed in a framework. This section 

should be read in concert with the information provided in the appendix (See 

Appendix). For each category developed by the data, the researcher provided 

evidence from his observations, assigned a level or rating to the implementation of 

that principle, and revisited the data on each subsequent observation. The 

framework, developed by Lindholm-Leary (2005), includes the socio-gram of social 

interactions observed on the playground and the guided questions during interviews, 

discussion groups, and focus groups. 

     In addition, benefits of the framework included identification of the stakeholders 
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and their perceptions of the present program. These interviews provide additional 

information that may lead to additional changes in programming. 

     Further, the research question that asked what constitutes an effective dual 

language program will be addressed by comparing the dual language program to the 

framework for best practices developed by Lindholm-Leary (2005). There are 

apparently many facets that must be brought together to constitute an effective 

program. The intent of this research is to examine each of those items with the dual 

language program in this school district. 

Strand One: Assessment and Accountability 
 
     The first strand observed by the researcher was the Assessment and 

Accountability, Strand One. The first principle was that the program should have 

developed a data management system for tracking student data over time. This was 

evident by the technology that showed students from their first day in school and 

would track the students through their last day in school. The assessment and 

accountability Action Plans were developed and integrated into the program and 

curriculum planning along with teachers’ professional development plans. The 

researcher observed the plans as they were developed and carried away examples of 

how they were integrated into the curriculum planning. Wednesdays were the 

professional development days throughout the year. The teachers were provided with 

additional days of professional development both on teacher workdays and prior to 

the opening of school in the fall. 

     The second principle in strand one involved an ongoing program evaluation. The  
 
‘ideal’ programming aligned the assessment piece with both state content and 

language standards. The researcher familiarized himself with the state standard 

course of study and the language standards and observed the assessment through a 

collection of both authentic assessments in the classroom and the language 

proficiency tests at the beginning and end of the eight week observational time. This 

principle was met both in the authentic assessment and language assessment as 
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described in the following ‘Trez Observation’ framework. This is basically a checklist 

with evidence listed of how the school supports the accountability process. The 

school district collected the student progress toward the No Child Left Behind 

Legislation Act (2002) and reported full progress in oral proficiency, literacy, and 

academic achievement for the students in the school. This was quantified by district 

office evaluation data.  All results, following principle six, were communicated 

throughout the district, state, and nation as required by the No Child Left Behind 

Legislative Act (2002). 

 
Strand Two: Curriculum 
 
     The curriculum best practices did meet state and district content standards in both 

languages. This observer saw equal status of both languages in all classrooms every 

day with one exception during a day that a substitute teacher was present. The 

substitute teacher randomly translated back and forth between two languages during 

the English only core class time.  Since the substitute teacher was not regularly 

employed, the emphasis on English only or Spanish only during the particular core 

class had not been made clear to her. 

     In observing the assessment and accountability piece of the program, it was clear 

that this was an important feature from the first day. The students were assessed with 

authentic assessments throughout the class periods. Also, the measurement was done 

in many forms (some not so obvious). The assessments were also used to not only 

shape and monitor the program, but the classroom teachers in planning sessions 

agreed on what was working or not working each week and agreed on changes. This 

kept the planning fluid, flexible, and meaningful. 

 
Strand Three: Instruction 
 
      At the core of instruction in each classroom were meaningful hands-on activities 

that allowed students to become actively engaged in the activities. These interactive 

materials helped make abstract concepts clear and concrete for the students. By using 
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these classroom activities the students were provided with choice, variety, and 

challenging tasks. The students worked in process-based centres and became active 

learners rather than waiting for teacher direction. 

     These students moved about freely, choosing among five or six different activities 

based on a thematic unit for that time period. The student determined whether to 

work independently or with others. The teacher served as a model and encourager of 

the students’ efforts. The student then discovered knowledge and managed the 

environment. The teacher provided the freedom for the students to develop interest 

and enthusiasm for their own work. The teachers in each classroom have developed 

clear structure and expectations for what will be accomplished by each student in 

these activities. 

     Instructional practices were then positively affected by the assessment tools. The 

teachers worked together to ensure student success. Each classroom teacher 

interacted with all the other teachers. The results showed a variety of techniques used 

in the classroom with both teachers and students working together or independently, 

depending on language proficiency, individual preferences, and student need.  The 

observational checklists that noted best practices in instruction were also exemplary. 

The work was interesting, relevant, and challenging with students and teachers 

interacting in positive dialogue.  The students were encouraged to use language, both 

with each other and the teacher, as they learned during the class period. 

 
Strand Four: Staff Quality and Professional Development 

 
     As the staff quality checklist was rated by the observer, it was difficult to tell the 

teachers with more experience or those with higher credentials. The teachers were 

facilitators of knowledge throughout the six classrooms. In some classrooms, the 

students led the discussions or offered group lessons to the other students. The 

teachers were not standing and lecturing as the only expert in the classroom. The 

students used the teachers as resources in some cases. The content based centres in 

each class have at least five or six activities designed to give students hands-on 
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practice in mastering the standards in this subject area. The students rotated through 

the activities as they completed them. It appeared that the students checked their own 

work and repeated work that they failed to comprehend. 

     In order to rate staff quality using the Centre for Applied Linguistics (2005) 

rubric, it was necessary to actually look at the years of service and the teaching 

licences.  The entire teaching staff in the six classrooms under observation had 

highly qualified teaching licenses by the state. The teaching experience for all staff 

in the six classrooms was over five years with one teacher having twenty-four years 

experience. 

Strand Five: Program Structure 

     This dual language immersion school was exemplary on program structure. This 

school exemplified teacher commitment to providing a safe, warm, caring, and 

orderly learning community for their students. The staff believed in additive 

bilingualism for all students. It was evident that the six teachers believed that 

Spanish was not better than English and that English was not better than Spanish. It 

appeared that both languages had equal value to the teachers. They structured their 

classes to provide the students with the best learning environment. Each teacher 

described a personal goal of wanting each of their students to achieve at the highest 

possible level. It was apparent, also, that the school community encouraged parents, 

students, teachers, and community to come together in respect for differences and 

celebrating them. 

     Throughout the study, the teachers under observation provided lesson plans that 

were developed in concert with the other language teacher as well as objectives of 

the lessons for the elective teachers. The school worked as a unit to offer thematic 

lessons for certain periods of time. An example of this lateral teaming was in the 

science unit of weather. During this week of weather, the entire school reflected the 

theme. The bulletin boards reported the temperatures in many countries (changed 

daily) and in both Fahrenheit and Celsius. The teacher talk concerned weather. As 



Trez  76

the children were preparing to go outside to play, the teachers asked what the 

temperature was outside. The students looked at thermometers posted at the outside 

door to answer the question. The teacher discussed whether the children should wear 

sweaters, coats, hats, and gloves with the temperature at 78 degrees Fahrenheit. 

     Even the cafeteria staff dressed for different climates, one server wore shorts and 

t-shirt while one server dressed in rain gear. As the children passed down the 

cafeteria line to be served their food, the server would say, “I’m dressed for rain” or 

“I’m dressed for a sunny, warm day”. At the end of the line, the cashier would then 

ask the student, “Which weather did you like best?” 

     This holistic approach was evident throughout the school and in all areas of the 

school. In the English speaking classroom, the words “Welcome to our class” were 

written on the door. The bookcases were filled with English books at the appropriate 

grade level. The classroom next door is a Spanish speaking classroom, the words 

“Bienvenidos a nuestro salon de clase” were written on the door and the bookcases 

were filled with Spanish books at the students’ grade level. Only one-half of the 

students in the class were native Spanish speakers, just as only one-half of the 

students in the English speaking classroom were native English speakers. This was 

truly dual immersion and the non-English speakers supported the non-Spanish 

speakers and the opposite is true. The aim of dual language immersion was to have 

the students become bilingual. 

     In all six (6) classrooms, the teachers read aloud to the entire class from books in 

either Spanish or English, depending on which language was taught in that class. The 

books included a variety of genres. Also, shared reading was implemented in all 

classes with the teacher using a pointer and the overhead projector that enlarged the 

words on a screen. In the shared reading, the students read their own writings in 

chorus with the class. The students and teacher composed messages to each other. 

The classes also engaged in writing stories and did independent writing. 
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Strand Six: Family and Community 
 

     The Strand Six Family and Community lists the expectations of support from 

administrators and staff, families and community, along with the adequate funding 

for the school. The leadership of this program has actively engaged in providing true 

leadership throughout the years of this program’s existence. Through this leader, the 

school has grown to show international networking. This director chooses staff based 

on her own rigid criteria. The families and community within the outreach of this 

school both support and show tremendous pride in its accomplishments. This pride 

was reflected in the school surveys conducted each year by the school system 

(Charlotte Mecklenburg Schools Parent, Teacher, Student Surveys, 2008). In the 

survey, the students reported that they feel safe and happy in the school. They 

believed that the school teachers cared about them and wanted them to learn. The 

teachers reported great satisfaction in their roles. The parents reported pride in the 

school’s accomplishments and in their children. The director was praised by parents, 

teachers, and students. 

Strand Seven: Support and Resources 
 

     A big strength of this program appears to be the strong ties with the community 

resources throughout the city and the county. The families are part of the school. 

They are made welcome in the school and many entertainments are provided for the 

families of the children. Outreach to the community for resources is a major 

component of this dual language immersion program. For example, the students are 

encouraged to join the PALS (Police Academy League Sports) teams for both male 

and female students. These sports teams are run by community police officers for 

these young students. The students are taught baseball, softball, volleyball, football, 

soccer, and even some competitive chess and checkers. The officers are given 

complementary time off from their regular duties to hold these different events 

within the community. The parents and students enjoy participating and get a new 

relationship with the officers from this experience. 



Trez  78

Summary 
 

     This chapter examined the strengths and limitations of the dual language program 

utilizing the framework developed by Lindholm-Leary (2005). In the next chapter 

the researcher will draw conclusions from the research based on the analysis of data. 
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CHAPTER SIX 

   CONCLUSION 

     The concerns of the researchers that oppose dual language immersion did not 

become evident in this research. The Guiding Principles Framework (2005) 

developed by the Centre for Applied Linguistics indicated that this dual language 

immersion school rated exemplary in all of the seven strands observed. The students 

spoke of enjoying their school day. The discussion groups indicated that they did 

want to be in a school where they learned both in their own and a second language. 

The students responded at 100% that they desired being in a dual language 

immersion school. 

     The language use on the playground that showed that Spanish speakers will 

switch to English three (3) times as fast as the English speakers would switch to 

Spanish was puzzling. Also, I found that the data that showed that female Spanish 

speakers would switch to English four (4) times faster than their Spanish speaking 

male counterparts was very interesting. 

     Through the individual interviews, the researcher believes that the Spanish 

speaking males thought that the English speaking students preferred English and 

would switch to the preferred language. When it was suggested that the English 

speakers had difficulty translating quickly, the Spanish males did not agree. 

     The results of a dual language immersion school based in a Spanish speaking 

country would help determine if the switch was because of the predominant English 

spoken in the country or if the English speakers are more reluctant to switch 

languages. 

     In group discussions, this question was asked and the teachers agreed that they, 

too, had observed that Spanish speakers tend to switch to English more quickly than 

the English speakers would revert to Spanish. One teacher suggested that the Spanish 

speakers were more impatient with the English speakers and didn’t like to wait for 

them.  
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     Another teacher argued that the English speakers would often wait for the switch 

longer than the Spanish speakers. This was debated for some time. 

     In a focus group with just the students, the researcher asked the students to 

explain why the Spanish speakers were more likely to switch to English in discourse 

than the English to Spanish. One student (a Spanish speaker) suggested that the 

English speaker was not as smart about language as she. When asked how long she 

waited, the researcher knew it was only 6 seconds, she replied that it was many 

minutes. When the researcher mentioned that it was really only 6 seconds, the girl 

shrugged. 

     A second student, English speaker, said that the students did not give her time to 

think about the answer to what they said to her. She said she couldn’t think when 

they moved too much. When asked for an explanation of the student’s movements, 

she replied that while she was thinking of an answer, the students would jerk around 

impatiently. Several of the students began to demonstrate the jerky movements 

described by the English speaking student. These movements were indicative of 

impatience as described by the student. The head, shoulder, and trunk movements 

were almost dance-like. The head moved from shoulder to shoulder, the shoulders 

moved up and down with the head movement and the trunk moved slightly up and 

down with the shoulder motion. The students laughed about this display and agreed 

that it was annoying and the Spanish students agreed that they did sometimes do this 

when they were waiting. 

     The students, both Spanish and English speaking, did communicate in the groups. 

The English students spoke English in the group and the Spanish speaking students 

spoke English in the groups as well. The researcher recorded this and asked about it 

several times. The researcher can speak Spanish and addressed the groups in English 

and Spanish. The Spanish students replied that they wanted to speak English to the 

researcher. They did not offer a reason, only a shoulder shrug. Even when the 

researcher invited a low proficiency Spanish speaker to the group, the Spanish 
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students continued to speak English during group time.  

     In one focus group with teachers, this issue of Spanish speakers preferring to 

speak English in the group time with the researcher was discussed. Several teachers 

agreed that because the researcher was not a native Spanish speaker, this was similar 

to the rule about speaking to the teacher in her native language. If I had been a native 

speaker, the students would have spoken Spanish in the group. To test this idea, the 

next group session was conducted by a native Spanish speaker and a colleague of 

mine. When the students were introduced to my colleague, they spoke Spanish from 

the introduction to the end of the session. My colleague asked the Spanish speaking 

students if they agreed that they were using the rule for addressing teachers in their 

native language. Again, the students gave the shoulder shrug and not an answer. 

     The intent of the study was to determine the best practices in a dual language 

immersion school and how those practices were followed in this particular 

Southeastern dual language immersion site. The researcher wanted to follow the 

equity of discourse throughout the school day and determine what language is 

chosen by students on the playground when both languages are equally valued. The 

results showed that language initiators would switch languages if they were Spanish 

speakers much more often than if the initiator was an English speaker. The Spanish 

speaking students seemed less patient with the English speaking students and 

actually expressed the opinion that the English speakers preferred their own language 

and waited for them to speak it. 

     The use of the No Child Left Behind Act in the United States of America has 

brought about changes in how students from second language backgrounds are taught 

in the public schools. There is a great push in the country to bring the second 

language students up to pass high stakes tests within just two years of entrance into 

the country. This is opposed to the research that indicates that learning a language for 

academics takes five to seven years of study. The dual language immersion school 

that has the strands in place to succeed with teaching both languages, was named as 
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most successful in the Thomas and Collier (2002) longitudinal study. 

     One teacher reported by Corral (1991) stated that the purpose of the program was 

not to teach a language:  “We don’t say that we teach Spanish—we say that we teach 

math in English and Spanish.” Thus, the language is taught using a content-based 

curriculum as encouraged by other researchers (see Short, 1993; Snow, Met and 

Genessee, 1989). 

Theoretical Discussion on Inequities 

     Although “English only” laws have not been voted into the United States 

Constitution, “English only” is a practice in many areas throughout the United States 

regardless of written policy. Freeman (1996) and Shannon (1995) suggest that as 

English is the language of the majority, equality and opportunity in the United States 

come first to those who master the English language. Languages other than English 

always have had, and always may have, a secondary status according to these 

thinkers. As a result, is may be argued that English is the language of choice. The 

Bilingual Education Act of 1988 in itself mandates that students be given the 

opportunity to master English while not emphasizing that students improve or 

maintain their native tongue. 

      This emphasis on English only is likely to affect programs striving to promote 

equality through dual language instruction.  As dual language programs attempt to 

value two languages equally, in other words, it may be predictable for programs to 

encounter resistance in moving from dual language theory to practice given the 

nature of their socio-political context. Furthermore, Freeman (1996) suggests that 

given internal and external societal pressures, “leakage between the ideal plan and its 

implementation is not only understandable but to be expected” (p. 565). 

    According to Freeman (1996), the socio-political context describes the “dynamic 

interrelationships among situational, institutional, and societal levels that influence 

each other in important ways”.  A crucial issue that needs examining then is how the 

socio- political context affects dual language program practice and reform.  Further, 
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researchers need to account for factors related to time and the relative newness of 

programs and school reforms.  In this study, characteristics of the larger socio-

political context and the newness of the program combined to create inequities and 

influence the lack of equal opportunities that were provided to students. 

     In reference to instructional fairness, it seems that a citizenry that does not favour 

bilingualism may not encourage educators to cultivate bilingual students in public 

schools.  Similarly, results taken from this study suggest that while being fluent in 

English enhanced communication between bilingual teachers and English speaking 

students, this pattern of communication may have combined with social and political 

preferences to encourage dual language students to become proficient in English, 

native English speaking students to be apathetic about mastering a second language, 

and dual language students to believe that English is superior to Spanish. 

     Furthermore, instructional inequities occurred due to a shortage of bilingual 

teachers. The aforementioned instances of instructional inequities occurred as a 

result of the Spanish speaking teachers’ capacity and tendency to communicate using 

English. 

     Hence, it seems that an equal dispersion of bilingual teachers across classroom 

settings would prevent these inequalities, but this is not plausible. If teachers with 

bilingual skills were equally available in the English only and Spanish only 

classrooms, only illusions of instructional fairness would appear. It is true the 

teachers’ language skills would be balanced across classrooms, but the potential for 

code-switching and language favouritism would now occur in both classrooms, 

doubling instructional errors. The instructional errors would infringe upon the 

program’s quality by promoting inadequate, instead of unequal, opportunities to 

learn. Ironically then, given the findings in this study, promoting equality by 

equalizing the numbers of bilingual teachers would result in reduced program 

quality. It is possible that if teachers with bilingual skills were readily available in 

equal proportions, this program, and other dual-language programs, for that matter, 
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would become even more mediocre. 

     It may be that monolingual Spanish and monolingual English teachers would 

facilitate an ideal match between instructional theory and program practice. In this 

scenario, the instructional asymmetries, which emerged in this research, would more 

likely vanish and the program’s quality could be maintained. Developing a dual- 

language program with monolingual teachers, however, might introduce an array of 

other challenges related to developing dual language programs, and to providing 

students with different language skills equal opportunities to learn. 

     In reference to assertions regarding resources, findings in this study suggest that 

materials and resources in Spanish were most difficult to obtain. Further, being that 

Spanish resources are fewer in comparison to English resources in the community, 

materials available in Spanish are likely not only to be more scarce, but more costly 

to purchase.  Pucci (1994), who conducted a survey of booksellers in the Los 

Angeles area in 1990, noted, for example, that prices for resources in Spanish are 

typical 20-200% higher than resources written in English (Pucci, 1994, p. 78). This 

scarcity of resources, when combined with higher costs, is likely to result in poorer 

districts not being able to reinforce the Spanish language in the manner by which the 

programmatic guidelines and objectives articulated. 

     According to Pucci (1994), a “commitment must evidence itself in terms of 

tangible resources, as well as thoughtful policies” (Pucci, 1994, p. 78). Results taken 

from this study indicate that not only must dual language programs have such a 

commitment and make a deliberate effort to equalize resources, but in order for equal 

educational opportunities to be provided to native Spanish speakers, extraordinary 

steps may be needed to purchase resources in Spanish that are not only likely to be 

significantly more expensive, but more burdensome for schools. 

     In reference to assertions about student separation, the findings presented earlier 

stand as an example at the school level of what happens in the larger social context. 

The Spanish language may not have clout or political sway in United States society. 
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Although it was developed to be a great “equalizer”, this program catered to the 

English speakers and the bilingual students more often than those of students who 

spoke Spanish only. 

     Research cited in Cummins (1986) supports the efficacy of dual language 

immersion programs if the native language has a high status and is strongly 

reinforced in the larger society. In this study, unfairness resulted in the English 

language being viewed with a higher status. English was perceived as more prevalent 

and necessary making the acquisition of a second and less esteemed language that 

much less desirable.  

Suggestions for Further Research 

     An area of research that could be explored is the fact that the Spanish speakers 

were more apt to switch language than the native English speakers. Would this be 

true if the languages spoken were in Spain or another Spanish speaking country? 

     Computer assisted language learning is now being introduced into the classrooms. 

What effect will this new technology have on the second language learner? 

     This study explored the relationship between the history of second language 

acquisition in the United States of America and the laws that affected that process. 

This paper began with the first law affecting the acquisition of second language for 

the immigrants to the United States and worked forward to the present day 

implementation and interpretation of those laws.  The new increasingly great 

numbers of immigrants that have surged into the country have put a strain on the 

resources to implement the laws.  Also, the study provided the opportunity to 

examine the theory and practice of dual language acquisition in six classroom 

settings.  Both the practices and programs of the dual language immersion programs 

were examined to determine if students were being served appropriately.  The 

guiding principles offered a new approach to looking at dual language immersion. 

Using these principles to observe and record data during this qualitative study was 

both informative and useful in gathering best practices data. 
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     The researcher’s curiosity concerning the equity of language in the dual language 

program in the social settings was addressed through the Sociograms. The students, 

teachers, parents, and other stakeholders’ opinions were gathered during interviews, 

focus groups, and observations in the classrooms. There is more work to be done on 

equity of language in dual language social settings. Though this particular dual 

language immersion program exhibited award winning best practices in the academic 

classrooms, the students tended to communicate in one language in social settings— 

English. Would this tendency to switch from Spanish to English been as prevalent in 

a Spanish speaking country with dual language immersion for English/Spanish? 

     The underlying argument that perhaps the political climate in the United States 

belied the ability to have true dual language immersion in our country was evident in 

the social time of the students. The Southeastern dual language immersion school 

promoted dual language, but in actual observations and discussions with the students, 

the language of English was used most often in the social interactions between and 

among students. Social interactions between and among students was not measured 

in the framework provided for best practices by the Centre for Applied Linguistics 

(2005). This researcher knew that this was an important measure of how well dual 

language immersion worked in this country. Finally, this dual language immersion 

program was valued by students, parents, teachers, administrators, and the 

community. 
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APPENDIX A 

TREZ OBSERVATION Assessment and Accountability 
STRAND  1  

 
Principle 1: The program creates and maintains an infrastructure that supports an 
accountability process.  

  MIN. PART. FULL EXEMP. 
A The program has developed a data management 

system for tracking student data over time. 
 

    

 

 
Evidence: The student is entered into a data base by the International Centre located in a 
Central Office of the school system. The individual student test data (initial placement test for 
language proficiency) is downloaded from this International Centre. Annual proficiency tests 
are administered to each student and the test data is downloaded from the Central Office 
Accountability Office to the individual student’s record. Limited English Proficiency 
Committee at the school meets to discuss each student’s progress and placement. 
 
B Assessment and accountability Action plans are 

developed and integrated into program and curriculum 
planning and professional development. 

    

 

 
Evidence: There is a stipend for teachers and central office staff to attend professional 
development training to administer language proficiency tests. This plan is developed prior to 
each school year and integrated into the planning schedule. There are designated staff 
development days dedicated to these assessment and accountability action plans. The stipends 
paid to staff indicate 99% participation of all staff with 100% participation by 99% of the 
staff in the professional development trainings. 
 
C Personnel are assigned to assessment and 

accountability activities. 
    

 
 
Evidence: The school has an accountability person on staff referred to as the Academic 
Facilitator that handles all the assessment and all accountability activities. The Academic 
Facilitator keeps records of all assessment and accountability activities throughout the school 
year. The Academic Facilitator attends trainings and develops plans during the summer 
months. 
 
D Staff members are provided ongoing professional 

development opportunities in assessment and 
accountability. 

   

 

 

 
Evidence: The staff members are expected to meet mandatory training requirements 
concerning assessment and accountability throughout the school year. The records indicate 
that all staff members have met the mandatory training requirements with 99% of the staff 
exceeding the training requirements. 
 
E The program has an adequate budget for assessment 

and accountability. 
 

    

 

 
Evidence: The dual language immersion program is a magnet program in this district. There 
is a large emphasis placed on accountability and assessment due to the funding sources. The 
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budget is adequate for the needs of the magnet program to assess the students in this school. 
Community stakeholders also invest in the needs for the program. The administrative staff 
wrote and received five (5) large grants to assist in maintaining an adequate funding source. 
 

 
 
 

TREZ OBSERVATION Assessment and Accountability 
STRAND  1  

 
 
Principle 2: Student assessment is aligned with state content and language standards 
as well as with program goals, and is used for evaluation of the program and 
instruction. 
 

  MIN. PART. FULL EXEMP. 
A The program engages in ongoing evaluation. 

 
    

 
 

 
Evidence: The program is engaged in constant evaluation of both the program and the goals 
that have been set for future evaluation. All program evaluation is done throughout the school 
year with the Central Office, Magnet Schools Office, the Grant Funding organizations, and 
the administrative staff. This program did win the America Magnet School of Excellence 
award in 2008. 
 
B Student assessment is aligned with classroom and 

program goals as well as with state standards. 
 

    

 

 
Evidence: The stand standard course of study and the language standards were observed 
through a collection of both authentic assessments in the classroom and the language 
proficiency tests done at the beginning and end of the observational period. Thus, the dual 
language immersion school was rated an exemplary school by the state of North Carolina 
based entirely on end of grade tests. 
 
C Assessment data is integrated into planning related to 

program development. 
    

 
 
Evidence: All assessment data is integrated into planning when program development is done. 
The planning committee views the assessment data as the initial planning tool for the coming 
school year. Things that were done well are carried over for the next school year, and things 
that didn’t work as well are reviewed. 
 
D Assessment data is integrated into planning related to 

instructional practices and curriculum. 
    

 
 
Evidence: The school district collected the student progress toward the No Child Left Behind 
Legislation and published this data with full progress in oral proficiency, literacy, and 
academic achievement in both mathematics and writing for the students in this school. All 
assessment data was integrated when planning both the curriculum and the instructional 
practices. 
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TREZ OBSERVATION Assessment and Accountability 
STRAND  1  

 
 
Principle 3: The program collects a variety of data using multiple measures that are 
used for program accountability and evaluation. 

  MIN. PART. FULL EXEMP. 
A The program systematically collects data to determine 

whether academic, linguistic, and cultural goals are 
met. 

    

 

 
Evidence: This program collects data every quarter to determine whether the academic, 
linguistic, and cultural goals are met. Because the school is a magnet program, the data 
collection is very systematic with the grant funding agencies expecting quarterly progress 
reports. 
 
B The program systematically collects demographic data 

(ethnicity, home language, time in the United States, 
types of programs student has attended, mobility, etc.) 
from program participants. 

    

 

 
Evidence: This program collects demographic data on a home language survey and 
registration form when the student enrols. The data base automatically updates time in 
program. The parents complete changes of address and other data during the school year. 
The CMS data base holds on-going information on all students in the program. 
 
C Assessment is consistently conducted in the two 

languages of the program. 
 

   

 

 

 
Evidence: The students are systematically assessed in both languages equally. The students 
are given annual tests in language proficiency using the Woodcock-Munoz and the 
Tighe/Ballard IPT language proficiency tests. All assessments in core subjects are done in 
both languages. As the state of North Carolina changes assessments, the school changes 
assessments as well. The most recent language assessment is the WIDA (World-Class 
Instructional Design and Assessment) from Wisconsin in the United States.  
 

 
 
 

TREZ OBSERVATION Assessment and Accountability 
STRAND  1  

 
 
Principle 4: Data is analysed and interpreted in methodologically appropriate ways for 
program accountability and improvement. 

  MIN. PART. FULL EXEMP. 
A Data is purposefully collected and subject to 

methodologically appropriate analysis. 
 

    

 

 
Evidence: All data is collected and analysed by the Assessment and Accountability 
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Department in Central Office. Appropriate PhD researchers are employed in this department. 
 
B Achievement data is disaggregated by student and 

program variables (native language, grade level, 
student background, program, etc.). 

    

 

 
Evidence: The achievement data is disaggregated by student and the program variables as 
required by No Child Left Behind. This data is published to the CMS website. 
 

 
 

TREZ OBSERVATION Assessment and Accountability 
STRAND  1  

 
 
Principle 5: Student progress toward program goals and NCLB achievement objectives 
is systematically measured and reported. 

  MIN. PART. FULL EXEMP. 
A Progress is documented in both program languages for 

oral proficiency, literacy, and academic achievement. 
 

   

 

 

 
Evidence: The progress of each child in the program is documented in both languages for 
oral proficiency, literacy, and academic achievement. This data is necessary for NCLB (No 
Child Left Behind) and for grant funding agencies. 
 
B Student progress is measured on a variety of 

indicators. 
 

    

 

 
Evidence: The students are evaluated using authentic assessments, language proficiency 
state-mandated assessments, achievement state-mandated assessments, and teacher made 
assessments. The language assessments are required once each year, as are the state-
mandated achievement tests. However, the teacher made assessments include student 
portfolios, homework, individual and group classroom work, and authentic assessments. 
 
C Progress can be documented for all students through 

indicators such as retention rates and placement in 
special education and gifted/talented classes.  

    

 

 
Evidence: The district documents these students through both retention rates and the 
percentage of students placed in both special education and the academically gifted classes. 
 

 
 
 

 
TREZ OBSERVATION 
 

Assessment and Accountability 

STRAND  1  
 
 
Principle 6: The program communicates with appropriate stakeholders about program 
outcomes. 
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  MIN. PART. FULL EXEMP. 
A Data is communicated publicly in transparent ways 

that prevent misinterpretations. 
    

 
 
Evidence: Data is communicated in numerous ways to the community and all stakeholders 
about the program outcomes. The Public Relations and Communications Office publishes by 
newspaper, radio, television newscasts, internal documents, and letters home to parents and 
stakeholders the program outcomes. The Magnet School office also regularly publishes 
information to the Grant Funding Resources. 
 
B Data is communicated to stakeholders. 

 
    

 

 
Evidence: Each quarter, as well as anytime there are changes in programming, the data is 
communicated to all stakeholders. The Public Relations and Communications Office transmits 
data to the community, parents, grant funding stakeholders, and the NC Department of Public 
Instruction. 
 
C Data is used to educate and mobilize supporters. 

 
    

 

 
Evidence: The data is used to educate and mobilize supporters. When this particular dual 
language immersion school has won awards internationally and nationally for the success of 
the programming. The support in the news media and at school board meetings has been 
outstanding. 
 

 

     In observation of Strand 2 Curriculum, the first principle addressed the equal status of 

both languages being addressed in the curriculum. This required observation in the 

classes in both English only and Spanish only for use of curricular materials, 

presentations of the materials by the teachers, and some awareness of the cultural 

backgrounds for both native English and Spanish students. This school practices the 

development of bilingual, biliterate, and multicultural competencies for all students in 

providing for development in both languages, and affording equal status to both 

languages. There were many instances of the teachers practicing cultural sensitivity to 

both cultures reflected in the observational field notes. 

     Strand 2 also asked for coordination within and across grade levels. This was 

observed by the researcher in planned meetings. The effort to co-ordinate across grade 

levels was referred to by the teachers as “vertical teaming”. In the vertical team 

meetings, the teachers of one grade level met with the next higher grade level to plan and 

coordinate the lessons for two years. This concept was also done from the dual language 
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immersion elementary to the dual language immersion middle school in the third 

quarter of the school year. The elementary teachers invited me to attend the third quarter 

meetings with the middle school personnel to obtain additional information on how the 

vertical teaming or co-ordination piece worked. 

 
Principle 1: The curriculum is standards-based and promotes the development of 
bilingual, biliterate, and multicultural competencies for all students. 

  MIN. PART. FULL EXEMP. 
A The curriculum meets or exceeds district and state 

content standards regardless of language of 
instruction. 

    

 

 
Evidence: This dual language immersion program’s curriculum has met and exceeded the 
district and the state standards for nine years. The language of instruction is 50/50 and the 
students excel in both languages. This is quantified by assessment data in the content as well 
as proficiency level in language. 
 
B The curriculum includes standards for first and second 

language development for all students. 
    

 
 
Evidence: The curriculum does include standards for both Spanish and English language 
development for every student. The curriculum has been developed to share the task of 
language development in both languages equally. 
 
C The curriculum promotes equal status of both 

languages. 
    

 
 
Evidence: The curriculum makes every effort to promote equal status of both languages. The 
Spanish only and equality with the English only curricular materials, presentation of the 
material by the teachers, and the awareness of the cultural backgrounds for both English and 
Spanish speakers was evident in the observations. 
 
D The curriculum is sensitive to the cultural and 

linguistic backgrounds of all students. 
    

 
 
Evidence: This program practices the development of bilingual, biliterate, and multicultural 
competencies for all students by the cultural sensitivity offered to both cultures in the 
classroom observations. 
 

 

 TREZ 
OBSERVATION Curriculum 
STRAND  2  

 
Principle 2: The program has a process for developing and revising a high quality 
curriculum. 

TREZ 
OBSERVATION Curriculum 
STRAND  2  
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  MIN. PART. FULL EXEMP. 
A There is a curriculum development and 

implementation plan that is connected to state and 
local standards. 

    
 

 

Evidence: All curriculum development is connected to a North Carolina state website. The 
local standards are built around the curriculum development from the state. The dual 
immersion magnet develops and revises the curriculum by units to address issues as they arise 
in the program. 
 
B The curriculum is based on general education research 

and research on language learners. 
    

 
 
Evidence: The research for the curriculum is based on research. The research surrounding 
dual language immersion from many current researchers is used. The more recent work of the 
Centre for Applied Linguistics is one model that is used in the dual language immersion 
curriculum at this site. 
 
C The curriculum is adaptable. 

 
   

 

 

Evidence: The curriculum is adaptable and is adapted during each planning and 
collaborative period with the teachers. 
 
TREZ 
OBSERVATION Curriculum 
STRAND  2  

 
Principle 3: The curriculum is fully articulated for all students. 

  MIN. PART. FULL EXEMP. 
A The curriculum builds on linguistic skills learned in 

each language to promote bilingualism. 
    

 
Evidence: The linguistic skills learned in each language is assessed and the curriculum is 
built around the task of promoting bilingualism in both native English and native Spanish 
speakers. 
 
B Instruction in one language builds on concepts learned 

in the other language. 
    

 
Evidence: All teachers plan to build the concepts of instruction to scaffold on the concepts in 
the other language. 
 
 
C 

 
The curriculum is coordinated within and across grade 
levels. 

    
 
 
 
 
 
 

 
Evidence:  Through vertical teaming the curriculum is coordinated both within the two 
languages and content teachers by grade level and to the next grade level. This even follows 
the 5th graders up to the middle school grade level with vertical teaming from the 5th grade to 
the language academy in another location for the 6th grade year. 
 
D The curriculum is coordinated with support services, 

such as English as a second language, Spanish as a 
second language, special education, Title I, etc. 

    

 

 
Evidence: This dual language immersion school coordinates with support services for special 
education students, Title I, McKinney-Vento (homeless students), and offers additional 
support for the newcomer English as Second Language students. Time Warner Cable provides 
the International OnePrice Service to enable the students to advance language skills and 
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cultural understanding by calling pen pals in other countries. This service is offered at one 
price to make it possible for students to connect throughout the world. 
 

 

 

TREZ 
OBSERVATION Instruction 
STRAND  3  

 
 
Principle 1: Instructional methods are derived from research-based principles of dual 
language education and from research on the development of bilingualism and 
biliteracy in children.  
 

  MIN. PART. FULL EXEMP. 
A Explicit language arts instruction is provided in both 

program languages. 
    

 
Evidence: The program day is set up to provide both English language arts instruction and 
Spanish language arts instruction.  
 
B Academic content instruction is provided in both 

program languages. 
    

 
Evidence: The students in the program are taught the same curriculum one day in Spanish 
and one day in English. So, on Mondays the students are given all the mathematics, social 
studies, science, and language arts instruction in English. On Tuesdays the students are given 
all the mathematics, social studies, science, and language arts instruction in Spanish. Each 
grade level has a 50/50 grouping of students that includes both Spanish and English students 
in the same classroom. There are two groups of students for each grade level with the 50/50 
mix. 
 
C The program design and curriculum are faithfully 

implemented in the classroom. 
    

 
Evidence: In every observation, the program design and curriculum were faithfully followed. 
There was one incident of a substitute teacher who did not fully follow the separation of 
languages in the content class. 
 
D Instruction incorporates appropriate separation of 

languages according to program design. 
    

 
Evidence: Again, in every observation, but one, the separation of languages followed the 
program design. In the one incidence of failure to follow the language separation, the class 
was covered by a substitute teacher. 
 
E Teachers use a variety of strategies to ensure student 

comprehension. 
    

 
Evidence: The teachers use total physical response, sheltered instruction, and many other 
strategies to promote student comprehension. There were word walls, graphics, and a variety 
of instructional materials available. The computer assisted instruction lab was carried over to 
the classrooms with multiple computers for student use. 
 
F Instruction promotes metalinguistic awareness and 

metacognitive skills.  
    

 
Evidence: The students are given many opportunities for metacognitive skill practice. 



Trez  95

Situations are developed to encourage thinking. The students are given time each day to think 
about thinking. 
 

 

TREZ 
OBSERVATION Instruction 
STRAND  3  

 
 
Principle 2: Instructional strategies enhance the development of bilingualism, 
biliteracy, and academic achievement. 

  MIN. PART. FULL EXEMP. 
A Teachers integrate language and content instruction.     

 
Evidence: The students are given integrated language and content instruction during a 
portion of each day. 
 
B Teachers use sheltered instruction strategies such as 

building on prior knowledge and using routines and 
structures to facilitate comprehension and promote 
second language development. 

    

 

 

Evidence: The SIOP (Sheltered Instruction Observation Protocol) model is used to facilitate 
comprehension and to promote the development of their second language. The two language 
teachers for each grade level and content plan together to structure the instruction to make it 
more comprehensible and offer comprehensible input.  
 
C Instruction is geared toward the needs of both native 

speakers and second language learners when they are 
integrated for instruction. 

    

 

Evidence: The teachers collaborate to make sure that the needs of both language learners are 
met when the integration of language occurs. 
 
D Instructional staff incorporates technology such as 

multimedia presentations and the Internet into their 
instruction. 

    

 

 
Evidence: The internet, computer assisted instruction, Time Warner Cable’s One Price 
technology are all incorporated to afford the students the most advanced technological 
instruction. The use of LCD projectors in presentations to the students, the use of power 
points and interactive video instruction are some of the tools of technology used in this 
setting. 
 
E Support staff and specials teachers coordinate their 

instruction with the dual language model and 
approaches. 

    

 

Evidence: Both support staff and the specials teachers use the model’s approaches to best 
practices to guide their endeavours. The teachers and support staff work as a team. Even the 
cafeteria staff supplies learning opportunities for the students. 
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TREZ 
OBSERVATION Instruction 
STRAND  3  

 
 
Principle 3: Instruction is student-centred. 

  MIN. PART. FULL EXEMP. 
A Teachers use active learning strategies such as 

thematic instruction, cooperative learning, and 
learning centres in order to meet the needs of diverse 
learners. 

    
 

 

 
Evidence: The teachers have been encouraged to use student-centred activities throughout the 
school day. The evidence was there for thematic instruction (planned cooperatively with other 
subject areas). There was cooperative learning that took place every day in class. The 
learning centres were set up to meet the needs of the diverse learners with references, maps, 
globes, and even science experiments, clocks and weather stations.  
 
B Teachers create opportunities for meaningful language 

use. 
    

 
 
Evidence: With many methods of language teaching, the teachers provide ample opportunities 
for the students to use meaningful language. The OnePrice contract with Time Warner Cable 
provides the students with an opportunity to chat by telephone to students in the target 
language in another country. 
 
C Student grouping maximizes opportunities for students 

to benefit from peer models. 
    

 
 
Evidence: Throughout the school day, the students are grouped with language models in the 
target language to enable them the maximum learning opportunity. 
 
D Instructional strategies build independence and 

ownership of the learning process. 
   

 

 

 
Evidence: The instructional strategies included the Sheltered Instruction and the Total 
Physical Response lessons. The students actively participate throughout the period of 
instruction. 
 

 

 

 

 

 

TREZ 
OBSERVATION Instruction 
STRAND  3  

 
Principle 4: Teachers create a multilingual and multicultural learning environment. 

  MIN. PART. FULL EXEMP. 
A There is cultural and linguistic equity in the classroom.     
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Evidence: The teachers have created a multilingual and multicultural learning environment in 
this school. There are purposely paired groups of students to promote equity in the classroom. 
 
B Instruction takes language varieties into consideration.     

 
 
Evidence: Because the Spanish language has many dialects, such as Castilian, Mexican, and 
Caribbean Spanish, the instruction takes language varieties into consideration when they 
present several words that mean the same thing. 
 
C Instructional materials in both languages reflect the 

student population in the program and encourage 
cross-cultural appreciation. 

    

 

 
Evidence: The cultural background of each student is considered in the choice of books and 
instructional materials. The student population is instructed daily to respect the cultures of 
the other students, teachers, and community members. 
 

 
 
 
     The observation of Strand 4 called for a recruitment plan that could hire and retain 

quality staff. The plan that was observed called for selection of staff based both on 

credentials in subject matter as well as language proficiency. The staff received the full 

support of the administrative team. This was observed during early mornings when the 

staff received special recognition for efforts done the previous day. The staff meetings 

required that the teachers talk to the administrators about school related situations with 

suggestions from the staff to solve problems as they arose. 

     The teachers were observed using the Sheltered Instructional Observation Protocol 

developed by Short (1999), specifically for teaching students using that sheltered model. 

The teachers planned together and coordinated efforts in every planning session. They  

were financially supported for this as ‘professional development opportunities’ and given 

both time off for attending the sessions as well as pay for attending the sessions. The 

staff was also offered free staff development opportunities every Wednesday at the 

school site.  

     This school has engaged in networking with the Spanish educators in Spain and has 

provided to them staff development from other international dual language schools. The 

teachers were positive and answered questions in surveys positively. 
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TREZ 
OBSERVATION Staff Quality and Professional Development 
STRAND  4  

 
Principle 1: The program recruits and retains high quality dual language staff. 

  MIN. PART. FULL EXEMP. 
A A recruiting plan exists.     

 
 
Evidence: The administration of the school recruits from other countries via the Visiting 
International Faculty and through the district’s recruitment program throughout the United 
States. 
 
B Selection of new instructional, administrative, and 

support staff takes into consideration credentials and 
language proficiency. 

    

 

 
Evidence: Each staff member is vetted through the district employment office. All employees 
must have clean criminal records, are given a language proficiency test in the target language 
and in the native language, and an in-depth employment interview is held in both languages. 
 
C Staff members receive support.       

 
Evidence: The staff members receive state, local, and school support.   There is an emphasis 
on having a mentor teacher for each staff member. The mentor teachers are more experienced 
teachers with clear credentials. 
 
 
D 

 
Retaining quality staff is a priority. 

    

 
 
Evidence: The district puts high priority on both hiring and retaining quality teachers. The 
teachers are eligible for bonus payments when school achieves the annual yearly 
performance.  
 
E Staff evaluations are performed by personnel who are 

familiar with dual language education. 
   

 

 

 
Evidence: All staff evaluations are performed by the administrative staff that are highly 
qualified in dual language education and use the Sheltered Instruction Observation Protocol 
in observations. 
 

 
 

TREZ 
OBSERVATION Staff Quality and Professional Development 
STRAND  4  

 
Principle 2: The program has a quality professional development plan. 

  MIN. PART. FULL EXEMP. 
A A long-term professional development plan exists that 

is inclusive, focused, and intensive. 
    

 
 
Evidence: The program adheres to the long-term professional development plan that is 
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inclusive, focused, and intensive. All teachers must attend the required professional 
development days planned by this school program. 
 
B Action plans for professional development are needs-

based, and individual staff plans are aligned with the 
program plan. 

    

 

 
Evidence: The Professional Development Office has the action plans for professional 
development on file. The teachers are questioned about their individual needs and the training 
is offered to them. There are both in-class training and on-line training provided. 
 
C Professional development is aligned with 

competencies needed to meet dual language program 
standards. 

    

 

 
Evidence: All professional development is aligned with the competencies needed to meet dual 
language program standards. The professional development is planned yearly to address all 
competencies listed and is mandatory for teachers during the school year. 
 
D All staff members are developed as advocates for dual 

language programs. 
 

    

 

 
Evidence: The staff members are especially chosen to make sure that they espouse the dual 
language program and are developed to continue that advocacy through memberships in dual 
language immersion charters. The staff is paid to attend conferences for the dual language 
immersion programs nationwide. 
 

 
 

TREZ 
OBSERVATION Staff Quality and Professional Development 
STRAND  4  

 
Principle 3: The program provides adequate resource support for professional 
development. 

  MIN. PART. FULL EXEMP. 
A Professional development is supported financially.     

 
 
Evidence: All teachers and teachers’ assistants are financially supported to attend state and 
national conferences. 
 
B Time is allocated for professional development.     

 
Evidence: Teachers are paid for time off for professional development. Many teachers go 
during the summer and are given stipends to attend professional development. The training 
sites may be local, state, national or even international. 
 
C There are adequate human resources designated for 

professional development. 
    

 
Evidence: The substitutes that are provided for teachers while they are absent for professional 
development are quality teachers who are permanent substitutes for the district.  
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TREZ 
OBSERVATION Staff Quality and Professional Development 
STRAND  4  

 
Principle 4: The program collaborates with other groups and institutions to ensure 
staff quality. 

  MIN. PART. FULL EXEMP. 
A The program collaborates with teacher and staff 

training programs at local universities. 
 

  
 

 

Evidence: The program is a strong advocate with the local universities, both public and 
private. The universities write grants that enable the collaboration. The collaboration 
includes providing training for recruited staff. The staff may even receiving continuing 
education units for university attendance. 
 
B Program staff partner with professional organizations.     

 
 
Evidence: The professional organizations embrace this program and the staff employed in the 
dual language immersion school. The local, state, and national professional organizations are 
also partnering with this site. 
 
C Program staff members engage in networking with 

staff from other programs. 
    

 
 
Evidence: The staff members engage in networking with staff from other dual language 
programs, other English as Second Language programs, curriculum specialists for other 
programs. There is also a major networking with the staff of Charlotte Parks and Recreation, 
Time Warner Cable, and the media. 
   

 
     The expectation in Strand 5 for Program Structure is that the entire school program 

works in unity to achieve the goals stated for additive bilingualism, biliteracy, and cross-

cultural competency as well as meeting grade-level academic achievement for all the 

students. The principle that ensures equity for all groups is shown by all students having 

access to multicultural resources, cultural equity, and all school signs, daily routines 

(school announcements and notes home) reflecting bilingualism and multiculturalism.  

     One example of this structure is when invitations to parents of Spanish speaking 

students are sent home; the letters are addressed with both the father’s and mothers last 

names reflected. The entire extended family is also invited to school functions for both 

groups. Babysitting is available for families with small children when the parents attend 

school functions. 

     Since this dual language program has been planned to include all stakeholders 

(teacher, administrators, parents, community members, grant funders, district level 
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professionals, and students) the turn-out for meetings is large. This program was 

aligned with local, state, and national standards for best practices for dual language 

immersion. Thus, the program design is flexible, but the philosophy, vision, and goals of 

the program are shared by all the stakeholders. The communication system that exists 

between the program and the stakeholders is an effective one. 

 

TREZ OBSERVATION Program Structure 
STRAND  5  

 
Principle 1: All aspects of the program work together to achieve the goals of additive 
bilingualism, biliteracy and cross-cultural competence while meeting grade-level 
academic expectations. 

  MIN. PART. FULL EXEMP. 
A There is a coordinated plan for promoting bilingualism 

and biliteracy. 
   

 

 

 
Evidence: The grade level expectations for academics are clearly outlined in the state 
standard course of study for each program: mathematics, language arts, social studies, 
science, and other specials programs. This program has a coordinated plan to promote 
bilingualism and biliteracy by meeting and planning with the curriculum specialists from each 
program. 
 
B There is a coordinated plan for promoting cross-

cultural competence. 
    

 
Evidence:  There is a coordinated plan that includes reaching out to other countries to 
provide the students with cross-cultural competence. All students and staff are involved in the 
plan. 
 

 
 

TREZ OBSERVATION Program Structure 
STRAND  5  

 
Principle 2: The program ensures equity for all groups. 

  MIN. PART. FULL EXEMP. 
A All students and staff have appropriate access to 

resources. 
    

 
Evidence: Special attention is paid to making resources available equally to both languages 
and cultures. 
 
B The program promotes linguistic equity.     

 
Evidence: This program promotes linguistic equity by providing equal education and 
resources to both languages and cultures. 
 
C The program promotes cultural equity.     
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Evidence: The program promotes and encourages cultural equity throughout the school. This 
is evident through the communications, the holidays celebrated and observed by students and 
staff, the attempts to bring in the cultural relevance in the social studies, food, and other 
offerings of the school staff. 
 
D The program promotes additive bilingualism.     

 
 
Evidence: This program promotes additive bilingualism throughout the school. All postings 
are Spanish and English. All information is posted and printed through both languages. The 
attempt to increase the vocabulary of both Spanish and English speakers in both languages is 
evident throughout the school with word walls (illustrated) and many bilingual games. 
 
E Whether the dual language program is a whole-school 

program or a strand within a school, signs and daily 
routines (e.g., announcements) reflect bilingualism 
and multiculturalism. 

    
 
 

 

 
Evidence: This program clearly promotes bilingualism and multiculturalism through signs, 
speech, announcements, letters home to parents, a ConnectEd program that calls parents in 
their language with reminders. All efforts toward bilingualism and multiculturalism are 
reflected throughout this dual language immersion school program. The school is a whole-
school program. 
 

 
 
 

TREZ OBSERVATION Program Structure 
STRAND  5  

 
Principle 3: The program has strong, effective, and knowledgeable leadership. 

  MIN. PART. FULL EXEMP. 
A Program leadership exists.     

 
Evidence: The most honoured principal of the school has been the leader for all the years that 
it has been opened. The leader is a strong one. She has been honoured many times by the 
district, state, national, and in the cooperative work with Spain. 
 
B Day-to-day decision making is aligned to the overall 

program vision and mission, and includes 
communication with stakeholders. 

    

 

 
Evidence: The day-to-day decision making is aligned absolutely to the program vision and the 
leadership seeks daily communication with the stakeholders to include them in the process. 
With email and telephone communication, the administrators bring stakeholders to the table 
on both major and minor decisions that affect the school membership. 
 
C Leaders are advocates for the program.     

 
Evidence: The leaders of the program are strong advocates for the program. The program is 
developed to sell itself, but the leaders attend many conferences, county meetings, and write 
many grants to advocate the program. 
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TREZ OBSERVATION Program Structure 
STRAND  5  

 
Principle 4: The program has used a well-defined, inclusive, and defensible process to 
select and refine a model design. 

  MIN. PART. FULL EXEMP. 
A Sufficient time, resources, and research were devoted 

to the planning process. 
    

 
 
Evidence: This dual language immersion model required two years of intensive planning, 
visiting other models of dual language immersion, accumulating materials, educating staff 
and grant-writing to implement. 
 
B The planning process included all stakeholders 

(teachers, administrators, parents, community 
members). 

    

 

 
Evidence: This process was a whole county process. The Charlotte Mecklenburg Schools 
devoted eleven staff members to grant writing. The administrative staff was hired two years 
prior to the first day of school. Their mission was to seek out award winning dual language 
immersion programs in this and other countries to study as a model for this program. The 
community was involved in the planning. Once students were given an opportunity to register 
for classes, the administrative staff went out to “sell” the program to the public. 
 
C The program meets the needs of the population. 

 
    

 
 
Evidence: This dual language immersion program has a long waiting list for participation. 
Each school year, the community praises the efforts of this school’s program in creating 
bilingual children. 
 
D The program design is aligned with program 

philosophy, vision, and goals. 
    

 
 
Evidence: This program design was carefully thought out, researched, and implemented to 
meet the philosophy, vision, and goals of best practices for dual language immersion 
programs. 
 

 

 

TREZ OBSERVATION Program Structure 
STRAND  5  

 
Principle 5: An effective process exists for continual program planning, 
implementation, and evaluation. 

  MIN. PART. FULL EXEMP. 
A The program is adaptable.     

 
Evidence: This program has become adaptable to the political and socio-economic changes 
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that have plagued school systems across the country. The staffing issue has been resolved with 
the efforts of the administrative staff in an agreement with the dual-language immersion 
program in Spain. 
 
B The program is articulated within and across grades.     

 
Evidence: The students are taught with the articulation process in mind. Throughout the 
school year, planning for vertical teaming across grade levels is part of the process for 
planning. Also, the students know what to expect each year as the program has been 
articulated across the grade levels. 
 

 

     The Strand Six Family and Community list the expectations of support from 

administrators and staff, families and community, along with the adequate funding for 

the school. The leadership of this program has actively engaged in providing true 

leadership throughout the years of this program’s existence. Through this leader, the 

school has grown to show international networking. This director chooses staff based on 

her own rigid criteria. The families and community within the outreach of this school 

both support and show tremendous pride in the accomplishments. This pride was 

reflected in the school surveys conducted each year by the school system (Charlotte 

Mecklenburg Schools Parent, Teacher, Student Surveys, 2008). In the survey, the 

students reported that they feel safe and happy in the school. They believed that the 

school teachers cared about them and wanted them to learn. The teachers reported great 

satisfaction in their roles. The parents reported pride in the school’s accomplishments 

and in their children. The director was praised by parents, teachers, and students. 

 

 
Principle 1: The program has a responsive infrastructure for positive, active, and 
ongoing relations with students’ families and the community. 

  MIN. PART. FULL EXEMP. 
A There is a staff member designated as liaison with 

families and communities associated with the 
program. 

   

 
 

 
Evidence: The principal is the liaison with families and communities associated with the 

TREZ OBSERVATION Family and Community 
STRAND  6  
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program. She has hired a family advocate that also serves as liaison with families. Further, 
the magnet office advocates for the program within the community.  
 
B Office staff members have bilingual proficiency and 

cross-cultural awareness. 
    

 
 
Evidence: All the office staff members are bilingual and have been trained extensively in 
cross-cultural awareness. 
 
C Staff development topics include working equitably 

with families and the community. 
    

 
 
Evidence: The staff development that is offered is strong in working equitably with both the 
families and the community at large. All the teachers, administrators, and teachers’ assistants 
have mandatory training. The cafeteria staff is also trained on working with students and the 
different cultures associated with food service.  
 

 

 

 

Principle 2: The program has parent education and support services that are reflective 
of the bilingual and multicultural goals of the program. 

  MIN. PART. FULL EXEMP. 
A The program incorporates ongoing parent education 

that is designed to help parents understand, support, 
and advocate for the program. 

    

 

 
Evidence: There is a parent component to the program that includes education for parents so 
that they may join their child in supporting and advocating for the program. 
 
B The program meets parents’ needs in supporting their 

children’s education and living in the community. 
   

 

 

 
Evidence: The parents’ survey indicates that all parents, English and Spanish-speaking, are 
sold on this program and believe that this dual language immersion supports their child’s 
education. The results of the survey were 100% from the parents in supporting the program! 
 
C Activities are designed to bring parents together to 

promote cross-cultural awareness.  
    

 
 
Evidence: The Parent Teacher Student Association meets each month in both English and 
Spanish translation. The parents are encouraged to communicate with each other and 
translation often happens through their children with the social time. 
 
D Communication with parents and the community is in 

the appropriate language. 
    

 
 
Evidence: This dual language immersion school communicates in both languages with the 
community and the parents. 

TREZ OBSERVATION Family and Community 
STRAND  6  
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E The program allows for many different levels of 

participation, comfort, and talents of parents. 
   

 

 

 
Evidence: The parents are invited to every event. There are many levels of participation 
chosen by the parents. All parents are encouraged to participate, but the opportunities vary 
by their hours of employment. This program encourages parents to make decisions and 
provide their talents to the school. The school also provides parent education at the school in 
the evening. 
 

 
 

 

 
Principle 3: The program views and involves parents and community members as 
strategic partners. 

  MIN. PART. FULL EXEMP. 
A The program establishes an advisory structure for 

input from parents and community members. 
   

 

 

 
Evidence: This program has an advisory structure that encourages input from everyone in the 
community and all the students’ parents. 
 
B The program takes advantage of community language 

resources. 
    

 
 
Evidence: This program encourages participation of the International Relations Division of 
the Police Force, the International House, and the faith groups. 
 

 

     A big strength of this program appears to be the strong ties with the community 

resources throughout the city and the county. The families are part of the school. They 

are made welcome in the school and many entertainments are provided for the families 

of the children. Outreach to the community for resources is a major component of this 

dual language immersion program. For example, the students are encouraged to join the 

PALS (Police Academy League Sports) teams for both male and female students. These 

sports teams are run by community police officers for these young students. The students 

are taught baseball, softball, volleyball, football, soccer, and even some competitive 

chess and checkers. The officers are given complementary time off from their regular 

TREZ OBSERVATION Family and Community 
STRAND  6  
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duties to hold these different events within the community. The parents and students 

enjoy participating and get a new relationship with the officers from this experience.
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Principle 1: The program is supported by all program and school staff. 

  MIN. PART. FULL EXEMP. 
A Administrators are knowledgeable about and 

supportive of the program and provide leadership for 
the program. 

   

 
 

 

 
Evidence: This program is totally supported by the school staff, the magnet office, and the 
administration of the program. The administrative staff has managed to build a relationship 
with a dual language immersion school in Spain. This “sister school” relationship has 
provided additional training of staff and new knowledge of the program. 
 

 
 

Principle 2: The program is supported by families and the community. 

  MIN. PART. FULL EXEMP. 
A The program communicates with families and the 

community. 
    

 

 
Evidence: The parents of the students were surveyed and respondents scored the program as 
100% supported. The communication piece with the parents and the communities are done 
weekly and they are in both languages. Many different methods of communication are used 
such as email, letters home, newspaper articles in the community newspapers (Spanish and 
English), ConnectEd (an automated telephone calling system), flyers distributed to community 
services including markets, libraries, places of worship, and other community gathering 
places. 
 
B Families and community members are knowledgeable 

about and supportive of the program and provide 
leadership and advocacy for the program. 

    

 

 
Evidence: Perhaps because of the great support and knowledge that has been published 
within the community, the support, advocacy and leadership is evident from the community 
and families. 
 
 

 

 

 

 
 
Principle 3: The program is adequately funded. 

  MIN. PART. FULL EXEMP. 

TREZ OBSERVATION Support and Resources 
STRAND  7  

  

TREZ OBSERVATION Support and Resources 
STRAND  7  
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A Funding allocations match the goals and objectives of 
the program. 

   

 

 

 
Evidence: This program is well funded by the district, state, and the grant funds. 
 
B Funding provides sufficient staff, equipment, and 

materials to meet program goals and objectives. 
   

 

 

 
Evidence: This program is well funded because of the support of the community for dual 
language immersion programming. There is local, state, and grant funding available.   
 

 

 

Principle 4: The program advocates for support. 

  MIN. PART. FULL EXEMP. 
A The program seeks the tangible support of the state, 

district, school board, and local business community. 
   

 

 

 
Evidence: This program seeks the tangible support of the state, district, the school board 
through the county commissioners, and the local business community provides many 
resources. 
 
B The program engages in public relations activities to 

promote the program to a variety of audiences (e.g., 
publicizing assessment results or outside recognition). 

   

 

 

 
Evidence: This program engages in many public relations activities to promote the program. 
By many media resources, awards announcements and other methods, the program provides 
information to a variety of audiences. 
 
 
C 

 
The program participates in coalitions of similar 
programs. 

   

 

 

 
Evidence: There are many sister programs in other countries that have been adopted by this 
school and the school has been adopted by them as well. The school has obtained awards for 
their programming. 
 
D Program staff network to strengthen support for dual 

language education. 
    

 
 
Evidence: The administrator of this program has networked to obtain resources far beyond 
those available in the regular school. There are contracts with Time Warner Cable to make 
use of their ‘One Price’ cabling that enables the students to talk with pals in other countries. 
There are contracts with Spain to make sure that a sister city adopts this school and the 
school in Spain is adopted by this school.  

TREZ OBSERVATION Support and Resources 
STRAND  7  
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E The program advocates for funding based on its needs.     

 
 
Evidence: The funding is done equitably within the state and district for all schools. However, 
this dual language immersion school is a magnet school that is also allowed to obtain funding 
through grants. The grants enable this school to provide students experiences beyond funding 
needs. 
 

 

     The funding is in place for this dual language immersion site because of the strong 

planning that occurred prior to the program opening. The administrative team wrote 

grants to establish initial funding. The county budget allowed similar funding to this 

school as was given to other elementary schools. The administrative staff realized that 

equal funding would not be sufficient for the programming of this dual language 

immersion school.  The additional revenue from the grants would go to bilingual staff, 

additional and more costly resources as noted by Pucci (1994). 

     The director of the program also noted that recruitment and public relations, 

especially in a Southeastern state of the United States would require additional funds. 

The initial planning and work that was done prior to school opening has kept the 

program alive. The continual work by the administrative staff and the magnet school 

office to promote the program both in this country and with sister schools in Spain has 

broadened the base of the initial investment. 
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Principle 5: Resources are distributed equitably within the program, school, and district. 

 
 

 MIN. PART. FULL EXEMP. 

A The dual language program has equitable access to 
state, district, and school resources. 

    

 
 
Evidence: This program has both school district and state funding. Also, this school is a 
magnet program and has written and obtained grants for additional funding. 
 
B Equal resources exist in both languages within the 

dual language classroom and in school-wide facilities 
(e.g., library, computer lab, parent centre, science lab). 

   

 

 

Evidence: There are equal resources in both languages within both the classroom and the 
other areas of the school. Academic Facilitators actually count the items to assure equal 
quantities and curriculum specialists assure that the quality of the materials are of same or 
equal value. 
 

  

 
 

TREZ OBSERVATION Support and Resources 
STRAND  7  
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Figure 2 
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Figure 3 
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