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Abstract

In this article, the authors describe how teachers in a Spanish/
English dual languageel ementary school in Tucson, Arizonapromote
Spanish literacy using a school-designed program, Exito Bilingle.
Based on ongoing work and participant observation with dual
languagestudentsandteachers, theauthorsshow how dual language
schooling has evolved at the school, and how the model currently
in use comparesto case studiesin theliteraturein termsof program
goals, type, and distribution of languages of instruction. The
components of Exito Bilinglie, a school wide, multi-age, non-
scripted Spanish literacy program, and its implementation are
described and preliminary results are discussed. The authors find
support for the transfer of reading skills from Spanish to English
and for the inclusion of exceptional education students in dual
language schooling. They argue that, contrary to the promises of
commercially prepared, scripted reading curricula, dual language
readers are best served by teachers working together to design
literacy instruction to meet local conditions and learner needs.

Thedual language (DL) model iswidely cited as an exemplary means of
educating language minority children while promoting second language
acquisition among children of all backgrounds (Christian, 1994; Collier, 1995;
Wink, 2000). DL programsare sitesfor examining possi bl e tensions between
the need for all studentsto develop high levels of literacy in English and the
fact that language minority students have historically been underserved in
U.S. schools (Valdés, 1997). There is considerable evidence that learning
through the native language has many advantages for language minority
students. It facilitates the devel opment of both basic and advanced literacy in
Spanish and English; it allows Spanish dominant studentsto gain important
content knowledge that will make the English they encounter more
comprehensible; and it enhances overall cognitive and social development.
Many schools, even those with bilingual education programs, often treat the
native language of minority students as a problem to be overcome, adopting
aremedial attitude, with its attendant negative connotations.

Research on literacy devel opment and the connections between minority
language communitiesand dual language schooling areparticularly important
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in the* quasi-border” community of Tucson, Arizona(Jaramillo, 1995). The
historic role of local educators in the development of the modern bilingual
education movement (National Education Association, 1966), and current
effortsto restrict or ban outright bilingual education in Arizona are central
issues to present research. This paper describes how language minority and
language majority students at Davis Bilingual Magnet School in Tucson are
becoming hiliterate via a school designed Spanish literacy program, Exito
Bilinglie. We trace the development of Exito Bilingle as it has evolved in
response to the unique needs of students and to the strengths and concerns
of Davis educators.

Describing Davis Bilingual Magnet School

Located only a few blocks from downtown Tucson, Davis Bilingual
Magnet School sits on a narrow piece of land between the tracks of the
Southern Pacific Railroad and Interstate-10 in one of the city' sfirst Hispanic
neighborhoods, Barrio Anita. Davis is one of the oldest schools in Tucson
(founded in 1901), and for most of its history the school has served the
familiesand children of Barrio Anitaand nearby Hispanic barrios. Following a
desegregation order by a federal court in 1978 and faced with dwindling
enrollment, thedistrict planned to close the school, but parents and residents
of Barrio Anitaconvinced thedistrict torebuild it instead (Pérez, 1998). Asa
result, Davisbecamethedistrict’sbilingual magnet school in 1981.

Students from Barrio Anita continue to attend Davis, as do magnet
studentsfrom other parts of the city. Barrio students, who make up about 35%
of the student popul ation, are mostly from Spanish-dominant homes, although
almost all begin school with considerable knowledge of English and Spanish.
Magnet students constitute approximately 65% of the student population,
and most begin school as monolingual or dominant speakersof English. About
70% of Davisstudentsare of Latino heritage, approximately 20% are European-
American, 6% are African-American, and 4% areof Native American heritage.
The largest single group of students at Davisisthird and fourth generation
Mexican-Americans whose families have chosen the school’sdual language
program hoping their children will (re) gain Spanish and revitalizetheir Latino
heritage. Besides differencesin ethnic background and linguistic dominance,
there are also social class differences between the barrio and magnet
populations. About half of Davis students qualify for free or reduced school
lunch programs, most of them from barrio families.

The Davisfaculty consistsof 12 classroom teachers (two per gradeleve),
plus three subject area specialists for art, music, and physical education.
Therearefull-timeinstructional aidesin each classroom, aswdll asafull-time
exceptional education teacher, librarian, curriculum specialist, and counselor
on staff. All faculty, staff, and administration arebilingual . Like most magnet
schools, the student body and faculty are quite stable. In fact, there is a
school jokethat teachersleave Davis only on their way to the mortuary.
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Another feature of dual language education at Davisis close linkswith
Spanish speakers and Latino culture in Tucson. The schoal is home to a
“guitarristas’ group and the state's first performing mariachi group for
elementary school students. The“Escuela Nocturna’ (night school) features
Spanish as a Second Language, English as a Second Language, and other
classesfor adults. Thereisal so an extended day program, which isparticularly
useful to working parents. Many dual language programs attempt to include
parents and families of all backgrounds in the life of the school; these
mechanisms are some of the ways Davis is structured to involve language
and cultural minority families.

Program Goals and Curriculum Mode

In this section we describe dual 1anguage schooling at Davismoreclosaly
in terms of (a) goals; (b) whole program vs. strand-within-a-school; and (c)
distribution of languages of instruction across grade levels. For purposes of
comparison, we show how theprogram at Davisissimilar to and different from
well-known dual language programs.

According to Lindholm and Fairchild (1990), dual language programs
typically share four goals: academic achievement in two languages;
development of bilingualism and biliteracy; high levels of self-competence;
and positive cross-cultural attitudes. These goals are shared by Davis
educators, along with the additional goals of promotion of inquiry and critical
thinking, and participation in community service projects (ArizonaDepartment
of Education, 1998). At Davis, Spanish literacy isimportant for all students,
for itscontribution to full bilingualism, and asavehiclefor content learning.
Consistent with other approachesto DL education (viz., Freeman, 1996), this
enrichment approach does not emphasi zelanguage devel opment over academic
and social devel opment; the goal isbalanced development in all areas.

Dual language programs can be distinguished by the way they structure
curriculum in response to two fundamental questions: (a) will all students
participate in the dual language program? and (b) for the DL students, how
will the two target languages be distributed across the curriculum? Leaving
aside the discussion of exceptional education studentsfor now, there aretwo
basic approaches to the first question. The first approach can be called a
strand-within-a-school, in which parents chooseto enrall children in the dual
language component or in another instructional program offered at the school.
In Arizona, the Valley View Schoal in Phoenix offersastrand-type DL program
along with amoretraditional transitional bilingual model. In Tucson, Nash
Elementary isanother example of a strand-type program, with the alternative
choicesto DL being ESL and English immersion.

The second approach, which isthe option practiced at Davis, isawhole-
school approach, meaning that all studentsare enrolled in the DL program.
Table 1 shows how some well-known programsfit into the strand vs. whole-
school approach to DL schooling.
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Table 1
Two Approaches to DL Education

Strand-within-a-School Approach | Whole-School Aproach

Amigos Program (Cambridge, MA) | Inter-American Magnet Schoal (Chicago)
Key Schodl (Arlington, VA) Oyger Bilinguad Schodl (Washington, DC)
Valley View Schod (Phoenix, AZ) | River Glen (San Josg CA)

The question of how to distribute the majority language and minority
language acrossgrade level sisacomplex one becauseit requires consideration
of teacher strengthsand linguistic ahilities, availability of appropriate materials,
and scheduling demands, aswell as articulation with the language offerings
at subsequent levels of schooling (i.e., middle school and high schoal). Two
basic approaches have been identified in the literature on dual language
education (Chrigtian, Montone, Lindholm, & Carranza, 1997; Ovando & Callier,
1998). Thesimpler version, certainly in terms of scheduling, isthe so-called
50-50 modd, inwhich ingtructional timeisequally divided between theminority
and magjority languages. TheKey Schooal in Arlington, Virginia(Christian, et
al., 1997; Craig, 1993), the Amigos Program in Cambridge, Massachusetts
(Cazabon, Nicoladis, & Lambert, 1998), and the Oyster Bilingual School
(Freeman, 1996; 1998) arewe|-known examplesof programswhich usethe 50-
50 moddl. The other approach is the 90-10 model, used by the River Glen
School in San José (Chrigtian, et al., 1997) and other programsin California. In
thismodd, instruction in Kindergarten usesthe minority language 90% of the
time and the mgjority language the remaining10%. As children passthrough
the program, the percentages of minority and majority language use gradually
converge until, by the end of elementary school, language of instruction is
equally divided between the two languages. By year five, the language-of-
instruction equation istypically the samefor 50-50 and 90-10 programs.

Table 2

Distribution of Minority and Majority Languages in Three Models
of Dual Language Schooling

Grade | 50-50 Model 90-10 M ode Davis School
K 50-50 90-10 100-0
1st 50-50 90-10 100-0
2nd 50-50 80-20 85-15
3rd 50-50 70-30 70-30
4th 50-50 60-40 70-30
5th 50-50 50-50 70-30
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Asshown in Table 2, thedual language mode! at Davisissimilar tothe 90-
10 modedl in that the use of English language instruction increases in the
higher grades. Indeed, comparison of grades two and three shows nearly
identical distribution of languages. Thereareimportant differences, however.
Teachers at Davis have elected to use Spanish as the sole language of
instruction in Kindergarten and first grade after October 1st because they
want to use thefirst weeks of the school year to allow very young learnersto
adapt more readily to the school culture and classroom practices. Also, the
Davis model does not aim for an egqual balance by the end of elementary
schooling. Instead, theratio of Spanish-English instruction remainsat 70-30
inthefinal threeelementary grades. Thus, astudent who beginsKindergarten
at Davisand continuesthrough fifth grade experiencesamarked increasein
the number of contact hoursin the minority language as compared to students
in the50-50 and 90-10 models.

Rather than static model's, the distribution of languagesin DL programs
should be seen as a dynamic response to local conditions and as an index of
the school/community commitment to the minority language. In Chicago, one
of the oldest dual language programs in the country, the Inter-American
Magnet School recently moved to a90-10 model following morethan 20 years
of using the 50-50 model (Christian, et al., 1997; Zucker, 1995). At Davis, the
ratio of minority-to-majority language use has steadily moved toward the
increased use of Spanish. When the school became a magnet in 1981, a
maintenance bilingual education program wasimplemented in which teachers
were expected to use Spanish asavehiclefor instruction 50% of thetime and
English 50% of the time. By the mid-1980s, however, the school began to
guestion this model as it became obvious that students who entered the
program dominant in Spanish exited in fifth gradebilingual and biliterate, but
that studentswho entered the program dominant in English madelittleprogress
toward becoming productive bilinguals, although most could understand
Spanish quitewell. In the late 1980s, under the direction of ateacher leader
and the curriculum specialist, ateacher study group was formed to examine
different bilingual education program mode sand goals (Murphy, 1999). During
the 1993-94 school year the school decided toimplement anew mode currently
referred toasthedual languageimmersion program, “el Programa de Inmersién
en Dosldiomas.” Initially, therewas rel uctance on the part of the faculty and
the administration to use theword “immersion” in describing the model. In
fact, during those first years the program was referred to as “Spanish
enrichment,” and there was some confusion among faculty about the amount
of Spanish to be used at each grade level. In March 1997 the faculty and
administration met to formalize the program and agreed to begin torefer toiit
publicly asdual languageimmersion.

The question of how to trandate the DL model shown in Table 2 into
effective practice at the classroom level isregularly discussed at Davis. Unlike
some DL programswhere native speakers of Spanish and English “team teach”
at Davis the same teacher uses both Spanish and English for instruction in
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each (2-5) classroom. Decisions about |anguage distribution acrossthe subject
areas are made by classroom teachers. Successful dual language programs
often mark language of instruction by day of theweek or by content (Christian,
et al., 1997). Someteachersat Davishave decided to alternatelanguage usein
certain subjects depending on the unit of study. For example, in social studies
aunit on Brazil might betaught in Spanish, while studentslearn about Italy
via English. Because second grade classrooms use English for instructional
purposes 15% of the time, one second grade teacher decided to use that
language on Wednesdays only using Spanish exclusively the other days of
theweek (Wednesday isashort day at Davis. Studentsaredismissed early so
that faculty can participatein staff development). Teacher commitment tothe
DL moddl, teacher autonomy in making decisions about how toimplement the
model, and the administration’s respect for teacher professionalism all
contribute to the success of the dual |anguage immersion program.

Becauseteachers usethe minority language acrossthe curriculum, it has
been important for the school to be ableto purchase Spanish materialsfor all
subject areas. Sincethedistrict hasalong-standing tradition of maintenance
bilingual education, equitablematerialsin both languagesareusually available
for consideration. Inthefall of 1997 the Davisfaculty implemented anew math
curriculum school wide (the Investigations curriculum developed at TERC,
formerly Technical Education Research Centers, and published by Dale
Seymour Publications, 1998). Kindergarten and first grade teachersrequested
materialsexclusively in Spanish since, according to the program model, they
use Spanish 100% of the time for instructional purposes. At other grade
levels, materials are purchased in both languages so that teachers can make
informed decisions about which parts of the new math curriculumtoteachin
Spanish or in English. During a recent district adoption of a social studies
curriculum, the primary teachers (K-2) at Davisordered the new materialsin
Spanish while the intermediate teachers (3-5) requested that half of their
materials be in Spanish and half in English (McGraw-Hill Social Studies
Curriculum). Similarly, the district science materials (Full Option Science
System, University of California, 1992) areavailablein Spanish and English.
Even with subject areamaterialsavailablein both languages, Davisteachers,
like dual language educators across the country, continue to make many of
their own instructional materials (Howard & Loeb, 1998).

The approach to dual language schooling currently used at Davis—a
whole—school program which gives preferenceto Spanish astheinstructional
language through all grade levels—has been developed in order to promote
high levelsof oral bilingualism and biliteracy. However, asrecent dialogueon
electronic discussion lists (BILING, 1999, February-March) suggests, many
dual language educators and researchers are concerned with the question of
what languages dual languagelearnersand teachersactually usein classrooms
and other school domains. Although reportsremain almost entirely anecdotal
(see Freeman, 1996; 1998), thereis a sense that even in well-designed and
implemented programs, studentstend to usethemajority languageincreasingly
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over theminority language. Carmichael (1998) has documented the language
ideologies of dual language students to show that students have identified
and internalized the social values associated with Spanish and English as
early asKindergarten, and that attemptsto foster student-student use of the
minority language face considerable barriers. As in other dual language
programs Davis teachers are becoming more aware of the role of student-
student discourse, particularly outside the classroom, as factors in overall
attainment of Spanish. In the following section, we discuss the motivation for
the devel opment of a new approach to Spanish literacy instruction at Davis,
ExitoBilingte.

Like most U.S. public school educators, students and teachers at Davis
work in the context of increased public demand for accountability, typically
associated with high scores on standardized measures of academic
achievement. Although many Davis teachers are critical of the validity of
standardized measuresfor minority studentsand for second language learners
in particular, they recognize that continued parental and district support for
theDL programisat least partially contingent on high test scores. Therefore,
although teachers employ more authentic methods for gauging literacy at
Davis (including portfolios of student work and awriting assessment in both
Spanish and English scored using arubric scale) the school has been pleased
with recent results of the Stanford 9 Achievement Test. The scores of the
cohort of 1997-98 fifth graders are especially suggestive since most of these
students had received five years of dual language instruction at Davis.
Although they had received most of their schooling in Spanish, they scored
abovethedistrict and national averagesin English language artsand reading
in English (Reyes, 1999, p. 27). The first generation of Davis students to
complete Kindergarten through fifth grade under the dual language model
took the Stanford 9 test in spring 1999, and analysis of theresultsis pending.

“Success’ on standardized measures of reading presents an interesting
situation for educators who do not believe in them. As several teachers
observed, even if theresultsindicatethat reading instruction at the school is
generally effective, thisisof little benefit in planning. Thus, even with these
encouraging preliminary results, Davis teachers felt instruction could be
improved. In particular, they expressed frustration with the wide range of
Spanish literacy skillsreflected in each classroom. In first grade, for example,
some students were still learning color words in Spanish, while others were
already reading Spanish chapter books. Another problemidentified by teachers
was placement of English dominant “newcomers,” studentswithout previous
bilingual education or Spanish literacy entering the programin theintermediate
grades. A third issueinvolved articul ation with district-wide plansfor anew
“balanced literacy” approach to reading and writing instruction. Teachers
asked how Davis, as the only dual language school in the district, would
incorporate an approach to literacy instruction designed for children reading
intheir first language, and to what extent?
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Creating Exito Bilingle

Together, the faculty began to reflect and brainstorm to develop waysto
effectively deal with the variety of strengths and needs in Spanish reading
and writing at each grade level. Teachers decided to create a school wide
multi-age Spanish language arts program to better meet the needs of students
at all levels of Spanish literacy development. Support from the district was
critical tothiseffort, asfaculty were paid to participate in aweek-long training
program aimed at understanding the components of abalanced literacy program
and implementation of interactiveliteracy strategies. With leadership from the
curriculum specialist, teachers decided which of the componentstoimplement
and when. Thus, Exito Bilingliewasborn. It isimportant to emphas zethat this
isaschool wide program designed for ALL studentsfrom first through fifth
grade. Kindergarten teachers decided that their students would be included
in Exito Bilinglie on an individual basis so that reading and writing did not
become the overriding focus of the Kindergarten experience. Exceptional
education students participate, as does all Davis faculty, including
instructional aidesand specialists.

Guiding Principals of Exito Bilingiie

In astrategy sherefersto as*“identification by negation,” MariaMontafio-
Harmon (1988) suggeststhat sometimesthingsarebest defined by adescription
of what they arenot. Thisistheformat we chosein describing Exito Bilingle.
Exito Bilinglieis not tracking. Although Davis studentsare grouped by their
ability toread in Spanish for Exito Bilingie, the Exito Bilingle groups are
flexible, with students changing groups based on the results of ongoing
assessment via running records. Exito Bilingle is not remedial instruction.
Students and teachers at Davis work at their cognitive maximum as the
components of abalanced literacy program areimplemented using interactive
literacy strategies in Spanish, the second language of most Davis students.
ExitoBilingUeisnot bilingual ingtruction. Spanish isthelanguage of ingtruction
for all ExitoBilingliegroups. Exito Bilingtieisalsonot ascripted program. Itis
anegotiated curriculum that integrates the professional expertise of faculty
and the interests and strengths of students. Exito Bilingle is a school wide,
multi-age interactive literacy program in Spanish that isimplemented three
days aweek for 60-minute periods.

In this section, we describethe steps Davisteacherstook in implementing
this new Spanish literacy program, beginning with assessment of student
literacy proficiency and continuing with the components of the district’s
requirementsfor balanced literacy. Thefirgt step inimplementing Exito Bilingie
at Daviswasthe assessment of Spanish literacy for al first through fifth grade
students. Determined to focus on the strengths of students (Genesee &
Nicoladis, 1995), teachers borrowed from thework of Marie Clay (1975; 1993)
and othersin reading recovery, and decided to assess studentsin Exito Bilinglie
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through running records. First developed by Clay, running recordsare “tools
for coding, scoring, and analyzing achild’s precisereading behaviors’ (Fountas
& Pinndl, 1996, p. 89). Each running record documentsareader’sactua reading
of atarget text, “providing quantitative and qualitativeinformation” (Fountas
& Pinnéll, 1996, p. 78) useful in decisions about placement and individual

instruction. During thefirst six weeks of school, the authorslistened to each
first through fifth grader read in Spanish. And becausethefaculty had agreed
to define reading as meaning making, studentswere asked toretell the stories
they had read in order to evaluate reading comprehension. Many English-
dominant studentswere ableto decode and comprehend the storiesthey read
in Spanish very well, even though some of them chose to re-tell the story in
English, thelanguagein which they feed most comfortable speaking. Although
colleagues at other schools have reported using running recordsin Spanish
with Spanish-dominant readers, the use of running records in Spanish with
English-dominant readersisa pioneering effort that Davisteachersare proud
of. Teachers continued reading with students until their instructional level

wasfound, with accuracy between 90-94%. Sincethiswastheir first experience
with running recordsthis was often times arather lengthy process. Onefirst
grader, for example, began with alevel-8 book and, over the course of three
different sessions, showed that her instructional level was actually level 40,

the highest for which we had materials.

With theresults of the running records 14 relatively homogenous multi-
age Spanish literacy groupswereformed for instruction during Exito Bilingle.
New students are assessed using a running record in Spanish and are then
placed at their appropriateinstructional levd. Thefirst phaseof Exito Bilingtie
instruction began at the end of September, nearly ninemonths after theinitial
ideawas conceived. Studentswerere-assessed by their Exito Bilinguieteacher
in mid-December and again in early March, with new group assignmentsmade
after each phase of assessment.

Components of Balanced Literacy

Developers of interactive literacy haveidentified eight components of a
balanced literacy program. Thefollowing list, taken from Fountas & Pinnell
(1996, pp. 22-23), has served as a reference for Davis teachers in the
devel opment of Exito Bilingle:

Reading Aloud to Children

Theteacher reads aloud to the whole class or small groups. A
carefully selected body of children’sliteratureisused; thecollection
containsavariety of genresand representsour diversesociety. Favorite
texts, selected for special features, arereread many times.
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Shared Reading

Using an enlarged text that all children can see, theteacher involves
childreninreadingtogether followingapointer. Theprocessincludes:

» Re-reading big books

* Rereadingretellings

* Re-reading aternativetexts

* Re-reading the products of interactivewriting

Guided Reading

Theteacher workswith asmall groupwhoareat about thesamelevel
in reading ahility. Theteacher selectsand introduces newbooksand
supports children reading the whole text to themselves, making
teaching points during and after the reading.

Independent Reading

Childrenreadontheir own or with partnersfromawiderangeof materias.
Somereadingisfromaspecial collection at their reading level.

Shared Writing

Teacher and childrenwork together to composemessagesand stories;
teacher supports process as scribe.

Interactive Writing

Asin shared writing, teacher and children compose messages and
storieswhich arewritten usinga“ shared pen” techniquethat invol ves
childreninthewriting.

Guided Writing and Writers Workshop

Children engage in writing a variety of texts. Teacher guides the
process and provides instruction through mini-lessons.

Independent Writing
Children write on their own, including (in addition to stories and
informational pieces) re-tellings, labeling, speech balloons, lists, etc.

Davisteachers chose to begin Exito Bilingue by implementing three of these
eight componentsand toadd moreover time. They began with (1) | ndependent
Reading, whichiscalled TEMAL (Todoe MundoalLeer); thisisa15-minute
interval devoted to sustained silent reading in Spanish for everyoneat Davis;
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(2) Reading Aloud, and (3) Shared Writing (which Davisteacherscall Write
Aloud). Next, Shared Reading and Interactive Writing were added and, most
recently, Guided Reading, “theheart of interactiveliteracyinstruction” (Fountas
& Pinnell, 1996, p. 1). Many teachersareal ready including guided writing and
independent writing, and thewriting componentsof ExitoBilinglearecurrently
the focus of our bi-weekly staff development meetings, which are called
“ ReflexionesdeExitoBilingle.”

Resaults of Exito Bilingue

In addition to teacher discussion of student progress in reading
proficiency, the schoal, in connection with researchersfrom the University of
Arizona, has compiled a database of students running records. Table 3 shows
preliminary results by grade level, based on comparison of Spanish running
records taken at the beginning (Etapa 1) and near the end (Etapa 3) of the
1998-99 school year.

Table 3
Average Gainsin Running Record Levels by Grade-level

Grade  All Davis Sudents | Exceptionad Education Non-Exceptiona
Students® Education Students
1t 3.62 levels (N=37) (N=1) 3.69 levels (N=36)
2nd 4.43 levels (N=28) (N=1) 4.55 levels (N=27)
3rd 3.54 levels (N=28) 2.0 levels (N=6) 3.95 levels (N=22)
4th 3.03 levels (N=29) 3.33 levels (N=6) 2.96 levels (N=23)
5th 3.54 levels (N=26) (N=2) 3.59 levels (N=24)
School  3.63levels(N=148) | 2.5 levels (N=16) 3.76 levels (N=132)

Theseresultssuggest that all studentsat Davisareimprovingin Spanishliteracy
skills. Exceptional education students are included in these gains, although
perhapsat ad ower rateof advancement than non-exceptional education students.
These early results appear to be consistent with the results of the annual
districtwide Spani sh writing assessment showing literacy development in the
target language. Furthermore, student performance on adistrictwide English
writingassessment, aswell asfavorableresultson (English) readingandlanguage
artsportionsof the Stanford 9 Achievement Test, suggest that thedevel opment
of English literacy by language minority or language majority studentsis not
hindered by primary literacy instructionin Spanish. Theseresultsareconsistent
with studiesof early biliteracy viaschooling from awiderangeof international
contexts(cf. Modiano, 1968; Rosier, 1980; Williams, 1996), and can beinterpreted
asevidencein support of transfer of reading skillsfrom onelanguagetoanother
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(Krashen, 1985; Callier, 1995). Tobetter understandtheseeffects, wearecurrently
in the process of assessing Davis students using running recordsin English.
A longitudinal study currently being conducted at Daviswill allow usto better
understand how theresultsof standardized testsfor both |anguagemajority and
language minority studentsrelatetotheir progressin Exito Bilingie.

Reflexiones de Exito Bilingle

In this section we discuss how Davis educators have used a study group,
Reflexionesde Exito Bilinguie, toreflect on progresstoward thegoal of Spanish
literacy for al students. Structurally, the agendais set and the meetingisrun
by the school’s curriculum specialist. Teachers and teacher assistants are
required to attend the bi-weekly meetings as part of on-going in-service
training, and participants also receive credit toward re-certification. Despite
their obligatory nature, Reflexiones sessions are perceived by teachersasan
opportunity to affect the conditions and outcomes of teaching in their own
classroom and throughout the school, and discussion isgenerally critical and
engaged. Thenature of theintellectual work accomplished by teachersduring
Exito Bilingleis quite remarkable compared to teacher study groupswe have
experienced in public schools, either asteachersor teacher trainers. Some of
the most important features include (a) Peer feedback on implementing
balanced literacy; (b) Teacher-to-teacher communication; (c) Reflecting on
the school’s position within the district; (d) Asking key questions about
bilingualism and biliteracy.

Peer Feedback on Implementing Balanced Literacy

Teachers routinely share with the group—nby telling, demonstrating
techniques and materials, and by use of video—the ways they are
implementing the components of Balanced Literacy in their own ExitoBilingtie
groups. Although theformat allowsfor the strengths of individual teachersto
emerge, we have al so been impressed with thewillingness of teacherstorisk
admitting when they do not know, and when their understanding is different
from that of others. Comments about HOW teacherswant to continuelearning
indicate that participants are conscious of themselves as learners in this
process.

Teacher-to-Teacher Communication

Although the meetings are generally run by the curriculum specialist,
discussion does not depend on her holding the floor. Instead, teachers
frequently pose public questions to presenters and other colleagues about
Spanish literacy. In this way, many important issues are addressed which
could not have been envisioned by a single group leader. In recent sessions
teachers have developed policy for including Kindergarten students ready
for success in Exito Bilinglie groups and for postponing participation for
those who areready academically but not socially. Similarly, the school-wide
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decision to pool funds for book acquisitionsin order to purchase more non-
fiction books in Spanish emerged from the study group’s concern that all
readers need more experiencewith non-fiction.

Reflecting on the School’s Position within the Digtrict

As the district’s bilingual magnet school and the only dual language
program, teachers are awarethat district policies do not alwaysfit the needs
of Davisstudents. In agreeing toimplement thedistrict’s policy of “Balanced
Literacy,” for example, Davis teachers opted to incorporate components of
the model gradually and as a faculty rather than overnight. The school’s
identity as a somewhat autonomous entity responsible for meeting student
needs was evident in a recent Reflexiones session in which teachers used a
discourse analysis technique to assess the value of an external evaluation
performed by thedistrict. In this meeting, teachers questioned the evaluation
team’s understanding of Spanish literacy (as participants pointed out, several
of the evaluators who observed Exito Bilingle sessions were English
monolinguals!). Rather than focusing on how to implement suggestionsthey
saw as unfounded, participants suggested ways future evaluations could
provide feedback useful in improving literacy instruction to benefit dual
language students at Davis.

Asking Key Questions about Bilingualism and Biliteracy

Perhaps most importantly, Reflexiones de Exito Bilinglieis aforum for
critical thinking and for continuing to ask central questions about how the
school promoteshilingualism and biliteracy. Teaching requiresmaking multiple,
rapid decisions on a wide range of questions and issues, on a daily basis.
Reflexiones providesteacherswith an opportunity to reflect on their teaching
that isseldom possiblein the context of the classroom. It isalso an opportunity
to consider and reconsider fundamental questions about the nature of
bilingualism and biliteracy. Here, Refl exiones servesasaresource not only for
teachers but also for researchers involved in a longitudinal study of dual
language schooling at Davis. For example, when researchers asked teachers
to identify children in their classes as “Spanish dominant,” “English
dominant,” or “bilingual,” a second-grade teacher responded by asking the
researchersto clarify their criteriafor bilingualism. What labels, she asked,
should be given to those students who, although clearly dominant in one
language, demonstrate that they are capable of learning viawritten and spoken
Spanish and English? Consistent with their understanding of learner
proficiency in two languages, several teachers created separate categoriesfor
students who they regard as bilingual but dominant in one language or the
other. Other teachersdistinguished between oral and written proficiency and
receptive vs. productive competencies in Spanish and English. These are
issues at the heart of dual language education and the formation of bilinguals
via schooling.
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Implications for Promoting Minority Language Literacy

The successful promotion of Spanish literacy and hiliteracy via Exito
Bilingue offers several lessons for dual language educators and those
considering implementing dual language programs. First and most broadly,
the success of English- and Spanish-dominant students on standardized
measures of English reading following initial and sustained reading instruction
in the minority language supportsclaims (viz., Callier, 1995; Cummins, 1992;
Krashen, 1985) that reading proficiency devel oped in onelanguagetransfers
tothe ability toread in the other language. Second, the fact that exceptional
education studentsat Davisareincluded in thesegainsin reading is consistent
with findings from French immersion programsin Canada (Genesee, 1995/
1987), suggesting that such students can benefit from participation in dual
language schooling. The multi-ageformat of Exito Bilinglie groups, which can
be viewed as an extension of mixed age music and art groups, challenges
exceptional education students and all students at Davis to work at their
cognitive maximum asthey develop asreaders. Third, in thecurrent climate of
growing public support for commercially prepared and sometimes highly
scripted reading programs, Exito Bilinglie demonstrates that schools and
teachersare quite capabl e of researching, designing, and implementing effective
literacy programswhich meet district and state guidelineswithout imposing
packaged curricula, materials, or invasive eval uation procedureswhich devalue
what learners and teachers know. Finally, since such programs are typically
aimed at schools serving high concentrations of language minority speakers,
students from low-income homes, and others who tend to fare poorly on
standardized measures of English literacy, it isimportant to emphasize that
barrio studentsareincluded in the academic gains Davis students make during
ExitoBilingte.

Thisresearch also identifies challenges facing dual language educators
who wish to devel op a Spanish literacy program that does not rely exclusively
on standardized testing. Based on the philosophy that reading is making
meaning of written text, Davis teachers chose to use running records as the
primary means of assessing Spanish literacy. However, many Davis students,
including some as young as first and second grade, are capable of reading
Spanish at difficulty levelsfor which few graded reading materialsareavailable.
Exito Bilingle teachers are working to identify field tested, graded reading
materialsthat reflect the advanced literacy skillsof their students. Thelack of
such materials for running records in Spanish suggests that publishers of
Spanish language material sremain focused on the literacy assessment needs
of more numerous transitional programs for which high levels of Spanish
literacy is seldom a goal. By adding to the demand for advanced reading
materialsin minority languages, dual |anguage programs such asthe one at
Davis may contributeto achangein the current textbook publishers market.

Visitorsto Davis often point out that the school enjoys resources atypical
of U.S. bilingual programsand public schoolsgenerally. Indeed, the school’s
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magnet status, stable student popul ation, small school and class size, number
of highly bilingual teachers and staff, strong support from the principal, and
parent commitment to bilingualism are all critical factors underlying the
successful development of hiliteracy. None of these conditionsiseasily created,
and at least some arelargely or wholly beyond the school’sinfluence. In this
sense, Davisoffersafurther exampleof acommon lesson in public schooling—
that schools with resources tend to be successful (as Troike putsit, “them as
has, gits,” (1984, p. 49). At therisk of stating the obvious, neither the dual
language model nor the Spanish literacy program we have described should
be regarded as a panacea, especially not for schools without the resources
found at Davis. Instead, the best way to view such resourcesis as necessary
but insufficient means of promoting Spanish literacy. Perhaps the most
important factorsin the success of Exito Bilingtieto date have been the focus
of teacher and staff energies on the common goal of biliteracy and the
willingness to take risks as a faculty to create the best possible curriculum
given local conditions and the needs of Davis students. A resource which
rich schools cannot buy and to which poor schools can have equal access,
thisleve of commitment isboth powerful and well within the power of schoals.
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solely the responsibility of the authors.

2These figures reflect only those students from whom running records were collected
for each of three testing periods during the 1998-99 school year, Newcomers, school
leavers, and students who achieved the maximum possible score on their first or
second running record arethusexcluded from thisanalysis, asare Kindergarten students.

3Exceptional education students are fully integrated in Exito Bilingiie reading groups.
Dueto their low numbers at first, second, and fifth grades, we have omitted figures for
gains by exceptional education students at these levels.
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