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Michaél Cole, Peg Griffin and Bugh Mehan for their comments and assistance in
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Introduction

For the past 15 years bilingual education programs have been widely
implementad as alternatives to traditional, English-only instruction for
language minority Students. Evaluations of the overall effectiveness of such
programs, however, have been mixed (e.g., American Institute for Research,
1977), particularly when gains in achievement test scores for basic skills are
the primary or sole index of Succéss. Critics of thé programs cite these
evaluations as justification for putting an end to bilingual education. Cri-
tics of the evaluations have argued that they are based on too narrow a per—
spectivé of programmatic outcomes. Moré importantly; reports of negative out-
comes give educators and policymakers too littlée useful information about the
pedagogical practicés involved in thé effective implementation of such pro-
grams (Center for Applied Linguisticss 1977; Cummins; 1977; Intercultural
Development Research Association; 1977; Labelle, Moll & Weisner, 1979; Pauls-

ton; 1977). Moreover, the existence of successful programs continues to tan—

talize pedagogues and policy makers interested in improving the edccation of

language minority students (Juarez and Associates; 1982; Tikunoff, 1982):

To gain a better understanding of the inner working of bilingual class—

Although these in situ studies were conducted under diversé conditions (rang-

ing ftbﬁi‘iﬁfeééhodlé to secondary settings) and for different purposes (from

identifying optimal language learning situations to assessing a science curri-
¢

culum) all point to the social organization of instruction as a major
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déterminant of an effective bilingual education program. This conclusiom is
moriolifigual, but ethnically diverse ciéé§robmé, which suggest that the organ-
izéd character of the social interactions that make up classroom events has
important conSequences for Studénts (é.g., Au, 1980; Erickson & Shultz, 1977;

McDermott, 1976; ﬁeﬁan, 1978, 1979).

A shortcoming of microethnographic approaches is the absence in them of
an explicit théory of learning that could specify how academic consequences
(2.8., tést scores) dre mediated by the interactional patterns these studies
so aptly describe (cf., Erickson, 1982). As a means of reconciling evaluation
studies and microethnography we have adopted a socio-cultural approach to cog-
nitive psychology (Labdrétoty of Cbmpérétiié Human Cognition, 1982; Vwrgotsky,
1978). This interactional theory of learning is a powerful supplement to
microethnography because it specifies practical steps to demonstrate how
interactions among people are central to individual learning and devetopment.
As we will discuss, from an amalgam of these two perspectives, learning is

simultancously and inseparably a cognitive and social process.

This Final Report describes the research that led us to adopt these

theoretical formuiatioas. It includes two distinct but interrelated studies .

the situation as observed. Using the analysis of the lessons as a base, in
the second study we implemented a series of "theory-driven" experimental

interventions designed to take advantage of the students’ skills in Spanish in




creating effective teachiﬁgiiéatning environments in English. 1 Egséntially,

our research shows that the achievement of Spanish language-dominant students

is underestimated seriously in English-language lessons; however, we also

demonstrate that it is possible, using extant resources, to reorganize these
same classroom lessons to advance the level of these students’ academic per-
formance. We argue that some of the student selection and placement pro-
cédures used in bilingual education programs make it difficult for teachers
and students to take full advantage of their respective skills and resources.
At the end of this report we present a reformulation of ability groupihé for
bilingual (reédihg) education that goes beyond reliance on English larniguage
profieiehéy assessments. Our scheme incorporates the students’ native

resources in both languages. We believe that the strongest evidence for our
claims was our ability to interveme effectively in the reading education of

the children with whom we worked.

Theoretical Framework

notion that teaching and learning is accomplished through a szstem of interac=

tionss They are, respectively, the "microethnographic" approach to the study
of schooling and the "socio-cultural" approach to the study of learning and

development . Both approaches focus on the actual teaching-learning process

1. The first study, reported in detail elsawhere (See Final Report NIE-G- 79=
6024), provided the esseutlal, prellminary analjsis to the lesson interven-—
tions described in this revort. The present study, in fact, was desinnad to
build directly on our previous work in the same school. Therefore, as part of
this report, we have opted to also present a summary of the initial study’s
findings to provide the reader w1th a more coherent and complet:z account of
the research activities reported here.




and, when combined, provide us with systematic ways to study the content and
interventions for beneficial chaﬁge.

In this section, we review basic eléments of both approaches. Since the
literature on classroom ethnographies or microethnographies is readily avail-
able (see Green, 1982; Griffin & Shuy, 1978; Mehan, 1979; for reviews) and
relatively well-known, we only provide an overview while concentrating on a
more detailed discussion of the idéas that form the socio-cultural perspec-

tive.

The mictbéthnogréphic apppoaéh

Microethnographers study people’s actions and the concrete Circumstances
undér which thése actions take place. A basic premise of microethnographic
studies is that social events such as classroom lessons are interactional
accomplishments. This emphasis leads to a view of a person an an active,
creating part of his or her enviromnment:. That is; the focus of study is on
concerted activity (behaving) rather than on the individual as an agent of
action apart from the environment. Hence, a primary goal of microethnographic

events (see, for example, Au, 1980; Erickson & Mohatt, 1982; Erickson &
Shultz, 1977; Griffin & Shuy, 1978; McDermott & Roth, 1980; Mehan, 1979;

Shultz, Florio & Erickson; 1980).




Microethnographers seek to study participant activities as part of the
context in which they occur. From this perspective, context is not limited to
the physical location or the characteristics of the participants, although
these are clearly influential. Context is constituted by what the partici-
pants are doing, which is oniyvpértiy corndition&d by wheré and when they are
doing it (Erickson & Shultz, 1977; McDermott & Roth, 1980). This interac-
tional approach to context is particuiériy attractive in the study of class-—
rooms where students and tcachérs may differ ethnically, and speak two or more
languages with various degrees of fiuéncy (see Hbii, iéél§. It provides a

Systematic way to analyze the communication systems set up by the teacher in

order to implement classroom lessons under varying conditions, while also tak-
ing into account that whatever the students do influencé the teacher and that
they are both iérgeiy influenced By; and in turn construct,; the context in

Which théir intéraction takés placé (cf., Watzlavick; Beavin & Jackson, 1967):

The socic-cultural approach

Like microethnographers, the socio-cultural school of psychology

emphasizes that interactions (communication) between people are central to how
learning and development occurs (for a review, see Wertsch; 1979). Vygotsky

development in the general law of cultural development, the proposal that any

highér psychological function (e.g.; reading and writing) appears

"...twice, or on two plancs. First it appears on the social plane
and then on the psychological plane. First it appears between peo-
ple as an interpsychological category and then within the fndividual

child as an intrapsychological category.' (Vygotsky, 1978, p. 57.)




/ 6

" Vygotsky €¢1978) argued that as children intarailize the kind of help they

receive from others, they eventually come to use the means of guidance ini-

tially provided by the others to direct their own subsequent problem solving
behaviors. That is; children must First perform the appropriate behaviors to
complete a task (e.g., reading) under someone else’s guidance and direction
(e.g., the teacher), before they can complete the task competently and
independently. This shift in control of the task constitutes learning. To
say that a child is working independently is equivalent roughly to saying that
the child is carrying on "in his head" an interaction shaped by those which

learning is composed (Leont’ev; 1973; Taiyzina, 1978, 1981).
Vygotsky called systems of interactions such as those embodied in many

inst-uctional tasks; zones of proximal development: He defined this zone as

..:the distance between the actual developmental level as determined

by independent problem solving and the level of potential develop-
ment as determined through problem solving under adult guidance or

in collaboration with more capable peers (1978, p. 86).

Applied to the study of formal learning environments such as classroom reading

lessons, the student’s entering skills as perceived by the teacher and the

instructional materials present for use in the lesson combine to set the lower
in a lesson constrain the upper end of the zone: The way the teacher organ—
izes interactions between children and text in order to move them from lower
to higher levels of the zone (i.e., "reading level") is "teaching-learning",

1lu




and is the focus of our étténtidn.

Soviet researhlicers have identified other characteristics of zones of
proximal developmént that are important for the study of bilingual classrooms.
The first derives from Vygotsky’s view of the relation between learning and
development . Vygotsky (1978) insisted that learning and development are part
of a single; interactive process in which learning is transformed into

devalopment, and development produces the foundation for further learning. In
instructional activity, zones of proximal development should be constructed
precisely so that learning can precede development (6r as Cazden, 1981, put
it, performance appears before Cbmpéténééj. Teachirg which is oriented toward
developmental levels that have already been reached is likely to be ineffec-
tive Good teaching provides students with learning experiences which are in
advance of development while maintaining their active participation in the
interactions. From this perspective; the temporal parameters of teaching-—
iéé;ﬁiﬁg are essential. That is, instruction should be prospective; it should
create a zone of proximal development. 2 Tf instruction trails behind develop-
ment rather than coaxing it along; it becomes ineffective. Likewise, if
instruction runs too far ahead, confusion will result (Siegler & Richards,

1982).

2. This does not mean that the Sovjets reJect "driil and practtce*" As eariy

as 1939, Zaporozhets discussed the necessity for dritl and practice as a means

of consolidating ("operationalizinz") important subskiiis. Bat the orienta-
tions of the activity cannot be at this level, or "rote' learninb results (see
Zaporozhets, 1939/1980).



the tontent does not produce its developmental effect directly; it is always
mediated through the teacher who distributes tasks and regulates studert
communicative/learning activities. ‘lzace, the teacher’s organizatipn of les-

create the proximal learning conditlons, but it is Eﬁé\ééfﬁéi teacher-student
interaction around these conditions which gives iﬁ;ff@é%iéﬁ its developmental
effect. Seen from this perspective; we can apbfeeiai the complexity of the
teacher/student roles, since each school subject has its own specific rela-
tionship to the child’s level of development: The relatiouship varies as the
child goes from one level of achievement to another, and in the case of bil-
ingual instruction; from one linguistic context to amother: The teacler-
student interactions must be adjusted depending on the conditions Eﬁééé rela-

The use of this éééib—éﬁitﬁfél;iﬁtéfﬁétiaﬁéi approach to the study of
schooling influences our observations in at least three important ways: As
bowley (1979) and microethnographers have pointed out, one does not look for
the origins of intellectual skills inside the teacher or the child; instead,

one looks at the child-adult interactional system. To this we would add that

objectives of the specific lessons, since it is the relationship between con-
tent; the child’s entering skill level and the goals of the lesson that sets
the basis for creating effective zones of proximal development., Finally, one
looks for evidence that particular lessons are providing thé kinds of interac-

tions that shouid; théoreticaiiy, be the Basié of iéérning, i.e., that




effective zones are created:

teaching/learning activities as they interact with the content of the lesson
and the characteristics of the participants. To accomplish this analysis, wa

video :aped bilingual reading groups as they engaged in thelr daily lessons in

We conducted the study in third and fourth grade classrooms in a school

south of San Diego. The sSchool features a bilingudl program from the first to
the fourth grade which emphasizes academic development in both Spanish and
English. The students spend part of the day receiving academic instruction
(e.g., reading lessons) in a Spanish-language classroom and then go to an

ad jacent classroom for academic and oral language instruction in English.

Thus, we were able to observe and videotape the same children participating in

reading lessons in Separate language and instructional settings. This partic-
ular instrictional arrangement allowed us to iunpackage for analysis different
elements of a bilingual program that are easily confounded in more typical
self-contained classrooms. In the classcoom lessons described below; the
Spanish-language teacher is female and a fluent bilingual; her English-
language counterpart is a male; English-monolingual speaker. All of the stu-
dents are Spanish-dominant bilinguals. Our data draws from over 20 hours of

videotaped classroom eventS. -
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tial units to facilitate a careful and detailed description of the readisg

léssons. This segmenting allowed us to establish the different tasks that

constitute lessons for each ability group within eac’: language setting: Along

with a description of tasks For each lessom; we specified the different com-

and the compleientary answering of questions by the students; as well as

subsequences in which students are required to find a word on a page and read

also examined sequences for the content and social distribution of

it. We.
specifi;\éducational tasks (see Moll, Estrada, Diaz and Lopes, 1980).

Our analysis proceeded in two directions: First; we focused on three
different teacher—defined ability groups within each classroom setting: These
ability-level contrasts are extremely important bacause ability group (and
individual) distinctions are the foundatifon on which curriculum implementation
is built; the 3:lection of children is matched with educational materials and
activities to create the lesson ﬁiah;vih our terms the teacher’s "blueprint"
for the zones of pcroximal development that s/he wants to create:

-

Second; ws contrasted each ability group between the two different
language and instructional settings: That is, observations in the Spanish-
language classrooms provided us with information on the natiure of reading
fastruction and on the children’s reading abilities in their first language:

A contrast of these findings with reading lessons in the English-language

classrooms permitted us to address issues of assessment and placement when the

14
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teacher is an English-monolingual speaker (the most common instructional
situation these types of children encounter in schools). This contrastive
analysls enabled us to clarify the nature of the relationship between the
teaching-learning process in Spanish and the teaching-learning process in
English. It was this understanding, as we shall show; which helped us

erigineer new teaching/learning situations in the second study.

The Spanish language classroom

In this section we will describe the organization of reading lessons in
the Spanish language classroom for each of three ability groups and provide

examples of the teacher-student interactions that constitute the lessons.

The low group. The major emphasis of the lessons in this group was

directed at teaching decoding skills. Although the children were seated :
together and formed a distinct ability group; the teacher provided iastriuction
on a one-to-one basis: In the example below, the studeat reads the words

aloud and when the teacher notices he is having difficulty, she interVeneé by

providing single words to help him continue. -3

b

3. The examples provided in this section occurred in Spanish. They are
translated here for the reader’s convenience.

15
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I. 1. Child (C): How are we going to the béach?
, _ Today we...
2. Teacher (T): We’ll...
3: C: We’ ll go by tra...
4y T: rtyakn B o
5. T: train, said the mother. Lucy and Ringo see...
6: T: seem
7. C€: seem happy (singular - "contento") too.
8. T: happy (plural - "contentos")
9. €: happy (plural) too.

2 In additlon to simplifying the child’s reading task by sensitlv;ly pro-
N

vldi&g correct words when the studeit hesitates, tha teacher also provides
aux;Iiary help. For example, the Chlld in Example I 15 asked to read whiie
placingfa'piece of paper to cover those lines he has yet to read. This helps
him to focus only on the exact line he is reading. At certain times the
teachér took over thi: function by moving the paper along the lines, thas sim-
plifying the task demands on thé student even more.

Instriction at the level of décoding is carried out in many ihstéﬁéé;
the content of the story. (Answering comprehension questions becomes a pri-
mary activity in the more advanced groups:) In the following example, the
teachér questions the student after he has read a story about a family trip to

the beach.

16
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1. 1. Teacher (T): Ok; tell me what was the story "To Swim"

7 - ~ _abowt?
2: €hild (€): That they are going to swim...

I mean in the morning they are going to go

3; T: mm—-uh. And does it seem by seeing this

(pointing to the picture) that they are enjoying

themselves? Or not? \\

4. C: Yes \

5. T: How do you know that they are having a good time?
What do you see that shows they are having a

. good time?

6. C: The sand and the ocean.

7. T: Yes; because it says that the sand and ocean are
pretty; but in the faces here (points to picture),
how are they?

8. C: They are happy:

9. T: The faces are happy. True? They are not sad.

The child has no problem with the initial question (lines 1-2). The next
question (line 3) is whether the children in the story are enjoying the beach
activities. Note that the teacher points to the illustration when she asks
the student to confirm whether or not the children are enjoying themselves.
The student answers affirmatively (line 4). Then the teacher asks the student
to show how he reached his conclusion that the children are enjoying them—
selves and urges him to examine the illustration in order to provide an answer
(line 5). When the studernt answers inappropriately (line 6), the teacher
directs him by pointing to the exact pértrof the illustration from where he
can extract the answer and asks him a quéétion directly related to the illus-

traticn (line 7).

It is important that the teacher works with these children on comprehen-
sion exercises, even though they experier.e decoding difficulties. It clari-
fies from the beginning that’ comprehension 1is the goal of reading. This type

of Quéstion—én§wér éxchéngé 1§ also typical of lessons at more advanced

|
-t
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stages. Howevér, the form of the exchange between the teacher and low group
child is différent from advanced classes since the teacher often ends up sup-
piying answers. Here we have an eXémpié of behavior in a zone of proximal
development (sometimes called Scaféoidiﬁg, woodi Bruner & Ross; 1936). The
teacher will ask a question at some leve. of difficuity and, finaihg that the
group or certain children in the group can’t interact appropriately at that
level, will £ill in "parts of the task" until the group’s instructional level
1§ mét (Seé also Cole, Dore; Hall & Dowley, 1978; Dowley, 1979): Teachers
£i11 in (provide assistance) in many ways; some of which can be said to focus
on the content of the lesson, some of which we are tempted to speak of as
“social." In Example II, the teacher even points out to the student the exact
part of the illustration as an aid in responding to the comprehension ques-
tion.

The middle group. In contrast to the low group, the middle group lesSons
in Spanish primarily involve teacher guidance in promoting reading comprehen—
sion, supplemented by instruction concerning how to answer fully and effec-
tively. 1In the following example, the teacher has asked each child to read a

The response has to be correct in both content and form (in this case, a com—

plete sentence).

III. 1. Teacher: I want you to ask Marcos this question.
2. J: Do you put a letter in the mailbox?
3. M: Yes; I put a letter in the mailbox?
4., T: Very good: You ask question 2:
5. J: Do you place a letter in an envelope?
6. A: Yes; I place a letter in an envelope?
7. T: Very good. Okay; number 3:
8. A: Do you have to give stamps to the mailman?
9. J: No, you do not have to give stamps to the

mailmans

18




15

10. T: Or, I don’t give stamps to the mailman.

o 7 Number 4. i

11. 1f: Does the mailman write the letters?

12. A: No. B}

13. T: 1In a complete sentence. o

14, A: No, the mailman does not write thé letters.
15. T: Very good. Number 6.

This activity provides the student$ with early and very explicit practice in
basic question-answer exchanges (often to known-answer questions) so common in
formal lessons.

In this example, the children assume a more complex role in the interac—

tion than the lesson format of the low group requires. They assume (Via the

use of a script) both the role of questioner and respondent. In comparison
with the lower group lessons we studied,; the teacher’s rolé changes in three
respects. The emphasis on word or sentence level comprehension is different.
She does not have to perform the task at this level herself. She uses the,

interactions with the children: 1In Example III; the teacher not onity has the
children use the questions in the book to ask their questions, but also to
structure the form of their responses. In other examples; also from the mid-
dle group, the teacher is observed asking the questions, but the children are
asked to answer without looking at their notebooks or at the text book--
without material help. Their answers are given in "complete sentence" form
(consistent with the model she has created) and faithfully reftect the content

of the story. The added ingredient of providing question—answer formats from

memory is not trouble free; If trouble occurs,; the teacher may provide both
the question aud the answer for the student, duplicating the function of

analogous behaviors with the lower reading group when lesser demands were in

15
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force:

The high group. The high group lessons in Spanish reveal yet more coin-

plex kinds of skill emphasis. The most obvious change is that the children -
are required to write book reports. But there are also qualitative changes in
the way the teacher interacts with the students as a part of reading itself.

For activity sequences that are similar for all groups; such as question—

answer sequences regarding text; the questions are more spontaneous and infor-
mal for the high group: The questions are less text—-bound; they do not come
straight from the book. Rather, the teacher pursues questions that arise from

Example IV, the teacher starts a combined evaluation/instruction activity

after the group reads a poem about a cobbler.

Iv. 1. T: Sandra, what is this pcem about?
2. C: About a cobbler.
3. T: What is he doing?
4, C: Using his hammer.
5. T: Right. /Tipi tapa/, who is making that sound?
6. C: The hamier. - B , S
7. T: The hammer,rrlght. Does the poem say that he is

a good cobbler or a bad cobbler?

8. GR: (Group) (mixed responses)
‘9. T: Yes or no?
10. GR: He’'s 4 good Pbbbler, 777777
11 T: He is? How do you knmow?
12. GR: (Several students respond together)
13, T: Where does the poem say that h?,iﬁ,a good cobbler?
14. GR: (Several students respond together)
15. T: Sandra, read the part that tells us.
C:

(Reads) "Ay tus suelas, zapa-zapa-zapatero remendon,

(Oh, your soles, cob-cob-cobbler mender),
o Ay tus suelas, tipi-tape; duran menos que el cartbn'
17. C: "Duran menos que el carton. (They [soles] last less
then the cardboard )

18. T: How long should the soles last?

2y
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19. C: A little less time than the nails.

(The teacher laughs at his rcsponse and then
the lesson continues.)

The poen itself makes no direct reference to whether the cobbler is a
good or bad shoe maker. This conclusion must be inferred from the information
given in the poeme. The teacher invites this gEHeraiization in line 7. There
a2 some differenCes bf Opinion among the group as tb Whether the chBiEr is
competent or not (lines 8, 10, 12). The teacher selects a student ého has
answered that the cobbler is not too good, to specify which lines of the poem
she used to reach hér conclusicn (line 15). The girl does (line 16), and the
group confirms her bpinioh (iiné i7). The instructor then requests more
chat tells tﬁé reader that the shoes do not last iong; In this exampie the
teacher is less constraining in the way she guides the children’s actions,
cbhttdiiing alternatives by her choice of quescions and the way she directs

the children to find the relevant part of the text.
In another example, students must construct questions as well as answers.

v. 1. M: (to Julio) What do they do with
the hogan when a person dies?
2. J:i When a person dies in the hogan,
they burn the hogan.

In this case, students construct both questions and znswers from text
indepenident of either teachor directions or thé use of material aids. Note
that the student uses the complete sentence form to réspond. This i8 the same
‘form that the teacher requires so fre-uently from the lower groups and occa-
sionally with the high group. Here we see an example of internalized

teaching/learning: students use the communication framework previously
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provided by the teacher as a means of organizing their own activity.

Book reports are the most advanced reading related activity found in this
third grade classroom. The high group students have to select a book of
interest to thém, and virtuaiiy without teacher héip, read it, énaiyzé the
content and write a report. Through the process of writing reports the chil=
drea practice reading and at the same time dispiay their mastery of ali the
skills we observed in the three lesson environments. This activity culminates

in the children’s carrying out independently the reading behaviors with new

Summary. We have briefly sketched out the nature of the three reading
environments found in the Spanish classroom: We have shown that these
environments are organized for providing time on learning tasks that fé&iiﬁéf—
ize the children with different aspects of the subject of reading. Here; thz
teacher ﬁé&iétéé between the curriculum (materials and goals) and the chil-
dren. We have provided examples of how the teacher regulates the level of

difficulty of the lessons by modifying, changing and adjusting task demands on
the basis of the behavior of the children in the different groups. This regu-
tation of difficulty is usuwally accomplished by changing the communicative
requirements of the lessons. These adjustments are clearly influenced by the
students’ characteristics; in particular the children’s abiiity to communicate

in the form the teacher considers appropriate and relevant to the given lesson
context: Through this process of socially mediated regulation; the partici-

22
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mechanism by which the teacher tries to impart the content of the lesson to

the students.

If we anaiyze these lesson environments, not in isoiation, but in rela-
tion to each other a part of a general classroom "system," it reveals that
these environments are not only organized and individualized for each ability
level; but are also functionally interrelated. There is a progression of key
activities that defines these ability groups and the role of the teacher in
this classroom changes in systematic ways as she interacts with the different
groups to create their characteristic lessons. In the low ability group the
emphasis is on phonics and the teacher actively direct; and, in fact, does
much of the task for the students. In the middle group the emphasis is on
text—specific comprehension and we see a subtle distancing as she deals with
children who have more experience with the probiem and thus take over more of
the task them:elves; in the high group the emphasis is on generalization and
at times the children apply all of the skills found in the other contexts vir-
tually indeperdent of teacher help and direction. The specific reading
B'eh'avi'ors' the chiidren pra'ctice 'a'rid 1earn bec'om'e iHCreasiﬁgiy compiex2
Through modifications in the teacher’s role, adult mediation and regulation
are diminished as we move from the lower to the higher ability groups. These
differences ini lessSons across ability groups reflect the t-acher’s implicit

"theory" of rsading and reading acquisition (Harste & Burke, 1977).
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The English language classroom

Once the analysis on the Spanish reading lessons was completed, the same
the same children: Here the situation for teacher and studeénts changes
dramatically: The children speak enough English to qualify for the program;
the teacher is experienced, but does not speak Spanish.

in English also differed: There was a good correspondencé betwéen thé member=
ship of the high group in the two classrooms; the target children in the Span=
ish high group were also in the English high group. However, some of the

children in the Spanish middle group were assigned to the lower English group,

The most striking difference between classrooms to the casual observer
was the much lower leval of reading that went on in English language lessons.
The overriding orientation of these lessons was oné the process of décodiﬁg,
pronunciation and other forms related to the sounds of the second iénguégé,

regardless of ability group.

We will limit our discussion here to the nature of instruction of the
high ability group in the English-language classroom because the contrast is
so marked, and because it is sufficient to motivate the interventions in Study
II. The high group prbvide the most Striking éxémpié of how differencés in
lesson organization can determine what students learn as part of a bilingual
curriculum. But, as it will become clear, it is not the language of instruc—
tion that is in itself fégponéibié for tﬁi§ criticéi différcence. It ié tﬁe

24
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kind of zone of proximal development created within each language setting that

is crucial,

As the descriptions of Spanish reading activities made clear, the chil-
dren in the high group can read with comprehension. In common sense terms,
they know how to read. By contrast, the English lessons are primarily organ-
ized to provide time on decoding and oral language practice, such as word con-
struction and the identification of sounds. €onsider the féiiowing.exampies
takén from lessons with children in the high group; keep in mind that these

are the same children that form the high group in Spanish. We pick up the

"3ill...Jill iikes to hide. SMe likes

VI. 1. s: e 1
play...tricks when they:..when..:"
2. T: iell! B
3. S: "Well; then; said Henry: Wherc can she
be hiding?"
4. T: Monica? o
S: '"Let me think, said Rose. Then she saw
a..s

6. T: She...

7. S: She saw...

8. T: Sheees..:

9. Other: said

10. S: She said; I know! I know! ...

Rose ran. Henry ran after he. Rose ran...
right to the big tree in Jill’s backyard.
She looked up. Henry looked up:. There
was Jill. She was sitting way...way up

in the tree; and laugh...laughing.

11; T: *raughing; yes
[Another student continues reading atouad:]

This activity, where the students read aloud and the teacher intercedes to
correct and assist with individual words, takes up most of the lesson. The

students also get to practice word sounds:

Do
Qgu




VIT. 1. T: All right, lets put your books

down: 41l right; ¥’ m gonna read you some words...

1 want you to teilt mg the beginning sound and

then we’11 do some; you do the end sound:

"61ad" (looks at Monica)

2. 8: ‘Yguh" .

3. T: "Eat" (looks at Sandra) "Eat"

4., S: "eee' . o
S. T: 0Okay,; eee. "Fun" (looks at Julio)
6. S: "eff"

From time to time the lessons contain reading activities designed to
assess comprehension. In the next characteristic example, the teacher evalu-

Note the sentence-by-sentence inquiry procedure and the brief answer format.

VIII. 1. T: "Sue played on the playground after lunch.'
Where did she play? e
2; S: (The students bid to answer. )
3: T: Julio:
4; S: Playground.
5. T: All right, on the playground. Who was it? .

7  Who was doing this?

6. S: Sue.

7. T: All right. When was it? When was it?

B ~ Eduoardo.

8. S: After lunch.

9. T: All right, after lunch: "Joan had dinnar
at night at her own house."

N ~ VWhen did she have dinner?

10. S: At night.
(Lesson continues)

It is clear from a contrast of the lessons in the Spanish and the Engtish

language classrooms that when the children shift from one language setting to
another they do not e..counter similar environments. In the English class-
room, no complex inferences are required; the lessons merely require that stu-
dents repeat fragments of recently viewed text. Book reports are not even

con§i&éréd. in §hort, we do not find the types of functional communication

-
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activities related to reading that occur in the Spanish setting for this

N

N
)

group.

Sources of difficulty and éhangé{

The analysis of the Spanish les3ons shows that most of the children,
especially the high group children, have developed sophisticated reading
ski! : in Spanish [Examples IV 'and V]. The high group children also display
adequate decodinj, skills in English [Example VIJ. "In this limited sense, at
the very least, they demonstrate that they know how to read. But if the chil-
dren are relatively fluent in oral English (as they are) and possess good
decoding skills (as they do), how are we to uniderstand the difference in the
level of performance across classrooms? If the high g oup children can
already read for comprehension in Spanish, why are the Fnglish les