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ABSTRACT

The demographics of the education system are quickly shifting and demonstrating a
significant increase in the number of English learners in schools. Due to the exponential growth
across the country and the state of Texas, it is evident the linguistic diversity of students is an
area of interest to educators and educator preparation programs. Regardless of the type of
learner in the bilingual setting, the benefits, or the type of program implemented, it is essential to
consider attitudes toward bilingual education. The purpose of this study was to examine the
attitudes of teacher candidates seeking bilingual certification enrolled in an educator preparation
program. In addition, the study sought to examine whether there is a difference in attitudes
based on selected demographics, such as knowledge base and field experiences. Theories of
second language acquisition from Jim Cummins and Stephen Krashen provide the context for
understanding the role of second language acquisition in bilingual education.

The research design for this study was descriptive in nature, using quantitative methods
to assess the attitudes of teacher candidates seeking bilingual certification. The study took place
in a south Texas university where the accessible population included teacher candidates seeking
bilingual certification in an educator preparation program. A 2-part survey questionnaire,
Attitudes Toward Bilingual Education (ATBE), was developed. Descriptive statistics, namely,
frequency and percentage distribution tables, measures of central tendency, and measures of
variability were used to summarize the data.

The results showed that teacher candidates seeking bilingual certification, regardless of
age, semester credit hours in bilingual education, and proficiency in another language agreed
with underlying principles in bilingual education. This agreement was more pronounced among

those who had completed more than 60 hours of field experiences.



The Attitudes Toward Bilingual Education (ATBE) survey provides data with the
potential to inform educator preparation programs. Results from this study suggests that
educator preparation programs have the potential to impact attitudes by implementing field
experiences to include activities where teacher candidates can develop instructional strategies
based on second language acquisition processes. The major contribution of this study is that it
provides findings on teacher candidates who are of the same minority group as the students they

are working with.
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CHAPTER I: INTRODUCTION

The demographics of the education system are quickly shifting and demonstrating a
significant increase in the number of English learners (EL) enrolled in schools. The National
Center for Education Statistics reported 4.6 million K-12 students enrolled in public schools
were English learners during the 2014-2015 academic year. In 2016 data indicated that 21.6
percent of the U.S. population spoke a language other than English and of that percentage, 13.3%
spoke Spanish (Bureau, U.S.C., 2016). In Texas, it was reported that there were over 500,000
students enrolled in bilingual education during the 2016-2017 academic year, 90.29% being
Spanish speakers (English Language Learner-Cross curricular, 2018). Due to the exponential
growth of English learners across the country and the state of Texas it is evident that the
linguistic diversity of students is an area of interest to educators and educator preparation
programs. Research has highlighted the ways in which teacher candidates’ beliefs and attitudes
about teaching in multicultural settings may be impacted by education preparation programs
(Assaf, Garza, & Battle, 2010). Linguistic diversity is of interest, particularly as the prevalent
language ideologies in the United States have emphasized the importance of learning English

(Achugar & Pessoa, 2009).

The number of students who speak a language other than English continues to grow
exponentially, along with the unique language needs of this population. Students are entering the
classroom setting with varying levels of language proficiency. Some students can adjust and
apply skills seamlessly, while others are facing the challenge of learning a new language along
with new academic content. These varying levels of language proficiency present challenges to

educators. Studies have shown that, overall, teachers do not feel prepared to meet the needs of



English learners. In response to these findings, approaches to prepare teachers of English
learners have focused on incorporating coursework and/or field experiences that are pertinent to
meeting the needs of this diverse population. Still other research has found that educators need a
strong knowledge base in second language acquisition. The rapid growth in numbers of English
learners in our school system creates a sense of urgency to address the adequate preparation of

teachers in bilingual/ESL education.

With the changing demographics in kindergarten through grade 12 schools, educators
need to understand the importance of bilingual education and its value toward the learning
process of English learners. Research has indicated that bilingual education is the most effective
way of acquiring a second language in the classroom setting (Ovando & Combs, 2012; Walter,
2004; Thomas & Collier, 1997). Underlying successful bilingual education is the fundamental
principle of language acquisition and literacy development (Krashen, 1996). In addition, the role
of the educator in the bilingual setting is also important. As, such, future educators who are
conducting field experiences in bilingual classrooms are also part of this process. Brownlee
(2003) emphasized the importance of taking a teacher candidate’s beliefs into consideration
because these beliefs will influence their teaching practices in the classroom. Ferreira (2006)
found that beliefs about second language acquisition directly impact attitudes toward learning
strategies. One way to approach the successful preparation of teacher candidates seeking
bilingual certification may be by understanding the attitudes teacher candidates have toward
bilingual education as they are entering the teaching profession. Reeves (2006) stated that
understanding teachers’ attitudes toward English learners is essential to providing effective
training and support. Educator preparation programs can provide appropriate and relevant

academic and field experiences to achieve this. Evaluating attitudes about bilingual education



may result in improved and accurate preparation of teacher candidates seeking bilingual
education in educator preparation programs.
Statement of the Problem

Research on the outcomes of bilingual education suggests that success of bilingual
programs is improved through the scrutinization for coherence of educational philosophy and
program design, adequacy of implementation, and consistency of educational philosophy
(Montecel & Danini, 2002; Thomas & Collier, 1997). Silin and Schwartz (2003) conducted
research that confirmed that teachers are important to study because they are the change agents
in the classroom. Teachers are a considerable influence on the success or failure of a student in
the bilingual setting. It is noted in research by Schwartz, Mor-Sommerfeld, and Leikin (2010)
that most research on teachers has focused on majority language teacher attitudes toward
minority language students. There is little research that has studied teachers of English learners
who are of the same minority group. In this study, the focus is on teacher candidates seeking
bilingual certification with the same linguistic background as the students they are working with
during field experiences while enrolled in a university-based education preparation program.

Like classroom teachers, teacher candidates are also responsible for providing the
necessary instruction to their students as part of their field experiences while navigating the
school culture and climate in which they practice. Teacher candidates plan and execute lessons
in bilingual settings that require meeting the needs of English learners. The beliefs held by
teacher candidates may hinder or facilitate their ability to work with English learners in bilingual
programs. According to Ovando and Combs (2012), it is often difficult for teachers who have
mastered the English language to maintain a realistic perspective on the challenges of second

language acquisition in a bilingual program. Awareness of attitudes toward bilingual education



can guide teaching practice in bilingual settings and bring to light issues associated with
language acquisition.
Purpose of the Study

Research on bilingual education has focused on the types of learners involved, the
benefits, and the types of programs delivered. Regardless of the type of learner in the bilingual
setting, the identified benefits or the type of program being implemented, it is essential to
consider attitudes toward bilingual education itself. Research indicates that teachers’ approaches
to teaching have been influenced by the way they were taught themselves (Flores, 2001). This
would indicate that what teachers know about bilingual education may be based on their personal
experiences which may influence their attitudes and consequently their teaching strategies.
According to Flores (2001), our quintessential ideas, beliefs, and conceptualizations are
formulated from experiences we have had within a sociocultural context. Therefore, a teacher
candidate’s attitude toward bilingual education may be influenced by the concomitant
experiences in which they participate as part of their educator preparation program. The purpose
of this study was to examine the attitudes of teacher candidates seeking bilingual certification
enrolled in an educator preparation program. In addition, the study sought to examine whether
there is a difference in attitudes toward bilingual education of teacher candidates seeking
bilingual certification based on selected demographics, such as knowledge base and field
experiences.

The following research questions guided the study:

1. What are the attitudes of teacher candidates seeking bilingual certification enrolled in

a preparation program toward bilingual education?

2. To what extent, if any, are the attitudes of teacher candidates seeking bilingual



certification enrolled in an educator preparation program toward bilingual education
affected by their selected demographic characteristics?
Theoretical Framework

The theoretical framework used to examine attitudes toward bilingual education of
teacher candidates seeking bilingual certification is based on the theories of second language
acquisition. Teacher candidates should familiarize themselves with and understand the linguistic
characteristics that are exhibited by English learners in bilingual education. Theories of second
language acquisition from Jim Cummins and Stephen Krashen provide the context for
understanding of the role of second language acquisition in bilingual education.
Cummins: Theory of Second Language Acquisition

The work of Jim Cummins provides foundational information on the research of second
language acquisition. Cummins emphasized the importance of understanding the needs of
English learners by understanding language proficiency stating, “clearly, the way we
conceptualize language proficiency and assess its development entails major consequences for
virtually everyone in our society” (Cummins, 2000, p. 53). These consequences may include the
cognitive and curriculum achievements of English learners. For this reason, examining teacher
candidates’ understanding of second language acquisition and their attitudes toward bilingual
education is significant. Concepts developed by Jim Cummins include the Interdependence
hypothesis, the Iceberg theories, the concepts of Basic Interpersonal Communicative Skills, and
Cognitive Academic Language Proficiency.

Initial research on second language acquisition described the learning of languages as

working separately. The Separate Underlying Proficiency Model (SUP) is the assumption that



languages are separate and do not interact (English proficiency separate from native language),

as shown in Figure 1 (Walter, 2004; Cummins, 1981).

Figure 1: Cummins (1981) Separate Underlying Proficiency Model

1 Native \
@ language |

This theory assumes that a student will have trouble learning an additional language
because the native language “takes up” brain capacity. Cummins later contradicted this by
proposing the Common Underlying Proficiency Model (CUP) (Cummins, 2000). This is the
belief that language (English and native language) complement each other, allowing for
transferability. The idea proposed by Cummins (2000) is that language skills from the native
language transfer to the second language, particularly literacy skills. An example of this can
been seen in Spanish/English learners where the alphabet is similar, therefore phonics instruction
and consonants are transferable (Peregoy & Boyle, 2017). In addition, a strong foundation in the
native language provides the learner with prior knowledge they can access to make connection to
new content. Basically, a strong foundation in the primary language facilitates the acquisition of
the second language. This foundational language that is found in the common underlying
proficiency model may not be evident as explained in the Iceberg Model developed by Cummins

(1981), shown in Figure 2.



Figure 2: Cummins (1981) The Iceberg Model
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The iceberg hypothesis states that the language proficiency displayed by the English language
learner is only the top of the iceberg, regarding what they can understand. Roger Shuy (1977)
explained that the language proficiency that is evident includes pronunciation, grammar, and
vocabulary, while the academic proficiency is below the surface.

Cummins (1981) expanded this iceberg model by introducing the dual iceberg model. In
the dual iceberg model, the native language and second language are interdependent via the
common underlying proficiency that is below the surface. At the surface level, languages are
viewed side by side and consist mainly of oral abilities that differ such as pronunciation, as
depicted in Figure 3 (Cummins, 1981).

Figure 3: Cummins (1981) Dual Iceberg Model
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Cummins also distinguished between the basic and academic skills of an English learner.
Above the “water” level, or what is observable is a student’s basic interpersonal communication
skills (BICS), as part of the social dimension. The BICS is not demanding cognitively and it is
contextualized in everyday activities, easily accessed due to day to day use (Cummins, 1981).
This process happens relatively quickly depending on the student’s prior knowledge and
experiences as well as their personality and motivation. Below the “water” level is that which is
more difficult to assess and takes longer to be observed: cognitive academic language
proficiency (CALP) as part of the academic dimension (Cummins, 2000). The CALP is
cognitively demanding as it part of the academic context and therefore proficiency takes longer
to achieve. The CALP occurs through direct instruction of language structures and skills in the
classroom setting (Cummins, 1981). This academic learning differs in that it is more than
vocabulary that needs to be learned; it is also content knowledge and the rules of language.

The principle that conversational language proficiency is fundamentally different from
academic language proficiency and takes more time for an English learner to become fluent is
discussed in an article by Lucas, Villegas and Freedson-Gonzalez (2008). This principle is based
on the work of Jim Cummins and the distinction between BICS and CALP. The concept was
later revised (Cummins, 2000) and identified as conversational versus academic language
proficiency. Basic interpersonal communicative skills or conversational language is derived
from experiences and situations that are personal to the learner; the language is more familiar
and readily available to them. Cognitive academic language proficiency or academic language
proficiency is more challenging for English learners because they are learning concepts that are
not routinely used and may be unfamiliar. For this reason, it takes longer for learners to attain

academic language proficiency (from five to seven years) as opposed to the two years it takes to



develop conversational language proficiency. Educators who understand these differences are
able to provide the appropriate supports to develop both.
Krashen: Theories of Second Language Acquisition

Additional theories on second language acquisition are derived from the work of Stephen
Krashen. He and others have thoroughly researched these theories that continue to impact
second language instruction. According to Krashen (1987), developing academic English
consists of making instruction comprehensible and developing literacy in the first language.
Krashen stated “it is easier to learn to read in a language you understand. And better reading in
the first language leads to better reading in the second language” (personal communication,
September 25-26, 2017). Krashen valued and validated students’ native language by recognizing
the important foundation it provides to acquiring the English language. Stephen Krashen’s
(1987) hypothesis in language learning includes the Acquisition Learning hypothesis, Input
hypothesis, Monitor hypothesis, Affective filter, and Natural Order hypothesis (Figure 4).

Figure 4: Krashen’s (1987) Second Language Acquisition Theories
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The acquisition learning hypothesis makes the distinction between language acquisition
and language learning. Krashen differentiated between acquired competence and learned
competence. Acquisition takes place in day-to-day conversation and in natural communication
or in informal settings. Language learning is more purposeful processing of academic language
that takes place in a more formal or ““artificial” environment such as the classroom setting
(Krashen,1976). Krashen also posited that language acquisition in a natural setting is more
effective for children while the formal setting for language learning is effective in adult language
learning and that learning can proceed simultaneously in both natural and formal settings.

Speakers need time to think about how to express themselves in the second language and
to focus on the form or structure of the language as well as knowing the language rules (Krashen,
1987). The time it takes for a language learner to process the second language and produce it is
referred to by Krashen as the monitor hypothesis (1987). The monitor hypothesis has to do with
the production of language and the speaker’s ability to monitor and self-correct. According to
Krashen (1994), speakers can self-correct at a “modest” percentage because the monitor
hypothesis is limited by knowledge of the rules, time, and form. As speakers learn to self-
correct, their motivation for learning is also influenced in the form of the affective filter.

The affective filter hypothesis is described by Krashen as the effects of a speaker’s
attitude toward language acquisition dealing with motivation, self-confidence, and anxiety. This
theory states that if a student is anxious and reluctant to speak English, a filter is created that
prevents the learner from making the most of their language experience. It detracts the learner
from comprehensible input and prevents the student from effective social interaction. Educators
are tasked with creating an environment that is free of anxiety and stress so that students feel

comfortable in taking risks with language. According to Krashen, a learner who is motivated to

10



speak a second language will have greater success than an unmotivated learner. Self-confidence
affects language acquisition, as well. A learner who is not self-confident may not be willing to
take risks speaking a new language and will therefore have limitations in language learning.
Finally, the level of anxiety the second language learner has may impede second language
acquisition. Optimal learning conditions include high motivation, high self-confidence, and low
anxiety (Krashen, 1987).

The natural order hypothesis states that grammatical structures are acquired in a
predictable, sequential ‘natural order’ (Krashen, 1987). However, acquisition time varies with
the attainment of some rules happening early and others late. The natural order hypothesis
applies to both native and second language learning; however, the order will differ. Regardless
of the order of acquisition, Krashen suggests that grammatical structures be taught in a way that
is understandable to the student.

The input or comprehension hypothesis states that students can acquire language when
they receive information they understand. Input hypothesis relies on understanding messages,
and if there is no understanding, the learner will not acquire the language. Information provided
needs to be interesting and relevant, focusing on the input and not the form or the grammar. This
is achieved through natural communication where the target language is authentic and enhanced
by contextual clues, background knowledge and non-linguistic cues (Peregoy & Boyle, 2017).
Increasing comprehensibility by providing many nonverbal cues such as pictures, objects,
demonstrations, gestures, and intonation cues assists students to understand. As competency
develops, other strategies include building from language that is already understood, using
graphic organizers, hands-on learning opportunities, and cooperative or peer learning. Krashen

stated that the quality of the input is more important than the quantity of the input and that during
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reading, more comprehensible input results in greater competence in vocabulary and spelling
(Krashen, 1987; Krashen, 1989). Krashen theorized that learning another language depends on
whether or not a learner understands what they are being presented (input). This is especially
important for the learning of academic language. If the learner does not understand what is
being conveyed they will not understand the academic concepts. It is important that learners are
provided with comprehensible input so that they can progress to increased levels of knowledge
and proficiency in the second language. This includes assessing the learner’s language output to
gauge understanding and language competency. Assessments such as the Student Oral Language
Observation Matrix (SOLOM) are designed to evaluate the language performance of a student
via observation in the classroom setting (Peregoy & Boyle, 2017). Assessment of content
understanding, and language proficiency provides educators with valuable information on
students’ progress and language learning needs. Students need to be encouraged to participate
and express themselves by interacting with peers and teachers in order that comprehensible input
and language is demonstrated (Lucas, Villegas & Feedson-Gonzalez, 2008).

Krashen’s theories of and research on second language and bilingual education are
important for educators to consider when working with growing numbers of minority students.
The acquisition learning hypothesis provides valuable information to educators so that they may
recognize the differences in the language proficiency of their students. Successful instruction for
English learners requires that educators familiarize themselves with the proficiency of second
language learners as well as their attitudes toward bilingual education to meet the instructional

needs of the student.

12



Definition of Terms

The following terms and abbreviations were used throughout the document:
Attitude: a mental position with regard to a fact or state (Merriam-Webster dictionary, 2018).
Bilingual Education Act (BEA): Title VI of the Civil Rights Act of 1964 prohibits discrimination
on the grounds of race, color, or national origin by recipients of federal financial assistance. The
Title VI regulatory requirements have been interpreted to prohibit denial of equal access to
education because of a language minority student’s limited proficiency in English (U.S. ED —
OCR — ELL Programs — Glossary, 2015).
Basic interpersonal communication skills (BICS): the language ability required for verbal face-
to-face communication (U.S. ED — OCR — ELL Programs — Glossary, 2015).
Cognitive academic language proficiency (CALP): the language ability required for academic
achievement (U.S. ED — OCR — ELL Programs — Glossary, 2015).
Dual language bilingual education: bilingual program models for English language learning
students and English proficient students designed to help them become bilingual and biliterate
(Wright, 2015).
Educator preparation program (EPP): an entity that must be approved by the State Board for
Educator Certification to recommend candidates in one or more educator certification class
(TAC, Chapter 228, 2016).
Equal Education Opportunities Act of 1974 (EEOC): this civil rights stature prohibits states
from denying equal educational opportunity to an individual on account of his or her race, color,
sex, or national origin. The statute specifically prohibits states from denying equal educational

opportunity by the failure of an educational agency to take appropriate action to overcome
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language barriers that impede equal participation by its students in its instructional programs
(U.S. ED - OCR — ELL Programs — Glossary, 2015).

English learner (EL): a student who is in the process of acquiring English and has another
language as the primary language. The terms English language learner and English learner are
used interchangeably and are synonymous with limited English proficient (LEP) students (TAC,
Chapter 89, Subchapter BB., 2018).

English as a Second Language (ESL): a program of techniques, methodology and special
curriculum designed to teach English language learners language skills in listening, reading,
speaking and writing (U.S. ED — OCR — ELL Programs — Glossary, 2015).

Field-based experiences: experiences for a classroom teacher certification candidate involving,
at a minimum, reflective observation of Early Childhood — Grade 12 students, teachers, and
faculty/staff members engaging in educational activities in a school setting (TAC, Chapter 228,
2018).

Language minority student: students who are not native speakers of the dominant group
language (Wright, 2015).

Language proficiency: refers to the degree to which the student exhibits control over the use of
language, including the measurement of expressive and receptive language skills in the areas of
phonology, syntax, vocabulary, and semantics and including the areas of pragmatics or language
use within various domains or social circumstances. Proficiency in a language is judged
independently and does not imply a lack of proficiency in another language (U.S. ED — OCR —

ELL Programs — Glossary, 2015).
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Maintenance bilingual education: program model for EL students in which content area
instruction is provided in the students’ home language for a longer period of time, maintaining
the student’s native language (Feinberg, 2002).
Semester Credit Hours (SCH): the semester hour is the unit of credit and is defined as the
amount of credit given for one recitation hour a week for one semester. Three hours of carefully
planned and supervised laboratory work are equivalent to one hour of lecture recitation (Texas
A&M International University, 2016).
Second language acquisition (SLA): is the process of learning other languages in addition to the
native language (Wright, 2015).
Teacher candidate: an individual who has been formally or contingently admitted into an
educator preparation program; also referred to as an enrollee or participant (TAC, Chapter 228,
2018).
Transitional bilingual education: program model for EL students in which content area
instruction is provided in the student’s home language for the first few years. Students are then
transitioned to mainstream classrooms (Wright, 2015).
Significance of the Study

As the population of English learners increases, it is significant to examine attitudes of
teacher candidates seeking bilingual certification to instruct English learners in bilingual
education programs. A study of the literature indicated that additional research is needed to
investigate teacher attitudes pertaining to the instruction of linguistically diverse students
(Gomez, Strage, Knutson-Miller & Garcia-Nerarez, 2009; Daniel, S., 2014). Research also
found that examining values and beliefs about diversity should be part of an ongoing evaluative

process for educator preparation programs (Assaf, Garza & Battle, 2010; Cochran-Smith &
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Zeichner, 2005; Ladson-Billings, 2005). A review of the literature on bilingual education,
teacher attitudes, and educator preparation programs has shown the importance of meeting the
instructional needs of the rapidly growing number of English learners. In addition, the literature
presents evidence of the significance of bilingual education and examination of attitudes toward
bilingual education, as well as the role of educator preparation programs in both.

Exploration of teacher candidate attitudes toward bilingual education is relevant to
educator preparation programs that offer bilingual certification as part of their curriculum. It is
incumbent on educator preparation programs to determine the attitudes teacher candidates hold
toward bilingual education in order to help develop educators who are self-aware and prepared to
address the needs of bilingual students in their classrooms. It is significant to examine the
attitudes of teacher candidates toward bilingual education in an effort to inform educator
preparation programs. Evaluating the attitudes toward bilingual education and exploring the
demographic characteristics that may contribute to these may shed light on program field
experiences and bilingual coursework of educator preparation programs. The significance of the
study is to contribute the Hispanic teacher candidates’ perspective to the body of research in the

area of bilingual education and educator preparation.
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CHAPTER II: REVIEW OF THE LITERATURE
History of Bilingual Education

General education does little to close the achievement gap of minority students when it
does not acknowledge the instructional needs of students, such as those in bilingual programs
(Montecel & Danini, 2002; Schwarz, Mor-Sommerfeld, & Leikin, 2010). Educators and English
learners face the challenges of meeting both content area standards and language proficiency
standards. These complexities of the structure and implementation of bilingual programs often
contribute to the continued achievement gaps seen with English learners.

Bilingual education involves using two languages for instruction. However, the concept
of bilingual education is not as simple as using two languages. The term bilingual education is
applied to a variety of types of bilingual programs in our education system. Freeman (1998)
suggested that what bilingual education means and whether it is effective has been and continues
to be a source of confusion and conflict at the policy level, in educational practice, and in the
media. Twenty years later, this continues to be the case. Bilingual education brings about strong
opinions and attitudes both in favor of and against it (Adamson, 2005; Field, 2011; Krashen,
1996; Ovando & Combs, 2012).

Throughout the years, since the emergence of bilingual education, there have been many
policies and legislative mandates that have been put into place. Initially, the civil rights
movement in the United States brought the issues surrounding bilingual education to the
forefront. In the 1954 ruling of Brown vs the Board of Education of Topeka, the supreme court
ruled that segregation according to race was unconstitutional and required education on equal
terms. This landmark case, while focusing on desegregation, created “equal education

opportunities for all students” including English learners. In 1964, Congress passed Title VI of
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the Civil Rights Act prohibiting discrimination on the basis of race, color, or national origin in
federally assisted programs and activities. In 1965 the Elementary and Secondary Education Act
was established granting funding to students who had been denied equal opportunities in
education. What followed was the 1967 Bilingual Education Act (BEA), recognizing the need
and value of bilingual education programs.

Although Title VI does not specifically refer to Limited English Proficient (LEP)
individuals as a protected class, the 1974 U.S. supreme court case Lau vs. Nichols found that the
San Francisco school system had failed to provide supplemental English language instruction to
students with limited English proficiency. The court held that simply providing the same
instruction offered to other students does not provide access to the benefits of schooling because
students who do not understand English are effectively excluded from meaningful education
(414, U.S., 563). Due to the Lau precedent and the subsequent U.S. Department of Education
guidelines, LEP children must have equal access, including, if necessary, special programming
that allows them an opportunity to effectively participate in public education (Osorio-O’Dea,
2000). The ruling does not however, specify what type of special programming or educational
support is to be provided to English learners. At the federal level these mandates entitle LEP
students to bilingual services.

Another landmark case that impacted bilingual education was Catafieda vs. Pickard.
This case led to the development of a test to determine if schools had failed to aid LEP students
to overcome language barriers. According to the Castafieda (1981) decision, effective programs
lead LEP students to parity with their English-speaking peers. The reauthorization of the
Bilingual Education Act in 1974 further promoted the establishment of education opportunities

for bilingual students by stating, “it is the policy of the United States to establish equal education
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opportunity for all children (A) to encourage the establishment and operation...of education
programs using bilingual education, practices, techniques, and methods” (BEA, 1974, Sec. 702
(a)). Bilingual education saw additional changes when in 1988, Congress added an enrollment
cap to the BEA that limited the length of time a LEP child may enroll in a bilingual program to
three years with two one-year extensions possible, the goal being that the student be proficient in
English within that three- to five-year timeframe. As indicated in research, students may take up
to seven years or more to gain proficiency in the English language. Acknowledgment of this
process was noted when in 1994, the enrollment cap was dropped after a recommendation that
the time limit be deleted, and students be given the opportunity to continue native language
learning (Osorio-O’Dea, 2000).

The Elementary and Secondary Act of 1965 continued to be reauthorized every five years
and in 2002, President Bush passed the No Child Left Behind Act (NCLB), dramatically
affecting the nation’s educational system. The No Child Left Behind Act reinforced
accountability, local control and flexibility, school choice, and funding for research-based
initiatives in the education system (Ovando & Combs, 2012). In 2009, following the NCLB,
legislation titled Race to the Top was implemented. Race to the Top provided an incentive
program of competitive grants to encourage school reform and increase student achievement
(Field, 2011). These federal policies and mandates gave way for state legislation regarding
bilingual education.

In the state of Texas, the implementation of instructional programs for language minority
students include the following (Garcia, 2005):

1. [Instruction in a language other than English;

2. Certification of educators teaching in bilingual settings;
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3. State funding to support bilingual programs;

4. Instruction that includes a cultural element; and

5. Parental consent to enroll in bilingual education programs.

In addition to the above characteristics, the Texas Administrative Code identifies the
Commissioner’s Rules concerning the state plan for the education of English learners. This rule
governs the delivery of bilingual education in Texas and mandates that “bilingual education be
implemented in a given language and elementary grade by district when the district-wide
population of limited English proficiency students is 20 or more” (TAC, Chapter 89, Subchapter
BB, 2018). Bilingual program models are derived to meet the requisites of these federal
mandates and policies.

Instructional Models of Bilingual Education

In popular use, bilingual education has become a generic term applied to various forms of
language instruction that may include diverse combinations of components, first-or second-
language use, models, subjects, and goals (Feinberg, 2002; Ovando & Combs, 2012). The
purpose of having bilingual and English as a second language (ESL) programs is to provide
students who speak a language other than English opportunities to “equal education.” In the
process, the programs are designed to enhance the English language in listening, speaking,
reading, and writing through the content areas (Walter, 2004). The use of second language
methods and instructional approaches are to be implemented to achieve the goal of learning the
English language.

Bilingual education itself reflects varying levels of consideration regarding a learner’s
language proficiency. While some programs emphasize the use of native language for

instruction, others place little importance on native language, expecting quick transition times
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and rapid English language acquisition (Klinger, Artiles, & Barletta, 2006). Program models for
English learners vary across the country incorporating three basic characteristics: continued
development of the native language; acquisition of a second language (English); and instruction
in the content areas (Diaz-Rico, 2013; Ovando, Collier & Cummins, 1998). Wright (2015)
names five models of bilingual education: transitional bilingual education programs,
developmental bilingual education programs, bilingual immersion programs, and heritage
language programs. The more common models of bilingual education are the transitional model
and the maintenance model.
Transitional Bilingual Education

The Transitional Bilingual Education (TBE) program model includes programs in which
students shift to the majority language and assimilate to the cultural norms, including speaking
the English language. These are intended to move students along relatively quickly (two to three
years). The student’s primary language is used, usually for the first two or three years, for some
curriculum instruction as they transition into English (Cloud, Genesee & Hamayan, 2000).
Native language is gradually phased out as the student becomes more proficient in English.

Transitional bilingual/early exit, for example is the program for students who are
identified as limited English proficient in both English and another language. This type of
program transfers the student to English-only instruction early in their academic grades.
Instruction in the academic areas is initially provided in their native language in conjunction with
oral language activities and nonacademic subjects in English. Students are then exited to English
-only instruction in the first grade or one to five years after enroliment in school (Wright, 2015).

Researchers have found that this quick transition leads to subtractive bilingualism in which
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students stop the use of their native language as they increase language proficiency in English
(Wright, 2015; Diaz-Rico, 2013; Nieto, 2008).
Developmental Bilingual Education

Developmental Bilingual Education (DBE), also referred to as transitional bilingual/late
exit program is for students identified as limited English proficient whose primary language is
something other than English. This program transfers students to English-only instruction later
in their academic grades. Academic growth is accelerated through cognitively challenging work
in the native language and content is taught in English. The goal is to promote language
proficiency in both the native language and English so that they are bilingual and biliterate. A
student is exited six to seven years after enrollment in school (Thomas & Collier, 2002). Rather
than subtractive bilingualism like the early exit model, DBE leads to additive bilingualism
valuing the student’s abilities in both English and Spanish. Because of this emphasis on
bilingualism and biliteracy, this model is found to be a more effective for English learners
(Thomas & Collier, 2002, 2013).
Dual Language Programs

The Dual language program is sometimes called the two-way immersion or dual language
immersion program consists of students functioning effectively in both the native language and
English. The student’s native language and culture are taught concurrently with English and the
dominant culture (Chinn & Gollnick, 2016). Dual language models of bilingual education are
identified as biliterate models that provide instruction in both the native language and English.
In this bilingual model, language is integrated into instruction and all academic subjects are
taught to all students in both native and second language. The main goals are to develop fluency

and literacy in both, to integrate native English speakers and English language learners through
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instruction and to promote bilingualism, biliteracy, cross-cultural awareness and academic
achievement (Wright, 2015).
Bilingual Immersion Programs

Bilingual immersion programs are another type of bilingual education that targets second
language acquisition. In this case, however, the program is geared toward English speakers who
want to learn a second language. Originating in Canada to promote bilingualism in English and
French, the idea is that the student is immersed in two languages (Field, 2011). This was seen as
beneficial to function in a bilingual society where both languages are valued. This form of
bilingual education did not translate to the United States largely due to English being the
dominant language. Therefore, a student in this country was immersed in English, creating a
subtractive program that leads to a monolingual student rather than a bilingual student (Field,
2011).
Heritage Language Programs

The Center for Applied Linguistics (2010) describes heritage language as a language
other than the dominant language in a social context. Considered as learning a “foreign”
language, the program aims to counteract subtractive bilingualism by promoting opportunities
for students to develop their native (heritage) language (Wright, 2015). This form of bilingual
education may take place in school, afterschool, or may be community based (Wright, 2015;
Hummel, 2014; Diaz-Rico, 2013; Field, 2011). The term heritage language is referred to by
Valdes (2005) as a minority language taught as a separate subject for native speakers.
Summary of Bilingual Program Models

Regardless of which program a student is subject to, the goal of bilingual programs is to

achieve proficiency in English. How long English language learners take to learn academic
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English and how programs for these learners are implemented are important considerations.
According to research, as it stands, there is not a standard definition of limited English
proficiency and there are no uniform rules for when a child should exit a bilingual program and
enter mainstream English-only classes (Osorio-O’Dea, 2000). Thomas and Collier (2002)
concluded that it takes an average student who is schooled through bilingual education, who is
achieving on grade level in his/her native language from four to seven years to reach the 50"
percentile on the Normal Curve Equivalent scale. However, the typical immigrant or U.S. born
student of a native language other than English, who is educated entirely in English as their
second language, takes from seven to ten years or more (Thomas & Collier, 2002). The ESL or
bilingual education programs offered by school districts often prematurely transfer English
learners out of bilingual education to settings in which all instruction is presented in English
(Feinberg, 2002). This may be due to the misconception that students are proficient in English
when they demonstrate basic interpersonal communicative skills. The many and varied options
for bilingual education programs and the lack of consistency across states contributes to varying
attitudes of educators, both positive and negative, toward bilingual education.
Teacher Attitudes Toward Bilingual Education

Individuals bring different perspectives on bilingual education with them to the education
setting. These perspectives are influenced by personal and teaching experiences, culture, and the
school system in which they are participating (Galindo & Olguin, 1996). Teachers have
preconceived notions about the learning process, the students themselves, and the bilingual
education program in general. Educators cannot separate themselves as social beings from their
beliefs, since constructions occur within varying social contexts (Flores, 2001). Attitudes are

important because they affect teachers’ motivation and performance (Kabernick & Noda, 2004).
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Teachers are one of the key components of bilingual programs because they are responsible for
providing the appropriate bilingual instructional methods to their students. Therefore,
investigating their opinions about the programs in which they are participating appears to be of
the utmost importance (Ramos, 2001).

Bilingual programs also include cultural aspects because of the connection between
language and culture (Ovando & Combs, 2012). The function of language is to serve as
communication within and between groups or individuals and within different social contexts
(Peregoy & Boyle, 2017). The language patterns of a culture such as those in the Spanish
language may affect the interactions of students and teachers in the classroom. Language
patterns and language variations such as cognates and codeswitching which are culturally based
add to the complexity of second language learning and acquisition. Cognates are words that
sound and look similar in two languages like the word “radio” in English and Spanish. Another
cultural aspect of language is the practice of codeswitching or switching from one language to
another with fluidity (Field, 2011). English learners bring with them varying levels of language
proficiency and experiences in education as well as cultural influences on language. Students are
diverse in terms of ethnicity, race, religion, language background, and social class (Lee, 2012).
In many ways, the role of the bilingual teacher is to strengthen and protect the minority language
of students, while facilitating their acquisition of English. This process enables students to learn
content in their stronger language until they can learn all subjects in both languages (Montague,
1999). As such, attitudes toward English learners’ culture are important to consider. Students in
the classroom setting benefit greatly from the validation of their home language. It is crucial to
validate the young child’s language to achieve optimal learning conditions. For this reason, it is

important for educators to familiarize themselves with their attitudes toward bilingual education.
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Educators can empower students by creating a classroom climate that is receptive to cultural and
linguistic differences. Researchers have found that teachers’ attitudes play an important role in
promoting academic achievement and that these attitudes are the basis for a classroom
environment conducive to learning (Archabault, Jonosz & Chouinard, 2013). When students feel
comfortable in the classroom and know the teacher believes in them, it may be easier to
implement instructional strategies where they can take risks as language learners. Johnson (1999)
discussed theories regarding episodic memories that included dimensions of how teachers’
actions and decisions are guided by their beliefs and that these beliefs influence their
performance. The personal learning experience of a teacher leaves a lasting impression.
Johnson (1999) stated, “this in itself can create conflicting beliefs for teachers because language
learning does not always occur in the classroom” (p. 34). In an article by Callahan (2005), it was
found that many times teachers assume English learners are unable to execute academic work
until and unless they are proficient in English, demonstrating a lack of knowledge about the
theories of second language acquisition. Effective teachers are aware of their attitudes realizing
that their intended outcome is to promote successful learning (DePaepe, Lambert, Curran, &
Sorr, 2010). Teacher attitudes are important to understand because these attitudes may send a
message to students about what is valued in the classroom setting.

Educators need to understand the importance of valuing students’ culture and native
language in the classroom setting. Research on culture and learning styles indicates that the
closer the congruence between the teacher’s instructional styles and the students’ learning styles,
the more academic success the students will have in the classroom (Monzo & Rueda, 2003).
Ensuring that the student is receiving comprehensible input, as indicated by theories of second

language acquisition, facilitates this congruence. Effective teaching is more apt to take place if
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both the teacher and the students are aware of the benefits of integrating appropriate instructional
materials that correspond with culturally congruent teaching and learning styles (Ariza &
Hancock, 2003; Gandara & Maxwell-Jolly, 2006).

Educators need to meet the students’ nonacademic needs, as well as their academic
needs, and this requires educators to be culturally responsive. Culturally responsive teaching
strengthens learning for the language learner by including their cultural experiences in academic
content. Teachers who are not culturally responsive may find themselves lowering their
expectations of students, resulting in beliefs regarding underachievement of second language
learners. Teachers assume that failure is expected of these students and may therefore be the
norm for this population (McKenzie & Scheurich, 2004). It is our responsibility as educators to
make every effort to understand not only the culture and language of our students but to
understand our students. For example, in Learning to Question (1989), Paulo Freire advocated
for discovering other languages and cultures and the need for tolerance of differences and
cautions against judging others according to our own personal values. Freire pointed out the
importance of using a student’s cultural and linguistic differences and valuing their contributions
to learning.

It is evident that teacher candidates must have the linguistic and cultural understanding
necessary to work with language learners. Fillmore and Snow (2002) asserted that teacher
understanding of usage and structure of the learner’s home language is important. Gomez,
Strage, Knutson-Miller, and Garcia-Nevares (2009) examined the influence of familiarity with
the native language of the learner and found that levels of enjoyment among bilingual teacher
candidates were higher. Findings suggested that the language proficiency of a teacher candidate

in another language contributed to greater interest in teaching English learners.
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Research shows that common qualities of effective bilingual educators include the use of
personal and prior experiences to shape instruction (Monzo & Rueda, 2003). Rueda, Monzo and
Higareda (2004) stated that educators who have similar experiences and speak the same language
as their students are better able to make connections to learning during instruction because of this
familiarity. In addition, studies have shown that the prevalent attitude toward language learning
will dominate teacher perspectives in bilingual classrooms (Reyes, 1992; Valenzuela, 1999;
Weismann, 2001). Therefore, a teacher may have attitudes that are not conducive to the
implementation of bilingual programs, regardless of their knowledge of bilingual theories. In a
study by Reeves (2006), two misconceptions were evident. These were that English learners
should acquire language within a two-year period and the English learners should avoid using
their home language while they are learning English. Baker (1996) found that few bilingual
programs aimed to support native language or biliteracy but promoted English language
acquisition only. These experiences in which assimilation is emphasized have the potential to
influence perspectives toward teaching English learners. Misconceptions about the language
acquisition process may influence teachers’ attitudes toward English learners in their classrooms.
These misconceptions may lead to mislabeling students as having learning disabilities or having
a lack of intellect (Reeves, 2006). Bilingual teachers should be afforded the opportunity to
evaluate their attitudes related to bilingual education in order to analyze their understanding of
bilingualism (Hutchinson, 2013; Weisman, 2001).

In a study by Shin and Krashen (1996), the teachers’ attitudes toward bilingual education
were examined. The findings indicated that five variables were identified as predictors of
support for bilingual education. These include grade level taught (elementary or secondary),

years of teaching experience, credentials (training), percent of Limited English Proficient
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students in their classes, and second language proficiency. The results of the Shin and Krashen
(1996) study indicated that teachers with more formal training had more positive attitudes than
those with less formal training. The survey results showed positive attitudes toward the concepts
and theories of bilingual education. However, there was less support for actual participation in
bilingual education. The conclusion of the study was that teachers’ experience and prior
knowledge of language acquisition affected attitudes as well as instructional practices.
Educator Preparation Programs

The focus of this study was to examine the attitudes of teacher candidates. Therefore, a
review of the literature pertaining to educator preparation programs was pertinent. This section
of the review of literature outlines a brief history of educator preparation programs, the
accountability measures of educator preparation programs and their relation to bilingual
education.
History

The history of educator preparation dates to sixteen and seventeen hundred when being a
teacher required minimal qualifications and was considered a profession of low status (Parkay &
Stanford, 2010). Often teaching was considered a temporary position while gaining other
employment or, for women, temporary until they married (Lucas, 1997; Goodlad & Sirotnik,
1990; Urban, 1990). Preparation for educators saw a push for formal training and post-
secondary education by advocate Horace Mann with the Morril Land-Grant Act of 1862 (Parkay
& Stanford, 2010). This act provided federal land for colleges and set precedent for federal
involvement in education. Horace Mann believed that teaching needed to be viewed as a
profession of high standards to retain a quality teaching workforce (Darling-Hammond, 1990;

Grow-Maieza, 1996). Teaching was further professionalized through the 1920’s by the
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establishment of the National Education Association (NEA) and the American Federation of
Teachers (AFT) founded to increase teacher’s salaries and benefits as well as to recommend
curriculum standards. During this time, the practice of licensure and certification requiring
professional training for teachers ensued as well as an increase in university-based educator
preparation programs (Lucas, 1997).
Accountability

Today, all states have an accountability system for educator preparation programs
developed based on the federal requirements and state mandates that impact the roles and
responsibilities of an EPP. Section 207 of the Higher Education Act (1998) requires each state
receiving funding under the Act to report annually on the quality of teacher preparation in the
state including:

e Standards for teachers and their alignment with standards for students.

e Requirements for initial teaching certificate or license.

e Pass rates on each assessment used by states in certifying or licensing teachers.

e State standards for evaluating their performance to teacher preparation programs.

e Teachers in the classroom on waivers (no certificate/license).

e State efforts in the past year to improve the quality of teaching.

Often, state-initiated data systems result in teacher education “report cards,” causing a
change in the way that teacher education programs report their data or even how they select,
prepare, and mentor future teachers (Wiseman, 2012). The NCLB further affected educator
preparation when enacted to guarantee “highly qualified” teachers. Neither of these federal

initiatives address requirements for teachers of English learners (Honawar, 2009; Roy-Campbell,
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2012). The NCLB, however, does state that students who are not proficient in English should
develop high academic skills at the same academic standards as native speakers of English.
Educator preparation programs are tasked with equipping teachers with the knowledge
and skills necessary to provide effective instruction for students. They have long been studied
for their effects on the quality of teaching in education (Darling-Hammond, 2006). A study of
seven educator preparation programs conducted by Darling-Hammond (2006) found that there
are certain program characteristics that impact teacher candidates. Both private and public
institutions were examined for common attributes, which included the following:
e A common vision for coursework and field experiences.
e Defined standards of professional practice in both coursework and field
experiences.
e A strong core curriculum focusing on child development, assessment, pedagogy
and cultural contexts.
e Extended clinical field experiences.
e Use of case studies, action research, performance assessment and portfolios.
e Explicit strategies to help students understand their beliefs and assumptions
related to students different than themselves.
e Strong relationships and shared beliefs among university and school partnerships.
Educator Preparation Programs and Bilingual Education
The effectiveness of education preparation programs, the performance of teacher
candidates and their readiness for working with English learners in a bilingual setting can be

examined by gathering information regarding attitudes toward bilingual education (Darling-
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Hammond, 2006). Jones (2002) reiterated the impact of attitudes toward bilingual education on
instruction of English learners:

Therefore, in order to begin preparing teachers for the linguistic diversity found in

today’s schools, it is important to know what pre-service teachers believe about goals for

the schooling of children from non-English backgrounds, what they believe about the
process of learning a second language, how they feel about language other than English

being used for instruction (p. 11).

Weisman and Hansen (2008) asserted that by the time bilingual teacher candidates begin
the educator preparation program, they have experienced the assimilation process during their
own K-12 experiences and may have a “disregard for their cultural and linguistic knowledge” (p.
656). The perceptions that teacher candidates have toward English learners, bilingual programs,
and cultural values may impact the delivery and quality of instruction they provide for their
students. Batt (2008) indicated that one of the challenges of educating English learners is the
qualification of educators who instruct them. Educator preparation programs play a major role in
ensuring the quality of teachers who enter the bilingual setting.

In a study by Katz (2002), where the impact of bilingual education courses on the
attitudes of teacher candidates were examined, it was found that while knowledge base
increased, there was no change in attitudes, nor was there a decrease in prejudice. The lack of
knowledge about issues related to the education of language minority students could constrain
teachers’ capacities to effectively teach diverse student populations. Hutchinson (2013)
specified that underlying attitudes can impact the way teacher candidates support diverse
learners. Teachers with little or no experience in bilingual settings may have attitudes related to

English learners based on preconceived notions. Freeman and Freeman (2011) referred to this as
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“orientation toward teaching” or “beliefs about how people learn, and about how we should
teach” (p. 30-31). Attitudes and beliefs are often hidden or even subconscious. Roy-Campbell
(2012) stated ““unless teachers are systematically provided with knowledge about English
learners and ways to effectively work with them, internalized views of deficits and low
expectations of English learners will persist, and the issue of how to meet their diverse needs will
continue” (p. 188).

It is the responsibility of educator preparation programs to provide the appropriate and
relevant knowledge base in bilingual education. Tigert and Peercy (2018) conducted a study in
which teacher candidates working with English learners felt unprepared. This qualitative study
conducted interviews and observed lessons implemented by teacher candidates and found that
expectations were based on personal learning experiences. The teacher candidates expected to
teach the way they were taught. Gay (2010) asserted, “teacher education programs need to do a
much better job than they currently are in helping their students examine the causes and
character of the different attitudes and beliefs they hold toward specific ethnic groups and
cultures” (p. 144). In addition, as part the preparation program, field experiences in bilingual
settings complement the learning of theories. These field experiences also influence teacher
candidates’ attitudes toward bilingual education.

Field Experiences in Educator Preparation Programs

The design of educator preparation programs includes the practice of providing field
experiences for teacher candidates in which they implement learning strategies and teaching
methods in the school setting. In the state of Texas, a field experience is defined as “experiences
for a classroom teacher certification candidate involving, at a minimum, reflective observation of

Early Childhood — Grade 12 students, teachers, and faculty/staff members engaging in
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educational activities in a school setting” (TAC, Chapter 228, 2016). In these field placements,
teacher candidates can participate in the kinds of programs for which they are being prepared and
that are relevant to their area of intended certification. The purpose of these field experiences is
for teacher candidates to demonstrate their knowledge and skills while integrating theory with
practice in K-12 classrooms. According to Liaw (2009), most educator preparation programs
have field experiences that provide the opportunity to integrate knowledge and experience with
teaching skills that connect practice and theory. Teacher candidates can take what they have
learned from their university coursework and use this information to provide instruction in real

world settings.

The organization of field experiences varies from program to program. Some programs
have field experiences that are community-based, tutoring or are classroom-based in a school
setting. Community-based field experiences in teacher education are considered opportunities
for teacher candidates to become familiar with issues related to the community and education
and serve to connect classrooms to communities. (Beaudry, 2015; Hallman, 2012). Teacher
candidates interact with students outside the school setting within the context of their
community.

Hallman (2012) discussed the importance of community-based field experience after
conducting a case study of four teacher candidates. The teacher candidates in this study
participated in community-based field experiences that were embedded in an English methods
course. The experience consisted of an afterschool initiative for serving homeless families in the
community. After conducting group interviews, seminar meetings, examining reflective journals
and observing, Hallman (2012) identified the benefits of community-based field experiences to

be a better understanding of the students’ learning strengths and weaknesses and an appreciation
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for the contribution of out-of-school interest to academic learning. In a similar study, Beaudry
(2015) associated community-based field experiences with culturally relevant pedagogy. This
study interpreted the understandings of three teacher candidates who found this type of field
experience enabled them to connect issues of community, education and diversity making the
experience more meaningful.

Tutoring is another type of field experience that may be provided early in the educator
preparation program. While tutoring, teacher candidates can work with students directly on a
one-to-one basis or in small groups. One of the benefits of this format according to Timmons &
Morgan (2008), is that is gives teacher candidates a safe environment to implement teaching
strategies without the need for the cooperating teacher’s approval. In a study by Paquette and
Laverick (2017), a group of teacher candidates engaged in tutoring as part of the field
experiences of a reading methods course identified tutoring to improve their skills and
development. This qualitative study used reflection papers and observations to identify
advantages of tutoring. Results indicated that teacher candidates valued the real-world
experience and the ability to identify the student’s individual needs, as well as the increased
confidence they acquired. These findings coincide with studies that find tutoring improves
skillset, builds confidence, establishes teaching philosophies, develops leadership skills and
increased professionalism (Timmons & Morgan, 2008; Lane, Hudson, McCray, Tragash, & Zeig,
2011; Helfrich, 2012).

Field experiences generally occur in school settings in which teacher candidates observe
and instruct students under the guidance of a cooperating teacher also known as a teacher
mentor. Research has found that classroom experiences represent an important component of

teacher education (Ball & Forzani, 2009; Ingersoll, 2004; Darling-Hammond, 2006; Lucas,
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1997). Authentic experiences conducted in school settings help teacher candidates apply learned
theory into classroom practice, implement differentiated instruction, and familiarize themselves
with the workload and role of the classroom teacher (Paquette & Laverick, 2017; Lane, Hudson,
McCray, Tragash, & Zeig, 2011; Massey & Lewis, 2011).

In addition to the variety of types of experiences, there is also variety in the amount of
time that teacher candidates work in the field. In the setting of this study, for example, field
experiences took the form of “blocks” in which teacher candidates participated in either 50, 80 or
100+ hours (blocks) of time at an assigned school setting. The significance of field experiences
in an educator preparation program cannot be emphasized enough. Field experiences have been
identified as an important and critical part of educator preparation (Almarza, 2005; Darling-
Hammond, 2006; Hollins & Guzman, 2005; Johnson, 1999). In addition, field experiences have
the potential to impact teacher candidates’ perceptions toward education, reinforcing or
challenging their initial beliefs (Gomez, Knutson-Miller & Garcia, 2011).

The type of field experiences offered to teacher candidates becomes increasingly
important as the demographics of our school systems change. In addition to preparing teacher
candidates for the cultural diversity in schools, educator preparation programs must also prepare
them for linguistic diversity. Lucas, Villegas and Freedson-Gonzalez, (2008) referred to this
acknowledgment of linguistic diversity in English learners and the implementation of appropriate
bilingual instructional methods as linguistically responsive pedagogy. Linguistically responsive
pedagogy can be achieved by providing teacher candidates who are seeking bilingual
certification with authentic and meaningful field experiences. Gurvitch and Metzler (2009)
described field experiences that are authentic as those which include practice within the

contextual factors of K-12 schools. These contextual factors include the bilingual students and
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their language diversity in bilingual classrooms. Field experiences in bilingual classrooms
permit teacher candidates opportunities to implement instruction based on theories of second
language learning. Research indicates that field experiences also impact the preparedness and
perceptions of teacher candidates (Zeintak, 2006; Siwatu, 2011). As schools educate more
students in bilingual settings who are identified as English learners, it is important that teachers
entering the profession be provided with the knowledge base and experiences to identify their
students’ learning differences.
Summary of the Chapter

The history of bilingual education has demonstrated that its importance has not been
emphasized as much as it should, considering the continuous increase in English learners.
Initially, bilingual education was included as part of the Civil Rights act in which the focus was
desegregation. It wasn’t until the Lau 1974 decision that the needs of language learners were
highlighted, requiring appropriate instruction. Instructional models of bilingual education, such
as maintenance models and transitional models have provided the structure for educators to
deliver instruction while meeting the diverse learners’ linguistic needs. An understanding of
second language acquisition theories as the foundation for effective teaching and learning in
bilingual classrooms is important for teacher candidates. The goal of bilingual education is to
promote language proficiency in the areas of reading, writing, listening and speaking.
Awareness of the theories, concepts and literature associated with second language acquisition
can assist with efforts to promote language proficiency so that students are able to communicate
effectively in both social and academic contexts. Educator preparation programs who train and
instruct future educators have the potential to influence teacher candidate attitudes toward

bilingual education. Teacher candidates seeking bilingual certification are provided with
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knowledge of issues and strategies related to second language acquisition and bilingual education

through the coursework and field experiences in their educator preparation program.
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CHAPTER IlIl: METHOD

The purpose of the study was to answer the research questions: 1) what are the attitudes
of teacher candidates seeking bilingual certification enrolled in an educator preparation program
toward bilingual education? and 2) To what extent, if any, are the attitudes of teacher candidates
seeking bilingual certification enrolled in an educator preparation program toward bilingual
education affected by their selected demographic characteristics? This chapter describes the
research design, subject selection, instrumentation, data collection, and data analysis.

Research Design

The research design for this study was descriptive in nature, using quantitative methods
to assess the attitudes of teacher candidates seeking bilingual certification toward bilingual
education. Descriptive research is utilized to examine specific characteristics of a sample or
population (Gall, Gall, & Borg, 2015), which is also referred as a survey study, to assess
attitudes, opinions, preferences, demographics, practices, and procedures (Gay & Ariansan,
2003). There were no independent or dependent variables due to the descriptive nature of the
study. In addition, as the study was non-experimental in nature, no causal inferences were
drawn.

Subject Selection

The study took place in a south Texas university, hereafter referred to as the University.
At the time of conducting the study, the regional University had an enrollment of over 7,000
students. The University is a Hispanic-serving institution with over 90% of the students being
Hispanic. The University’s academics are organized into five colleges with varying enrollments:
College of Arts and Sciences (3,831 students enrolled), College of Business (1,217 students

enrolled), College of Education (978 students enrolled), College of Nursing and Health Sciences
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(619 students enrolled), and University College (375 students enrolled). The focus of the
University is on developing undergraduate and graduate degrees with a progressive international
agenda for global study and understanding across disciplines.

The accessible population for this study included teacher candidates seeking bilingual
certification in an educator preparation program at the University (n = 100). These individuals
were enrolled in courses in which they were required to observe and teach lessons in a variety of
topics (i.e., reading, mathematics, social studies, and science) in a bilingual classroom setting in
order to complete the required field experience hours. Contact information for the students was
obtained from the University’s College of Education Office of Field and Clinical Experiences.
All were invited to participate. Approval to conduct the study was obtained from the
Institutional Review Board (IRB) at Texas A&M International University (Protocol # 2018-08-
21) and Texas A&M University-Corpus Christi (#115-18), as shown in appendices A and B.

Instrumentation

A 2-part survey guestionnaire, Attitudes Toward Bilingual Education (ATBE), was
developed by the researcher (Appendix C). A systematic review of the literature was used to
create the ATBE.

The first part was designed to collect data on selected characteristics of the participants.
Specifically, they were asked to provide data on gender, age (18 — 24, 25 — 34, 35 — 44, 45+)
ethnicity (White, Hispanic or Latino, Black or African American, Native American or American
Indian, Asian/Pacific Islander, other) , number of semester credit hours in bilingual education,
and hours of field experiences (0 — 20, 21 — 40, 41 — 60, 61 — 80, 81 — 100, 100+). The
participants were also asked to rate their level of proficiency in a second language on a

continuum from 1.00 to 5.00)
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The second part of the ATBE consisted of 13 statements designed to measure the
attitudes toward bilingual education, which were derived from a study by Shin and Krashen
(1996) that had focused on the perceptions of bilingual education by teachers in California. The
purpose of their study was to examine how teachers perceived and understood bilingual
education and how their attitudes could have affected support for bilingual education. The 13
statements were:

If a student is not proficient in English, the child should be in a classroom learning his/her first
language (reading and writing) as part of the school curriculum.

If a student is not proficient in English, the child should be in a classroom learning subject
matter (e.g. math, science, etc.) in his/her first language.

Learning subject matter in the first language helps second language students learn subject
matter better when he/she studies them in English

If a student develops literacy in the first language, it will facilitate the development of reading
and writing in English.

High levels of bilingualism can lead to practical, career related advantages.

High levels of bilingualism can result in higher development of knowledge or mental skills.

It is good for students to maintain their native culture, as well as American culture.
Development of the native language helps develop a sense of biculturalism.

If a student is proficient in both Spanish and English, he/she should be enrolled in a classroom
where the first language is part of the curriculum.

If a student is not proficient in English, the student will do better in school if he/she learnt to
write in his/her language.

A child who can read and write in the first language will be able to learn English faster and
easier (as opposed to a child who cannot read and write in his/her first language).

If a second language learner is in an English only class, he/she will learn English better.
Students must learn English as quickly as possible even if it means the loss of the native

language.
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A 4-point Likert-type scaling was used, 4 = Strongly agree, 3 = Agree, 2 = Disagree, 1= Strongly
disagree.

The researcher’s doctoral dissertation committee examined and approved the content
validity of the ATBE. An online version of the questionnaire was developed by the researcher,
using the Quialtrics software. The ATBE was pilot-tested to examine its utility. Consent to
participate in the study was embedded in the questionnaire.

Data Collection

The quantitative data were collected electronically from November to December, 2018.
An initial email was sent on November 9, 2018, informing the 100 potential participants of the
purpose of the study and providing them with a link to the ATBE. Follow up emails were sent
on November 12, 2018, November 26, 2018, December 3, 2018, and December 10, 2018. Data
collection ended on December 28, 2018. There were 79 respondents, of which, 64 had provided
complete useable data. The overwhelming majority (59, 92.19%) were Hispanic females. The
two (2) White females, one (1) White male, and two (2) Hispanic males were not included in the
analysis of data so that gender and ethnicity could be ruled out as confounding variables by
keeping them constant. The 59 Hispanic females represented the study’s non-probability
sample; thus, limiting the external validity/generalizability of the results to the study’s
participants.

Data Analysis

The data collected from the online survey were formatted into an Excel file and exported
into the Statistical Package for the Social Sciences (SPSS) version 25 (IBM Corp, 2017), which
was utilized for the purpose of data manipulation and analysis. Descriptive statistics, namely,

frequency and percentage distribution tables, measures of central tendency (mean for continuous
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and median for ordinal data), and measures of variability (standard deviation, SD, and semi-
interquartile range, SIQR, for continuous and ordinal data, respectively) were used to summarize
the data. The level of significance was set, a priori, at 0.05.

Cronbach’s Coefficient Alpha (Pedhazur & Schmelkin, 1991) was used to estimate the
reliability (internal consistency) of the scale scores. Specifically, a = [k/k-1] [1-(Zci7ox §], where
k is the number of items on the test, oi%is the variance of item i, and ox1s the total test variance
(sum of the variances plus twice the sum of the co-variances of all possible pairs of its
components, that is, 6x>= X 6i? + 2 Gij).

The Pearson’s product-moment correlation coefficient was used to describe the
magnitude and direction of the bivariate associations (Field, 2018). Pearson’s r ranges from -
1.00 to + 1.00.

One-way Analysis of Variance (ANOVA) was performed to examine group differences,
assuming the following linear model: Xijj= p + a; + &ij (Score = Grand Mean + Treatment Effect +
Error Effect). Levene’s F was used to test the homogeneity of variances assumption. Effect size
was computed by £ = (k-1)F/N, where k = number of groups, F is the F-ratio, and N is the total
sample size, and was described as 0.10 = small effect, 0.25 = medium effect, > 0.40 = large
effect (Cohen, 1988; Field, 2018).

Analysis of the data also included t-test for independent samples, which assumes (1)
normality, (2) homogeneity of variances/equal variances, and (3) independence of observations,
that is, two mutually exclusive groups (Field, 2018). Levene’s F was used to test the homogeneity
of variances assumption. The mean difference effect size, d = [M1 — M2]/Pooled SD, was
computed to examine the importance of the findings and was characterized as 0.20 = small effect,

0.50 = medium effect, and 0.80 = large effect (Cohen, 1988).
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Summary of the Chapter
The non-experimental nature of the study prohibited any causal inferences. The non-
probability nature of the sampling limited the external validity to the study’s participants. The
data were collected electronically, using an online survey instrument. Descriptive and inferential
statistical techniques were used to analyze the data and report the results. Practical significance

of the findings was investigated.
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CHAPTER IV: RESULTS

The purpose of the study was to examine the attitudes of teacher candidates

seeking bilingual certification toward bilingual education. In addition, the study sought
to examine the potential impact of selected demographic characteristics on underlying
bilingual education’s principles. The following research questions guided the study:

1. What are the attitudes of teacher candidates seeking bilingual certification

enrolled in an educator preparation program toward bilingual education?

2. To what extent, if any, are the attitudes of teacher candidates seeking bilingual
certification enrolled in an educator preparation program toward bilingual education affected by
their selected demographic characteristics.

A Profile of the Subjects

The non-probability sample consisted of 59 teacher candidates seeking bilingual
certification in the educator preparation program who agreed to participate in the study
voluntarily. The participants were all Hispanic females, ranging in age in age from 18 to 44
years old, with most falling in the 18 to 24 age range (76.30%). The majority (54.30%) had
completed 0 to 60 hours of field experience, with 21 to 40 hours as the mode (35.60%). Teacher
candidates were asked how many semester credit hours they had completed in bilingual
education. Each course represented three (3) semester credit hours. The mean and standard
deviation were 9.00 and 5.37, respectively. Additionally, the participants reported their level of
proficiency in another language, using a 5-point scaling (1 = not at all, 5 = very fluent), which
was treated as an ordinal variable (Median = 5.00, SIQR = 0.50). Results for categorical

variables are summarized in Table 1.
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Table 1

A Profile of Subjects, Categorical Variables, n = 59

Variable F %
Gender
Female 59 100.00
Ethnicity
Hispanic 59 100.00
Age
18-24 45 76.30
25-34 10 16.90
35-44 4 6.80
Field Experience Hours
0-20 3 5.10
21-40 21 35.60
41-60 8 13.60
61-80 4 6.80
81-100 7 11.90
100 + 16 27.10

Item Level Results

To answer the first research question, the participants were provided with the Attitudes

Toward Bilingual Education survey questionnaire, which consisted of 13 statements regarding

the underlying principles of bilingual education. A 4-point Likert-type scaling (1 = strongly

disagree, 2 = disagree, 3 = agree, and 4 = strongly agree) was used. The frequency and

percentage distributions are summarized in Table 2.
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Table 2

Attitudes Toward Bilingual Education, n =59

Item Response F %
1. If a student is not proficient in Strongly Agree 23 39.00
English, the child should be ina Agree 25 42.40
classroom learning his/her first  Disagree 11 18.60
language (reading and writing)
as part of the school curriculum.

2. If a student is not proficient in Strongly Agree 19 32.20
English, the child should beina Agree 30 50.80
classroom learning subject Disagree 9 15.30
matter (e.g. math, science, etc.)  Strongly 1 1.70
in his/her first language. Disagree

3. Learning subject matter in the Strongly Agree 27 45.80
first language helps second Agree 29 49.20
language students learn subject  Disagree 2 3.40
matter better when he/she Strongly 1 1.70
studies them in English Disagree

4. If a student develops literacy in Strongly Agree 29 49.20
the first language, it will Agree 27 45.80
facilitate the development of Disagree 3 5.10
reading and writing in English

5. High levels of bilingualism can  Strongly Agree 47 79.70
lead to practical, career related  Agree 12 20.30
advantages

6. High levels of bilingualism can  Strongly Agree 46 78.00
result in higher development of  Agree 12 20.30
knowledge or mental skills Disagree 1 1.70

7. It is good for students to Strongly Agree 46 78.00
maintain their native culture, as  Agree 13 22.00
well as American culture

8. Development of the native Strongly Agree 44 74.60
language helps develop a sense ~ Agree 15 25.40

of biculturalism
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Table 2 continued

9.

10.

11.

12.

13.

If a student is proficient in both
Spanish and English, he/she
should be enrolled in a
classroom where the first
language is part of the
curriculum

If a student is not proficient in
English, the student will do
better in school if he/she learnt
to write in his/her language

A child who can read and write
in the first language will be able
to learn English faster and
easier (as opposed to a child
who cannot read and write in
his/her first language)

If a second language learner is
in an English only class, he/she
will learn English better

Students must learn English as
quickly as possible even if it
means the loss of the native
language

The means of the participants’ responses were used to rank the teacher candidates’

Strongly Agree
Agree
Disagree

Strongly Agree
Agree
Disagree

Strongly Agree
Agree
Disagree

Strongly Agree
Agree
Disagree
Strongly
Disagree
Strongly Agree
Agree
Disagree
Strongly
Disagree

26
25

17
33

29
22

13
30
14

20
36

44.10
42.40
13.60

28.80
55.90
15.30

49.20
37.30
13.60

3.40
22.00
50.80
23.70

1.70
3.40
33.90
61.00

attitudinal statements from the highest (strongly agree) to the lowest (strongly disagree). The

“high levels of bilingualism can lead to practical career related advantaged” statement received

the highest agreement. The “students must learn English as quickly as possible even if it means

the loss of the native language” was the only statement that received disagreement. Results are

shown in Table 3.
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Table 3

Ranking of Attitudes of Bilingual Education, n =59

Item M*
High levels of bilingualism can lead to practical, career related advantages. 3.80
It is good for students to maintain their native culture, as well as American culture. 3.78
High levels of bilingualism can result in higher development of knowledge or mental 3.76
skills.

Development of the native language helps develop a sense of biculturalism. 3.75
If a student develops literacy in the first language, it will facilitate the development of 3.44
reading and writing in English.

Learning subject matter in the first language helps second language students learn 3.39
subject matter better when he/she studies them in English.

A child who can read and write in the first language will be able to learn English faster ~ 3.36
and easier (as opposed to a child who cannot read and write in his/her first language).

If a student is proficient in both Spanish and English, he/she should be enrolled in a 3.31
classroom where the first language is part of the curriculum.

If a student is not proficient in English, the child should be in a classroom learning 3.20
his/her first language (reading and writing) as part of the school curriculum.

If a student is not proficient in English, the student will do better in school if he/she 3.14
learnt to write in his/her language

If a student is not proficient in English, the child should be in a classroom learning 3.14
subject matter (e.g. math, science, etc.) in his/her first language.

If a second language learner is in an English only class he/she will learn English better.  2.05
Students must learn English as quickly as possible even if it means the loss of the native 1.46

language.

*4= Strongly Agree, 3= Agree, 2=Disagree, 1= Strongly Disagree

Scale Level Results

The reliability coefficient for the 13-item attitudes toward bilingual education construct,

as computed by Cronbach’s Coefficient Alpha, was 0.79, attesting to the internal consistency of

the scale. The mean of the respondents’ responses was used to compute a scale score, which

ranged from 2.54 to 4.00 (M = 3.20, SD = 0.33), suggesting an agreement with the underlying

principles in bilingual education
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Exploratory Analyses

To answer the study’s second research question, the links between the bilingual education
construct and selected demographic characteristics of the respondents were examined. The
simple associations, as determined by Pearson’s product-moment correlation coefficient,
between attitudes towards bilingual education and (1) semester hours in bilingual education,
r(57) = 0.19, p = 0.15, and (2) proficiency in a foreign language, r(57) = 0.18, p = 0.17, were not
statistically significant.

A one-way Analysis ANOVA was performed to examine differences among the age-
groups based on the scale score for the attitudes towards bilingual education. In spite of unequal
sample sizes, the homogeneity of variances assumption was met, Levene’s F(2, 56) = 0.45, p =
0.64. No statistically significant group differences was found among the 18 — 24 (n =45, M =
3.12,SD=0.33),25-34 (n=10,M=3.12,SD =0.36,and 35-44 (n=4, M =3.17, SD = 0.31)
age-groups, F(2, 56) =0.32, p = 0.73. The effect size was 0.10, indicating a small effect.

For the purpose of the analysis, field experience in bilingual education was dichotomized
into (1) 0 — 60 or (2) 61 — 100+ hours. A t-test for independent samples was performed. The
homogeneity of variances assumption was met, Levene’s F = 0.50, p = 0.48. The group
differences were statistically significant, t(57) = 2.31, p < 0.05, which showed those who had 61
to 100+ hours of field experience (n = 27, M = 3.30, SD = 0.33) were in agreement with
underlying principles of bilingual education more than did those what had received zero to 60
hours of field experience (n =32, M = 3.11, SD = 0.31). The mean difference effect size, as

computed by Cohen’s d, was 0.61, indicating a medium effect.
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Summary of the Chapter
The results showed that teacher candidates seeking bilingual certification, regardless of
age, semester credit hours in bilingual education, and proficiency in another language were in
agreement with underlying principles in bilingual education. This agreement was more
pronounced among those who had completed more than 60 hours of field experiences, compared

to those whose hours of field experience was less than 60 hours.
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CHAPTER V: SUMMARY, CONCLUSION AND DISCUSSION

This chapter summarizes the findings of the study regarding the attitudes of teacher
candidates seeking bilingual certification enrolled in an educator preparation program toward
bilingual education. Conclusions based on the data obtained from the previous chapter follows.
Implications for practice and recommendations for further research, are then presented in the
discussion.

Summary of the Results

The purpose of the study was to answer the questions 1) what are the attitudes of teacher
candidates seeking bilingual certification enrolled in an educator preparation program toward
bilingual education? and 2) To what extent, if any, are the attitudes of teacher candidates seeking
bilingual certification enrolled in an educator preparation program toward bilingual education
affected by their selected demographic characteristics? A 2-part survey questionnaire, Attitudes
Toward Bilingual Education (ATBE), was developed by the researcher. The internal consistency
and content validity of the instrument was established. A total of 59 teacher candidates enrolled
in an educator preparation program seeking bilingual certification participated in the study. All
participants were Hispanic and female ranging in age from 18 to 44 years with most falling in the
18 to 24 age range. Teacher candidates completing the survey also reported the hours of field
experience completed (0-60 or 61-100+ hours). In addition, most had completed a minimum of
9 semester credit hours of coursework in bilingual education and reported fluency in another
language.

The results showed that teacher candidates enrolled in an educator preparation program
seeking bilingual certification, regardless of demographic characteristics (i.e., age, semester

credit hours, field experience hours, and proficiency in another language) reported positive
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attitudes toward bilingual education based on the theories of second language acquisition. The
teacher candidates showed agreement with all but one of the statements in the ATBE
questionnaire. The only statement that showed disagreement was “students must learn English
as quickly as possible even if it means the loss of the native language”. The mean of the
participants responses were used to compute a scale score, which ranged from 2.54 to 4.00 (M =
3.20, SD =0.33).

The study’s second question was addressed via exploratory analyses, examining the links
between the bilingual education construct and the selected participant demographic
characteristics. No statistical significance was noted with regards to semester credit hours in
bilingual education (p = 0.15) or language proficiency (p = 0.17) in another language affecting
teacher candidate attitudes toward bilingual education. No statistically significant group
differences were found among the 18 — 24 (n =45, M =3.12,SD =0.33),25-34 (n=10,M =
3.12,SD =0.36,and 3544 (n=4, M = 3.17, SD = 0.31) age-groups, F(2, 56) = 0.32, p =0.73.
Finally, the hours of field experience group differences were statistically significant, t(57) =
2.31, p < 0.05, which showed those who had 61 to 100+ hours of field experience (n =27, M =
3.30, SD = 0.33) were in agreement with underlying principles of bilingual education more than
did those what had received zero to sixty hours of field experience (n =32, M =3.11, SD = 0.31).
Due to the non-experimental nature of the study, no causal inferences were drawn and the
external validity was limited to the participants of this study due to the non-probability nature of
the sampling.

Conclusions
The study did not test any bilingual education theories. However, the survey statements

were derived from theories of language acquisition, specifically, the theories developed by Jim
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Cummins and Stephen Krashen. For example, in item three “learning subject matter in the first
language helps students learn subject matter better when taught in English,” Krashen’s theory of
comprehensible input is evident. Cummins’s theory of second language acquisition which
includes transferability is evident in item four “literacy transfers across languages”.

The researcher postulated that attitudes of teacher candidates toward bilingual education
would vary based on their demographics, language proficiency in a second language, hours in
bilingual education and hours in field experiences. Participants agreed that native language helps
second language students when learning subject matter in English. They also agreed that literacy
transfers across language and recognize the importance of developing the first language. The
results of the study indicated that all teacher candidates were in favor of bilingual education and
its underlying principles of language acquisition regardless of age, language proficiency in
another language, bilingual coursework or time spent in the field. It was noted that agreement
was more evident for those individuals who spent more time in the field.

Discussion

The number of English language learners in need of bilingual instruction continues to
increase along with the need for educators prepared to meet their needs. Educator preparation
programs have the responsibility to ensure that teacher candidates are ready to provide
instruction in bilingual settings and able to connect theory and practice. Smolen, Colville-Hall,
Liang, and MacDonald (2005) challenged educator preparation programs to develop programs
with a commitment to equitable education.

The study was grounded on the theories of language acquisition as developed by
Cummins and Krashen. In order to implement bilingual education effectively for second

language learners, it is important to understand the underlying principles of second language
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acquisition. According to Krashen (1987), “language acquisition does not require extensive use
of conscious grammatical rules and does not require tedious drill” (p. 6-7). To facilitate the
language acquisition process in students, the language principles must be considered. An
understanding that language is fluid and varies in level of proficiency and purpose is important to
determine communicative competence. A student must know what language is appropriate and
in what setting, social or academic. When a student is developing the second language, the use
of language in contextual setting will likely be more in everyday situations that require the use of
basic interpersonal communication skills. Basic Interpersonal Communicative Skills (BICS) are
the language skills that are necessary for successful communication in everyday situations. This
process happens relatively quickly depending on the student’s prior knowledge and experiences
as well as their personality and motivation, which may take longer for a student who is shy or
comes from a conservative culture; on average, it takes two to three years to develop (Walter,
2004). These language skills may lead observers to believe that the student is proficient, when in
fact they are lacking the cognitive academic language that is necessary to succeed in the
academic setting.

In the academic setting, the need of English language learners is the development of
cognitive academic language proficiency. Cognitive Academic Language Proficiency (CALP)
occurs through direct instruction of language structures and skills in the classroom setting
(Walter, 2004). The academic learning differs in that it is more than vocabulary that needs to be
learned it is content knowledge and the rules of the language as well. Thus, language learning
takes longer to achieve. According to Thomas and Collier (2002), the average time is five to
seven years. Throughout this time, whether developing BICS or CALP, meeting the needs of

English language learners also includes understanding the stages of language acquisition.
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Bilingual programs have the potential to promote bilingualism, biliteracy, and pluralism
in minority and majority group students who study together in two languages (McCollum, 1999).
The varying models of bilingual education offer English learners the opportunity to acquire a
second language while potentially maintaining their native language. Transitional, Dual and
Heritage programs support the use of a student’s home language in the academic setting while
the student gains proficiency in English. Educators of English learners gain knowledge and
expertise from educator preparation programs who emphasize bilingualism.

In addition to preparing teacher candidates to provide instruction in these diverse settings,
educator preparation programs should consider the attitudes associated with bilingual education.
Researchers have found that teacher attitudes play an important role in promoting academic
achievement and these beliefs are the basis for classroom environment conducive to learning
(Mathes & Torgeson, 2000; Archambault, Jonosz, & Chouinard, 2012). Studies on teacher
attitudes toward bilingual education indicate that teachers with more formal training have more
positive attitudes than those with less formal training (Byrnes, Kiger & Manning, 1997; Flores,
Keehn, & Perez, 2002; Garcia-Nevarez, Stafford, and Arias, 2005; Krashen, 1996). In addition,
Garcia-Nevarez, Stafford, and Arias (2005) found that teachers with frequent contact with
English learners had positive attitudes toward the use of native language for instruction such as
that provided by bilingual education.

One of the challenges faced by educator preparation programs is preparing teachers to
work with diverse populations including English learners in bilingual settings. Unless an
individual is seeking a specialization such as bilingual certification, issues of diversity and
curricula have been separated from the rest of educator preparation (Cochran-Smith & Zeichner,

2005). The history of teacher education and current reform efforts have all been focused on
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improving the quality of teaching and learning. In addition to content knowledge and pedagogy,
strategies to understand diverse students such as language learners should be included in
educator preparation programs. As stated by Darling-Hammond (2000), “Developing the ability
to see beyond one’s own perspective, to put oneself in the shoes of the learner and to understand
the meaning of that experiences in terms of learning, is perhaps the most important role of
universities in the preparation of teachers” (p. 170).

Research cited in the review of literature of this study has identified that field experiences
are an important part of educator preparation. Field experiences provided in the form of tutoring,
community-based or classroom settings extend the preparation of teachers outside university
settings where they can apply learned pedagogy and content knowledge. Experiences with
language learners in the classroom setting for teacher candidates seeking bilingual certification is
an important component of educator preparation. The match between the field experience
placement and the area of certification in terms of types of students (English learners) appears to
be associated with stronger teaching (Koerner, Rust, & Baumgartner, 2002). Educator
preparation programs should strive to support teacher candidates’ as they learn and implement
pedagogy in settings with second language learners.

Implications

Although the number of participants in this study was limited to one location and
response rates were small, the study contributes to the ongoing research on teacher preparation,
specifically, preparation of those seeking bilingual certification. The Attitudes Toward Bilingual
Education (ATBE) survey, grounded on theories of second language acquisition, provides data
with the potential to inform educator preparation program reform. Researchers have

acknowledged the ability to identify and apply linguistic knowledge and cultural background as
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important to delivering effective instructional practices for English learners (Katz, 2000; Torok
& Aguilar, 2000; Ladson-Billings, 1995). The results of the study suggest that educator
preparation programs have the potential to impact attitudes by implementing field experiences to
include activities in which teacher candidates can develop instructional strategies based on
second language acquisition processes.

This research suggests that female Hispanic educators have favorable perceptions of
bilingual education that are enhanced by participating in field experiences. As the group in this
study demonstrated attitudes about bilingual education can be influenced by time spent in the
classroom setting via field experiences. According to Sleeter (2008), field experiences have the
potential to encourage teacher candidates to learn about their student’s interests, abilities and
strengths.

Teacher candidates should be presented with opportunities to examine their attitudes and
broaden their perspectives through working with English learners. The major contribution of this
study is that it provides data on teacher candidates who are of the same minority group as the
students they are working with. In a review of the literature by Cochran-Smith & Zeichner
(2005), on preparing teachers for diverse populations (including English learners), one hundred
and one studies spanning over twenty years showed that little research has been conducted
related to minority teacher candidates.

Delimitations

The study was delimited to the one university due to the accessibility of the site. The
study was delimited to teacher candidates seeking bilingual certification because they were
enrolled in an educator preparation program requiring the completion of coursework and field

experiences in bilingual education. All bilingual certification seeking students in the educator
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preparation program were invited to participate, however not all did. This study occurred during
one semester. If it had been over a longer period, there may have been more participants.
Because the participants were predominantly Hispanic females, the study was delimited by
gender and ethnicity.
Limitations

Due to the non-probability sampling, external validity was limited to participants
completing the survey. No causal inferences were drawn due to the non-experimental nature of
the study. It is assumed that the participants answered the survey honestly.
Recommendations for Further Research

The sampling limited the external validity to the study’s participants. Therefore, it is
recommended that the study be replicated in other university-based educator preparation
programs with teacher candidates seeking bilingual certification. It is worth noting that all
participants in this study were Hispanic females. Studies to identify the attitudes of non-
Hispanic teacher candidates as well as male teacher candidates seeking bilingual certification are
recommended. In addition, a mixed methods study with a qualitative component of open-ended
questions related to attitudes toward bilingual education would provide additional data that is
unobtainable via survey format. It is recommended that a longitudinal study be conducted to
examine the types of field experiences that are provided to teacher candidates seeking bilingual
certification. Additionally, observation of the teacher candidates seeking bilingual certification
during field experiences in bilingual classroom settings is suggested. Finally, replication of the
study to include teacher candidates and the cooperating teacher to whom they are assigned to
during field experiences would provide additional insight into bilingual education and educator

preparation programs.
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Final Remarks

My interest in bilingual education and attitudes toward bilingual education stem from my
previous experience as a classroom teacher. As a bilingual teacher, who did not follow the
traditional undergraduate path to certification, | was unprepared to meet the needs of second
language learners in my classroom and was influenced by the prevalent “they need to learn
English not Spanish” comments from colleagues and school administrators. The students I was
teaching were struggling. They were bright energetic and eager to learn, but something was
holding them back, namely their language. The complexities of teaching the varying language
proficiency levels motivated me to seek a graduate degree in bilingual education. The
knowledge and skills obtained through the completion of that degree afforded me the opportunity
to work with classroom teachers at the district level in bilingual education for many years and led
me to my current position working with teacher candidates in all areas of certification.

| feel that | can make a difference in education by guiding teacher candidates. This love
of learning has brought me to completion of a doctoral degree in curriculum and instruction.
The more | learn, the more | am able to improve the education of others. People often ask me,
“why do you keep going to school, aren’t you done yet”. My answer to this is usually “I’'m
never done”. I firmly believe that to be an effective educator, one must always take the
opportunity to learn both formally and informally. | have often told people that | believe | have
literally been a student all my life and will continue to be one for the rest of it. Haven’t we all?
We begin learning the moment we enter this world, getting to know our environment. We begin
teaching the minute we enter this world as well, teaching others at the very basic level about
ourselves. We are constantly teaching and learning. This conviction has guided my perspectives

regarding education and the value of learning.
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APPENDIX A

N

g

OFFICE OF RESEARCH COMPLIANCE

\‘\‘& TEXA_S A&M UNI V ERSITY Division of Research, Commercialization and Outreach
6300 OCEAN DRIVE, UNIT 5844
\\\\\ CORP [ ]S CHRISTI CoRPUS CHRISTI, TEXAS 78412
/k O 361.825.2497
Human Subjects Protection Program Institutional ReviewBoard
DATE: October 29, 2018
TO: Dr. Bethanie Pletcher, Faculty

College of Education and Human Development

CC: Mayra Pena, Graduate Student
College of Education and Human Development

Dr. Frank Lucido, Faculty
College of Education and Human Development

Dr. Guang Zeng, Faculty
College of Education and Human Development

FROM: Office of Research Compliance

SUBJECT: Request to Rely

On October 29, 2018, Texas A&M University-Corpus Christi (TAMU-CC) Office of
Research Compliance has reviewed and approved the Request to Rely on a Single IRB
(sIRB) for the following:

Date of Request to Rely: | October 18, 2018
Pl Name: | Dr. Bethanie Pletcher
Local IRB #: | 115-18
Protocol #: | 2018-08-21 (TAMIU)
Sponsor: | None
Study Title: | Attitudes of Teacher Candidates Seeking Bilingual
Certification Toward Bilingual Education
External IRB: | Texas A&M International University

The following TAMU-CC investigators have been reviewed and TAMU-CC confirms
compliance with local policies.

Investigator Name Training Confirmed Conflict of Interest Compliance
Dr. Bethanie Pletcher | 10/18/2018 No Conflict of Interest
Mayra Pena 10/18/2018 No Conflict of Interest
Dr. Guang Zeng 10/18/2018 No Conflict of Interest
Dr. Frank Lucido 10/29/2018 No Conflict of Interest
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Action required:
e We have confirmed you have received IRB approval from Texas A&M International
University (2018-08-21).
e Provide a copy of this letter as indication of local institutional sign-off to
Texas A&M International University.

Reminder of Responsibilities: You will be responsible for submitting amendments,
continuing reviews, and unanticipated problems to Texas A&M International University in
accordance with their policies.

You are also required to report to TAMU-CC Office of Research Compliance the following:
e Submit TAMU-CC personnel changes to verify compliance with training and conflict of
interest policies.

e Report:
o Suspension, termination or other restriction imposed by the Single IRB.
o Complaints from human subjects enrolled at TAMU-CC.
o Serious or continuing non-compliance that has occurred atTAMU-CC.
o Reported findings for TAMU-CC to the sponsor, Office of Human Research

Protections (OHRP) or Food and Drug Administration (FDA).

Please do not hesitate to contact the Office of Research Compliance with any questions at irb
@tamucc.edu or 361-825-2892.

Respectfully,

Anissa Ybarra, Ed.D.
Research Compliance Coordinator
Division of Research, Commercialization and Outreach
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APPENDIX B

TEXASA&M INTERNATIONAL

UNIVERSITY
A Member of the Texas A&M University System

August 28, 2018

To: Mayra Pena

From: Institutional Review Board — IRB

Protocol #: 2018- 08-21

Protocol Title: Attitudes of Teacher Candidates Toward Bilingual Education

The Texas A&M International University IRB has reviewed the protocol referenced above and it
was determined to be exempt from IRB review. No prisoners are involved in the study and the Basis
for Exemption is:

45 CFR 46.101(b)(2) Research involving the use of educational tests (cognitive,
diagnostic, aptitude, achievement), survey procedures, interview procedures, or
observation of public behavior, unless : (a) information obtained is recorded in such a
manner that human subjects can be identified, directly or through identifiers linked to
the subjects; and (b) any disclosure of the human subject s' responses outside the rese
arch could reasonably place the subjects at risk of criminal or civil liability or be
damaging to the subjects' financial standing, employability, or reputation. For children
see below.

Prior to making any changes to the protocol or any of the reviewed documents (consent form,
survey etc.), a revised protocol and/or revised documents must be submitted for IRB review, as
proposed changes may prevent the research from qualifying for exemptstatus.

Concerning document retention: human research documents must be retained for a minimum of
3 years after completion of the study. For many journals it is three years after publication date.
Please check with the journal/funding agency that you submit to regarding their specific rules.

Concerning human research training, please make sure that you complete the required training,
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and retain documentation of that training. For more information see http://www.tamiu.edu /irb/
and click on training. Please also review the attached letter concerning documentation of human
research.

Concerning complaints and/or adverse or unexpected events - these must be reported promptly
to the IRB Chair (Dr. Jennifer Coronado irb@tamiu.edu) .

The project must be formally closed using the completion form when project is completed or if
you are leaving the university.

As always if there are any questions regarding human research please let us know and we will do our
best to assist you.

Sincerely,
Jennifer Coronado, PhD

IRB Chair - TAMIU
Dean Graduate School

irb@tamiu.edu // 326.30.60
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APPENDIX C
Introduction:

The following survey was created to assess attitudes toward bilingual education of
teacher candidates seeking bilingual certification. All responses will be kept in strict
confidence. Names of respondents are not solicited and will not be identifiable.

Survey

Directions: Please answer the following questions.

Profile
Gender: _ Male _ Female
Age: . 18-24 2534 3544 45+
Ethnicity
____White

__Hispanic or Latino

____Black or African American
____Native American or American Indian
____Asian/ Pacific Islander

____ Other

Semester Credit Hours (SCH) in bilingual education
___ 0 SCH (no courses)
__3 SCH (one course)
__ 6 SCH (two courses)
___ 9 SCH (three courses)
_ 12 SCH (four courses)
__ 13+ SCH (more than four courses)

Field Experience Hours
__0-20
_20-40
_ 41-60
__ 61-80
__81-100
__ 100+
Proficient in another language (1= not at all, 5 very fluent)

1 2 3 4 S)
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Attitudes Toward Bilingual Education
Directions: Please indicate whether you Strongly agree (4), Agree (3), Disagree (2), or Strongly
disagree (1) with each of the following statements.

1. If astudent is not proficient in English, the child should be in a classroom learning
his/her first language (reading and writing) as part of the school curriculum.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

2. If astudent is not proficient in English, the child should be in a classroom learning
subject matter (e.g. math, science, etc.) in his/her first language.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

3. Learning subject matter in the first language helps second language students learn
subject matter better when he/she studies them in English.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

4. If a student develops literacy in the first language, it will facilitate the development of
reading and writing in English.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

o

High levels of bilingualism can lead to practical, career related advantages.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

6. High levels of bilingualism can result in higher development of knowledge or mental
skills.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

7. Itis good for students to maintain their native culture, as well as American culture.
| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |
8. Development of the native language helps develop a sense of biculturalism.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |
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9. If astudent is proficient in both Spanish and English, he/she should be enrolled in a
classroom where the first language is part of the curriculum.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

10. If a student is not proficient in English, the student will do better in school if he/she
learnt to write in his/her language.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

11. A child who can read and write in the first language will be able to learn English faster
and easier (as opposed to a child who cannot read and write in his/her first language).

| (4) Strongly Agree |  (3) Agree | (2) Disagree | (1) Strongly Disagree |

12. If a second language learner is in an English only class, he/she will learn English better.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |

13. Students must learn English as quickly as possible even if it means the loss of the native
language.

| (4) Strongly Agree | (3) Agree | (2) Disagree | (1) Strongly Disagree |
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