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Introduction

In our “nation of immigrants,” it is not unusual for American children to grow up speaking a language other than English.  Based on U.S. Census and National Center for Education Statistics data, estimates of the number of children ages 5 to 17 who speak a language other than English at home grew from almost 10 million in 2004 (Alanís & Rodríguez, 2008, p. 306) to 11.8 million in 2010 (Annie E. Casey Foundation, 2011).  With about 54.8 million students enrolled in elementary and secondary schools in those years (NCES, 2011), this equates to almost 22% of our total K-12 school population.  

While the US does not have an official national language, as some other countries do, there is a widely-recognized practical need for American students to become proficient in English, in order to function effectively in school and in society.  With the globalization of economic and other aspects of life, there is also a growing recognition of the value of proficiency—being able to speak, read, write, and listen—in more than one language.  Whether based on a “deficit” model, intended to bring minority-language speakers up to speed in the dominant language of English, or an “additive” model, intended to expand the abilities of English-speaking and other students beyond the limits of monolingualism, language-immersion education, which began in the 1960s, continues to expand across the U.S. (Christian, 2011b; Palmer, 2007).  

U.S. Department of Education data suggests that in 2007-2008, about 3.1% (or 2800) of the 90,760 schools nationwide offered some sort of “immersion in a foreign language” program (NCES, 2009).  The Center for Applied Linguistics (2011) lists 412 schools in 31 states that feature a “two-way immersion” program.  In the vast majority of these, Spanish is the “target,” or non-English, language, but Chinese, French, Korean, and Japanese are also represented.  Hinoki International School—at which my daughter attends kindergarten and for which I currently serve as Board Secretary—is one of only 4 dual-immersion schools in the US at which Japanese is the target language (see Center for Applied Linguistics, 2011). 

Founded in 2010, with just a single class of 13 kindergarten students and 2 teachers, Hinoki has grown to include 34 students in grades K-1 with 4 teachers, and expects to grow to around 90 students in grades K-2, with 7 teachers, in 2012-2013 (Hinoki International School, 2012).  In addition to the many challenges faced by any new public charter school, Hinoki is faced with the particular challenge of recruiting, training, and supporting effective teachers for its Japanese-English dual-immersion curriculum.  Gaining insights from research about how best to do this is the focus of this paper.    
Part 1:  Curricular Issue:  Professional Development for Hinoki’s Dual-Immersion Teachers


Hinoki International School was founded by an international couple, an American secondary school English/math teacher and a Japanese kindergarten teacher, who have raised their three children (primarily in Wayne County, Michigan) to be bilingual.  In my interactions with this bilingual family, the American father seems most comfortable in his native English (but also communicates in Japanese), the mother most comfortable in her native Japanese (but also communicates in English), and the children seem equally comfortable in Japanese and English.  

While neither of these educators has a background in linguistics or language pedagogy, their extensive research in the planning stages, and partnership with experts at a local university, has resulted in a school design strongly aligned with the recommendations of dual-immersion education research.  For example, the school has adopted an additive two-way immersion model, in which native-speakers of each language teach each grade-level in teams, with a guideline of 50% of instructional time each week spent using each of the languages in “monolingual lesson delivery” (Howard, Sugarman, Christian, Lindholm-Leary, & Rogers, 2007, p. 17; see also (Alanís & Rodríguez, 2008; Christian, 2011b; and Lindholm-Leary, 2004/2005).  The school’s event-based curriculum—emphasizing holidays and other celebrations—is “thematically integrated” and supports “multicultural competence,” which research suggests are associated with successful dual-immersion programs (Howard et al., 2007, p. 10).  Hinoki’s recruitment and retention efforts are also designed to support the goal of roughly equal numbers of students from each language background, and at least 4-6 years of student participation in order to achieve bilingual proficiency (see Christian, 2011b).  
Limited budgets and personnel for effective teacher professional development (TPD) at Hinoki International were augmented by a three-year federal/state implementation grant, through which Hinoki’s teachers received high-quality, subject-area-specific, customized TPD from the 22 members of an Academic Advisory Committee chaired by the key university researcher.  The formal grant relationship ended in March 2012, but the key researcher plans to continue to mentor and work with our teachers, and she hopes to persuade at least some of the other committee members to do likewise, on a volunteer basis (Hinoki International School Board, 2012).    
Indeed, due to the limited number of dual-immersion language teachers and settings, some research suggests that much of these teachers’ learning is necessarily on-the-job training, so their ability and opportunity to collaborate and engage in lifelong learning is key to success (Met & Lorenz, 2011).  With Japanese-English dual-immersion being even more rare, and a structural expectation that teachers be able to work effectively in teams, this may be especially true in the situation of a school such as Hinoki.  
Therefore, regardless of the extent to which Hinoki retains access to at least some of the TPD resources it enjoyed up to this year, the following questions remain:  
· When hiring, how can Hinoki best select teachers likely to collaborate effectively and function as lifelong learners? 

· Given an existing crew of 3 teachers returning next year, and a budget constrained to a maximum of 1.5 teachers per class, how can Hinoki best set up effective team-teaching assignments for next year (4 classes in 3 grade levels)? 

· How can Hinoki best provide effective professional development, for both the half of the staff who experienced the university-sponsored TPD for the past 1-2 years, and the brand-new teachers? 

Part 2:  Research:  Possible Approaches to Professional Development for Hinoki’s Dual-Immersion Teachers
Before selecting an approach to teacher professional development (TPD) for a particular school, it is important to understand what that school seeks to accomplish through its teaching and teachers, since “effective programs tend to align the professional development needs of faculty to the goals and strategies of the instructional program” (Howard et al., 2007, p. 19).  Just as for other types of education programs, the quality and long-term viability of a language immersion program depends on its teachers (Met & Lorenz, 2011).  However, in addition to the “high levels of knowledge relating to the subject matter, curriculum and technology, instructional strategies, and assessment” expected of teachers in general, dual-immersion teachers must possess additional “characteristics [that] are important to consider in recruitment and professional development” (Howard et al., 2007, p. 18).  
These additional characteristics include:  native- or near-native proficiency in the language they teach and in the “partner language” (particularly at the beginning levels, to understand student questions, etc.); effective classroom management skills; and “training with respect to the [chosen] language education model and appropriate instructional strategies” (Howard et al., 2007, p. 18-19); as well as an understanding of theory and research on second language acquisition and multi-language literacy development; the ability to teach “social and academic language;” and the ability to prepare, adapt, and contextualize materials for individual learners’ needs (Met & Lorenz, 2011, p. 81-82).
 In addition to these teacher characteristics, skills, and needs, the overall “goals and strategies of the instructional program” (Howard et al., 2007, p. 19) must also be taken into consideration.  Christian (2011a) identifies three key considerations in policy and planning for language-immersion programs, and two-way immersion programs in particular:  1) articulation of grade levels (K-12 and beyond); 2) implementing appropriate assessments; and 3) ensuring the parent/family involvement and support crucial to success.  These align closely with the four factors identified by Alanís & Rodríguez (2008) as contributing to the success of a particular dual-immersion program they studied:  1) qualified bilingual teachers; 2) pedagogical equity in terms of languages, language-speakers, and subject matters; 3) active home/school collaboration; and 4) effective and distributed leadership.  
The list is further expanded in Lindholm-Leary’s (2004/2005) research about factors that positively influence the achievement of “linguistically diverse students in bilingual programs:” 1) a supportive school environment; 2) meaningful and challenging curriculum; 3) developmentally well-sequenced program planning; 4) truly bilingual assessment and accountability; 5) high-quality teachers familiar with bilingual education; and 6) inclusive, effective family involvement (Lindholm-Leary, 2004/2005, p. 57-58).  Clearly, TPD in a dual-immersion school has implications not only for curriculum, instruction, and assessment, but also for home/school communication and involvement, and the entire school environment or school culture.  For a dual-immersion school like Hinoki to be successful, it is difficult to imagine a component more important than effective TPD.  
Of course, as Christian (2011a) acknowledges, the “biggest challenges for innovative language programs...lie in reconciling theoretical, or research-based, principles with local conditions in real schools” (p. 6).  At Hinoki, limited resources have so far relegated responsibility for the recruitment and continuing professional development of effective teachers to the founder, who functions as the Lead Administrator, and the university-based Academic Advisory Committee, resulting in a rather “top-down” or at least “outside-in” approach.  However, increased enrollment next year will mean increased revenues, along with a larger teaching staff, which may bring with it increased needs for TPD, but also possibly different talents and experiences that could support a different model for TPD at Hinoki.  
The model that Hinoki’s Lead Administrator has envisioned as being potentially useful is one that comes from a “distributed leadership” approach (see Alanís & Rodríguez, 2008), in which a “lead teacher” both provides support for, and facilitates the growth of, his/her peers at the school (see Met & Lorenz, 2011).  This type of “bottom-up” approach aligns in many ways with the Professional Learning Communities (PLCs) approach to curriculum, instruction, and professional development, in which teachers observe each other’s teaching and provide each other with feedback to improve their practice.  According to the Mid-continent Research for Education and Learning Center, three key components of the PLC approach are:  1) shared vision about teaching-learning expectations; 2) shared leadership & decision-making; and 3) shared practice & collective inquiry (McREL, 2003).  This practical, low-cost approach fits well with the Japanese concept of “kaizen,” or continuous improvement, made famous in the 1980s by Japanese transplant companies in the U.S. (McREL, 2003, p. 4).        
Of course, there are advantages and disadvantages to both the more “top-down” approach that relies on external experts and the more “bottom-up” lead-teacher approach that relies on internal experts, particularly in the case of a small, new, Japanese-English immersion charter school such as Hinoki International.  The primary advantages to the transmission-oriented, top-down model include access to high levels of authoritative expertise in each subject area, opportunity to impart the new knowledge necessary to beginning teachers unfamiliar with dual-immersion, and the relative ease of scheduling a series of visits by outsiders to observe classroom practice and/or offer training.  The primary disadvantages of such an approach include comparatively high costs (particularly without grant monies) to sustain access to this rather large collection of college-level experts, and the possible development of a reliance on “outside” expertise (about how to do things “The Right Way”) over internal expertise grounded in daily practice and attuned to the specific conditions of the school (“our way”).    
In contrast, the primary disadvantages of an approach emphasizing internal expertise, of lead teachers and the other teachers, include the limitations of any given K-12 educator’s level of expertise in the numerous subject-areas taught at the elementary level, and the challenges involved in scheduling time (such as “common planning periods,” McREL, 2003, p.2) for teachers to plan, observe, and debrief together about each other’s lessons—ideally outside of regular instructional time.  At Hinoki, the use of team-teaching can help alleviate scheduling difficulties, at least for cross-grade-level pairs of teachers, but there is the additional difficulty of limited target-language proficiency among teachers, possibly limiting the amount of complex, nuanced, technical feedback they can comfortably provide each other.  Also, the current set of teachers at Hinoki has a relatively shallow base of two to five years’ teaching experience, with the most “veteran” having the lowest levels of target-language proficiency, probably limiting their potential effectiveness as lead teachers outside their native language.  

The primary advantages of a more collaborative, “bottom-up” approach to TPD include relatively low costs (no need to transport, house, feed, or give an honorarium to an internal expert), enhanced flexibility and immediacy (of feedback, access, follow-up, scheduling, and so on), and promotion of teacher professionalism and team-building within the school.  In fact, when implemented correctly, approaches to TPD that emphasize shared practice and collective inquiry can actually foster trust and “supportive relationships” among educators (McREL, 2003, p. 2), as well as improve student “engagement” and academic performance, and foster school improvement (McREL, 2003, p. 4).  
In fact, many of the factors that researchers associate with successful language immersion programs mirror characteristics of successful school-based TPD efforts.  Dual-immersion education researchers identify a need for “faculty cohesion and collaboration” (Lindholm-Leary, 2004/2005, p. 57) and a “positive school environment” (Howard et al., 2007, p. 24) in order for students and teachers to thrive; these are logical by-products of empowered teachers sharing teaching practice, inquiry efforts, and decision-making, as in the PLC model (McREL, 2003).  Similarly, it seems that the articulation among grade levels  (Christian, 2011a) and developmentally well-sequenced program planning (Lindholm-Leary, 2004/2005) necessary to effective dual-immersion education would be almost a natural extension of in-house teacher collaboration.  Finally, classroom teachers, who interact with students’ families on a regular basis, seem better-equipped than external experts to foster the “active parent-home collaboration” (Alanís & Rodríguez, 2008, p. 306), “inclusive, effective family involvement” (Lindholm-Leary, 2004/2005, p. 57), or “parent and community support and involvement” (Christian, 2011a, p. 9) in school that is considered crucial to success.   

Part 3:  Recommendation:  Professional Development for Hinoki’s Dual-Immersion Teachers

Despite the significant challenges involved in moving a small, relatively inexperienced teaching staff, with varied target-language proficiency, toward a more collaborative, “in-house expert” model of TPD, the potential benefits are so compelling that I would recommend that Hinoki International School embrace an approach based on the principles of continuous improvement and collaboration emphasized in Professional Learning Communities.  As the school continues to grow, so will the TPD needs of its teachers, in number and complexity.  Periodic, external help will likely be insufficient to meet those needs, particularly given our budgetary constraints.

  Of the three teachers continuing on next year, at least two could be chosen to serve as lead teachers, by grade level and/or language.  Despite any limitations of subject-matter expertise or language proficiency, these lead-teachers could be responsible for helping their four new colleagues to acclimate to Hinoki’s team-teaching instruction in a two-way immersion Japanese-English curriculum.  Even if the current teachers do not see themselves as “experts,” they are indeed experts in how curriculum and instruction has been carried out for the past two years at Hinoki.  The teaching staff and Lead Administrator will need to work together to determine whether and how the weekly staff meetings, which focus largely on procedural and scheduling matters, might overlap with, or be supplanted by, staff meetings facilitated by lead teachers and focused primarily on TPD, shared inquiry and collaboration toward improved teaching practice.

Ideally, to foster the intended “culture of collaboration” from the beginning, current teachers should be involved in the selection process for the new teachers (see Met & Lorenz, 2011).  This should not only empower the teachers and get them involved in decision-making, but it should also have the practical effect of identifying those candidates who would likely work well within the existing team.  Ideas about possible team-teaching pairings could begin as early as these search-committee interviews.  Ideally, current and new teachers would be included in a process—perhaps as early as August 2012, as part of Hinoki’s ongoing School Improvement Plan efforts—to determine how scheduling could be arranged to foster observations of each other’s teaching and follow-up discussions about it.  

Of course, embracing a more collaborative, “bottom-up” approach to TPD would not necessarily exclude or eliminate the continued involvement of content-area experts from the Academic Advisory Committee.  In fact, it might be interesting and instructive for both the elementary and college-level educators to take part in discussions about the same issues, questions, and/or observations.  Inclusion of bilingual college-level experts in Hinoki’s TPD might even help facilitate sharing across Japanese- and English-speaking lines.  

In fact, if the four new teachers expected to join Hinoki this fall have limited familiarity with dual-immersion education, it may be entirely appropriate, even necessary, to make use of a certain amount of transmission-type TPD from external experts.  This type of “top-down” training is well-suited to introducing brand-new teaching concepts and strategies, compared to the more collaborative, feedback-sharing “bottom-up” model, which assumes a certain level of basic knowledge, skills, and confidence enough to share one’s practice and ideas with colleagues.  From a practical standpoint, it might be best to begin the 2012-2013 school year with a significant amount of TPD being facilitated by outside experts, and then gradually working toward more and more of a teacher-facilitated “internal expert” model, as the teaching staff becomes more comfortable and proficient in their dual-immersion roles.        
 
Part 4:  Reflection:  Professional Development for Hinoki’s Dual-Immersion Teachers
As an educational leader, I have found this research project about dual-language-immersion education and teacher professional development (TPD) extremely gratifying.  Not only have I been able to apply my knowledge about TPD to an actual situation very close and important to me, but I have also learned a great deal about dual-immersion education, a topic I had not previously explored in any depth, even though I had served as a foreign language teacher and teacher educator for several years.  
Perhaps the most gratifying discovery was that, in virtually every area, our school’s founders have followed the recommendations of recent research.  It brought me to the realization that Hinoki International School is using a curricular, instructional, and organizational structure well-aligned with what the experts in dual-immersion recommend.  This gives me confidence that Hinoki is set in good stead for successful outcomes.  
I believe that I would now like to share this paper with my fellow board members, our Lead Administrator, and the chair of our Academic Advisory Committee, and discuss with them how we might best implement effective TPD for our growing teaching staff at Hinoki.  I hope it will also inspire us to find ways to hire lifelong learners who can collaborate effectively, set up effective team-teaching assignments for next year, and implement a feasible “distributed leadership” model that will benefit the staff, students, and families who are stakeholders in Hinoki International School.  
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