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Abstract
Linguistically gifted and talented students oftenrobt receive appropriate instruction in
the classroom. Little research has been condatiedt how teachers of Advanced
Placement and International Baccalaureate courseglp instruction to students who
demonstrate advanced proficiency in a second lageggu@he purpose of this multiple
case study was to explore how teachers of thesse®provided instruction for students
who demonstrate advanced proficiency in Spanidte cbnceptual framework was based
on Krashen’s second language acquisition theoryGardner’s multiple intelligences
theory. Participants included 2 teachers fromgh lsichools in 1 county in a western
state. Data were collected from individual teachterviews, reflective journals, and
documents such as course standards and coursgtessr Single case analysis
involved coding and category construction, usirggdbnstant comparative method for
interview and journal data, and a content analgsisocuments. Cross case analysis
involved an examination of all data sources aneés#s determine themes and discrepant
data. A key finding was that, in addition to caurgor, teachers used a variety of
instructional strategies, such as flexible grouptiwice, higher order thinking skills,
and formative assessments to meet the needssitidénts, including advanced
proficiency students. Recommendations are to ingtbe identification of linguistically
gifted and talented students and to provide pradeasdevelopment in differentiated
instruction. This study contributes to positiveisbchange by providing educators with
a deeper understanding that students who are @mffin languages will be invaluable in

building a strong global community.
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Chapter 1: Introduction to the Study

The typical world languages program offered to feghool students in the
United States includes courses in Spanish, Fréaetman, and/or Latin. Some schools
offer other languages, such as Mandarin Chineséapanese. Over a decade ago, a
1997 survey published by the Center for Appliedguiistics (CAL) revealed that the
language programs offered in secondary schoolsder of greatest enrollment to
smallest enrollment, included Spanish, French, @Garrhatin, Spanish for Spanish
Speakers, Japanese, Italian, Russian, AmericanLaigguage, Chinese, Greek, Hebrew,
Native American languages and other languages l(P&f&hodes, 2011). The
languages that are currently offered in high schomday have changed slightly,
according to the American Council on the Teachihgareign Languages (2011), which
noted that the languages offered from greatesastlfrequency are Spanish, French,
German, Latin, ESL (English as a Second Langu&gf@nese, Japanese, Italian, Russian,
and Arabic, followed by American Sign Language (A3Hindi, Modern Greek,
Hebrew, Spanish for Heritage Speakers, Turkish,Samahili. Spanish continues to be
the foreign language most commonly taught in theéddnStates. However, according to
the U.S. News and World Report (2014fudent enrollments in courses for Japanese,
Mandarin Chinese, and Arabic languages are comigia increase.

Teachers who provide instruction in world languagerses today use a variety of
instructional resources that often involve techggloThese courses are typically offered
in a classroom setting, and teachers focus ingtruon grammar and vocabulary in

addition to the culture inherent in the languageachers in some world language
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courses use textbooks, while teachers in otherddarlguage courses use vocabulary
lists, such as the National Spanish Exam AchievéiMenabulary (NSE, 2011).
Teachers also use computer-assisted languagergdfito & Pusack, 2009), on-line
textbooks, and on-line or computer-assisted so#vsach as Rosetta Stone.
Furthermore, world language teachers use instmgltistrategies such as Total Physical
Response (TPR, Asher, 1969), Teaching Proficienmugh Reading and Storytelling
(TPRS, Ray, n.d.), Fluency Fast (Rowen, n.d.) ys¢img, and/or partial or total
immersion in the target language.

Typically, world language programs also includeedexated courses at the
secondary level for students who demonstrate a@bpmficiency in languages. These
accelerated courses are often offered in relabdhé Advanced Placement (AP)
program and the International Baccalaureate (IBymm. The AP program offers
courses that are equivalent to college languagéditenature courses, thereby allowing
students to earn advanced placement when theycolate into college. The IB program
courses are internationally acknowledged as advhomerses that prepare students
academically for the rigor of university coursesstudy of the efficacy of these
programs may shed some light on how teachers meeideds of students who
demonstrate advanced proficiency in world languaddserefore, in this study, |
explored how teachers of AP and IB courses providsituction for high school students
who demonstrate advanced proficiency in Spanish.

This study needs to be conducted because litkeas/n about how teachers in

AP and IB courses in world language programs psuigtruction for students who
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demonstrate advanced proficiency. A review oflitleeature for this study indicates that
organizations such as the National AssociatiorGiftied Children (NAGC) and the
National Research Center on the Gifted and TalefN&LC/GT) have published little or
no research on this topic. In addition, the revadwterature indicates that world
languages organizations, such as the State Congfrésseign Language Teachers
(SCFLT), the American Council on the Teaching ofdign Language (ACTFL), and the
American Association of Teachers of Spanish andugaese (AATSP) have published
little or no research on how AP and IB world langeidgeachers provide instruction
directly to students designated as gifted and tatear who demonstrate advanced
proficiency in a second or other language.

This study contributes to positive social changedocation in several ways.
Because Spanish is the foreign language most tdteght in high schools (ACTFL,
2011), a close examination of the AP and IB Spaprsigrams in order to gain insight
into the efficacy of these programs for gifted sslénted language learners may help
educators differentiate instruction to meet thedsesf these students. In addition, this
study may help administrators recognize the prajess development needs for Spanish
language teachers in relation to the instructioe&ds of gifted and talented students. In
addition, this study could help school districtqmernel prioritize budgetary needs for
gifted education programs that include the studywafld languages. This study could
also be a basis for additional research in womdlege instruction and future

longitudinal studies concerning whether or notdiisgically gifted and talented students
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are adequately prepared for postsecondary langiadg, performance in the workplace,
and 2% century global citizenship.

In this chapter, | include a background section lamefly summarize the research
literature related to this study, | describe theesgch gap, and | explain why the study is
needed. In addition, in this chapter, | include pinoblem statement, the purpose of the
study, the research questions, the conceptual Wanke the nature of the study, and
selected definitions. | also include the assummgticcope, delimitations, and limitations
of this study, the significance, and a summary.

Background

As an option to standard advanced-level Spanishsesusome schools offer AP
or IB courses in Spanish language and literature emlucators encourage gifted and
talented students to take these AP and IB couiSeen so, these courses may not be a
“good fit” for all students or all cultures withoatodification and/or differentiation
(Brunold-Conesa, 2010; Doherty, 2009; Hertberg-B& Callahan, 2008; Hertberg-
Davis, Callahan, & Kyburg, 2006). Often gifted dngh ability minority and
economically disadvantaged students, includingediffecond language learners, need to
be encouraged to participate in AP and IB cour€esifon, 2011).

AP courses were originally created to help studprépare for college board
entrance examinations. In an education policyfpiHelstead, Spradlin, McGillivray,
and Burroughs (2010) explored effective ways ofoemaging students to participate in
AP courses. Holstead et al. noted that even wheatecipation in AP courses is strong,

not all students take the AP exam, especially stisddentified as minority and/or low
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income. Cannon (2011) also described an intervemian to help students who do not
experience success in AP, which includes pre-AlPngxaparation courses.

In relation to IB courses, even though the IB pamgmvas originally meant for
students who were internationally mobile, it is nconsidered an international program
for all students. However, in a discussion abotérnational education, Brunold-Conesa
(2010) noted that the 1B program may be too westedhand that IB courses may not be
appropriate for students from all cultures. Iridg about the growth of the IB program,
Bunnell (2011) expressed concern about the qualitysistency, and reliability of
assessments from school to school and countryuotgg particularly in the 1B Diploma
program.

From this review of the literature, | found thatesearch gap exists in relation to
how teachers of AP and IB courses provide instomctor high school students who
demonstrate advanced proficiency in Spanish. uhdear how students who
demonstrate advanced proficiency in Spanish ardifeel and what curricular
guidelines and/or standards that AP and IB teaalm¥2o provide instruction to these
students. Some researchers (Brulles & Winebrer2@d12; Cross, 2011; Foust, Hertberg-
Davis, & Callahan, 2009; Morett, 2009; Morris, 20@8nith, 2011; vanOord, 2010) have
investigated and recommended specific instructistrategies to use in these courses,
but it is not known how AP and IB teachers meetl¢laening needs of high school
students who demonstrate advanced proficiency amiSp. It is also unclear how AP
and IB teachers assess student learning for thoderds who demonstrate advanced

proficiency in Spanish, outside of the parametéth® AP and IB end-of-course



examinations. Missing from the research literaanethe perceptions of AP and 1B
teachers regarding how they meet the needs of addagroficiency students and how
these teachers perceive their success in meetisg tharning needs.
Problem Statement

Several research studies have indicated that émeifgy needs of high school
students who demonstrate advanced proficiency movWanguages, such as Spanish,
may not be met in the classroom because thesenssuaie frequently not identified as
gifted and talented in this specific performanasaand therefore, instructional
programs may not be designed to meet their indalideeds (Briggs, Reis, & Sullivan,
2008; de Wet & Gubbins, 2011; Ford, Grantham, & tigi 2008; NACG, 2011;
Valdés, 2002). Even though the IB program andARgrogram offer rigorous college
credit courses in world languages, students whoodeimate advanced proficiency in a
language other than English may not be workindpait tappropriate ability level in these
courses (Hertberg-Davis & Callahan, 2008). In taiddj teachers often do not
understand the learning characteristics and nefdtiese students and often do not have
the instructional resources or the appropriataitngito meet their unique learning needs
(Peters & Mann, 2009). The research literatureatssindicated that some educators
and stakeholders responsible for federal, statéJaral funding for public schools
believe that because English is spoken worldwid®aly not be critical for students to
learn another language, and therefore, they oftemodl support adequate funding for
world language programs that offer AP and IB cosiaeother opportunities that might

benefit students who demonstrate advanced prof@giena language other than English
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(Baron, 2005; Garcia & Bass, 2007; Gershon & Pan@)11; Lukes, 2009; Mitchell,

2005; Mora & Davila, 2002; Popan, 2011; Pufahl &oas, 2011, Zuckerman, 2010). In
addition, many local school districts have elimathor reduced the high school
graduation requirement for world languages in respdo the current economic climate
(Pufahl & Rhodes, 2011).

This qualitative study is needed because few studlere found in the research
literature that explore how teachers provide irdtom for students who demonstrate
advanced proficiency in world languages at the Bigiool level. This study addresses
this research gap by exploring how AP and IB teecheovide instruction for students
who demonstrate advanced proficiency in Spanisheahigh school level.

Purpose of the Study

The purpose of this qualitative case study waspdoee how teachers of AP and
IB courses provide instruction for high school €nit$ who demonstrate advanced
proficiency in Spanish. Educators need a deepgengtanding of how to address the
instructional needs of students who demonstratarambd proficiency in world
languages, and therefore, | hoped to discover hBvaid IB teachers identify these
students and how they differentiate instructioonder to meet the unique learning needs
of these gifted and talented students. In addititlped to discover how AP and IB
courses might be designed in order to addressrioggiel learning needs of these students.

Resear ch Questions
The research questions for this study were basedeoconceptual framework for

this study, which includes second language acdgumsiheory and multiple intelligence
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theory, particularly in relation to linguistic idigence. These research questions were

also designed in relation to a typical instructigmagram in Spanish at the high school

level, which includes AP and/or IB courses that pase that program and the curricular,

instructional, and assessment practices that teaclse within these courses to meet the

learning needs of their students.

Central Research Question

How do teachers of AP and IB courses provide isiva for high school

students who demonstrate advanced proficiency aniSp?

Related Research Questions

1.

How are high school students who demonstrate addapioficiency in

Spanish identified?

. What curriculum and/or standards do teachers o&#dPIB courses use to

provide instruction for high school students whondestrate advanced
proficiency in Spanish?

What instructional strategies do teachers of API&ncburses use to meet the
learning needs of high school students who dematestidvanced proficiency
in Spanish?

How do teachers of AP and IB courses assess tharigaof high school
students who demonstrate advanced proficiency aniSp?

What perceptions do teachers of AP and IB courssdbout how to meet
the learning needs of high school students who dstrate advanced

proficiency in Spanish?
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6. How do teachers of AP and IB courses perceive thaicess in meeting the
learning needs of high school students who dematesadvanced proficiency
in Spanish?

7. What do district and school documents reveal aBéuand 1B courses for
high school students who demonstrate advancedcmoéy in Spanish?

Conceptual Framework

For the conceptual framework of this study, | femlisn research related to
linguistic intelligence, using a combination of Khen’s (1981) theory of second
language acquisition and Gardner’s (1983/2004)rthebmultiple intelligences. The
constructs of linguistic intelligence and secontylzage acquisition provide support for
understanding the unique instructional needs afestits who demonstrate advanced
proficiency in any language.
Second L anguage Acquisition Theory

Krashen’s (1981) theory on second language acmunsthcompasses the
following five hypotheses: (a) the acquisitionfl@ag distinction, (b) the natural order
hypothesis, (c) the monitor hypothesis, (d) theutrigypothesis, and (e) the affective filter
hypothesis. According to Krashen (2003), “languagguisition is a subconscious
process; while it is happening, we are not awaiehappening. Also, once we have
acquired something, we are not usually aware tegpessess any new knowledge; the
knowledge is stored in our brains subconsciougdy’lj. In relation to Krashen’s (1981)
theory of second language acquisition, the firgdtlgesis or component, acquisition-

learning distinction, describes how children acgilreir first language, which can be
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described as implicit, informal, or natural leagninWhen children learn a language, they
learn the rules for using it and are able to t&iaua how they learn to use it. They learn a
language formally and explicitly, not naturally.rashen called the second hypothesis the
natural order hypothesis because it focuses oprémaise that acquiring grammatical
structure proceeds in a predictable order. Howelierorder for acquiring a second
language is not identical to the order for acqgjtine first language, although there are
similarities. The monitor hypothesis, which is thed hypothesis according to Krashen,
suggests that adults acquire language subconsgiangllearn language consciously.
However, there is a distinction between acquisitiad learning. Acquisition is linked to
initiating communication and becoming fluent. Laag is linked to monitoring, editing,
and self-correction as language fluency is incréadéne implication is that formal rules,
acquired through conscious learning, have littfeience on performance. Krashen
defined the fourth hypothesis as the input hypasheghich is directly related to how
language is acquired. According to Krashen, laggus acquired in stages. Children
begin with what is comprehensible and add to ilmga@ little beyond their immediate
capability, which can happen automatically. Iniadd, according to Krashen, the

ability to produce language is not taught direbily emerges. Krashen categorized the
components related to the affective filter hypothieshich is the fifth hypothesis, as
motivation, self-confidence, and anxiety. Theseponents can help or hinder language
acquisition, even when there is comprehensibletjrgnd near-native fluency may not be

reached.
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Multiple Intelligences Theory

Gardner (1983/2004) believed that individuals anitlices create and combine
separate and independent intelligences in multyalgs (pp. 8-9). In his
conceptualization of “human cognitive capacitigs”Xlii), Gardner identified seven
intelligences: linguistic intelligence, musicataetligence, logical-mathematical
intelligence, spatial intelligence, bodily-kinedtileantelligence, and personal
intelligences or the knowledge of self and knowked§others. He also grouped the
intelligences into the following three categories:

the “object-related” forms of intelligence—spatialgical-mathematical, bodily-

kinesthetic—are subject to one kind of controlt thgually exerted by the

structure and the functions of the particular otgedth which individuals come
into contact; “object-free” forms of intelligencarAguage and music—are not
fashioned or channeled by the physical world mstead, reflect the structures of
particular languages and musics; the personal fofrirgelligence reflect a set of
powerful and competing constraints: the existericae’s own person; the
existence of other persons; the culture’s presenisfand interpretations of

selves. (Gardner, 1983/2004, p. 276)

Gardner (1983/2004) observed that educators seemiatth on to his theory of multiple
intelligences before psychologists and expertdherdfields did, and they incorporated
this theory into their pedagogy. Gardner conclutthed “there was ample evidence for a
naturalist intelligence; and a suggestive evidexscerell for a possible existential

intelligence” (1983/2004, p. xvii). Later on, Gast noted that other researchers
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suggested that additional intelligences shouldelbegnized, such as emotional, spiritual,
sexual, and digital intelligences. However, Gardnmself later said that “so far, | am
sticking to my 8 ¥ intelligences, but | can readdyesee a time when the list could
grow, or when the boundaries among the intelligemaght be reconfigured” (p. xix).

Gardner (1983/2004) derived the seven intelligefies “bodies of scientific
evidence about development, breakdown, brain ozgéion, evolution, and other
kindred concepts” (p. xxxv). The seven intelligestare specifically linked to content”
(p. xxxv), and their autonomy may not be readilsiblie because they work in harmony
(p- 9). The general criteria that comprise akliigences, according to Gardner, are as
follows: (&) potential isolation by brain damage) the existence of idiots savants,
prodigies, and other exceptional individuals; (@)d@entifiable core operation or set of
operations; (d) a distinctive developmental histatgng with a definable set of expert
“end-state” performances; (e) an evolutionary mstnd evolutionary plausibility; (f)
support from experimental psychological tasks;upp®rt from psychometric findings;
and h) susceptibility to encoding in a symbol sys{pp. 62-67).

In addition to these criteria, Gardner (1983/20&14p described each intelligence
in relation to specific capabilities. For exampteysical intelligence is more than
auditory competence, and those who are musicdligcgmay have a talent for a specific
facet of music. Gardner explained that the comptef musical intelligence include
pitch or melody, rhythm, and timbre. Intertwinedhnmusical talent are the issues of
motivation, personality, and character, and, todo®gnized, a little luck is mixed in.

Logical-mathematical intelligence, Gardner statedn be traced to a confrontation with
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the world of objects” (p. 129), beginning with orihg), reordering and assessing their
guantity. Memory, reasoning, appreciation of keiks, and love of the abstract, seem to
be connected with logical-mathematical intelligereeewell as rigor and skepticism.
Gardner suggested that logical-mathematical takmuires the ability to recognize a
problem and then solve it. Through logical-mathicaaintelligence, patterns are
perceived or discerned and then something is mbathem. Gardner’s spatial
intelligence encompasses “the capacities to pezdéw visual world accurately, to
perform transformations and modifications upon enmitial perceptions, and to be able
to re-create aspects of one’s visual experienam a@vthe absence of relevant physical
stimulation” (p. 173). Spatial intelligence is ‘@malgam of abilities” (p. 173), of which
the ability to perceive a form or an object is &ameental operation. Perception does not
signify visual, as a blind person will also havats intelligence and may employ a
tactile modality rather than visual. Spatial diilncludes the following three
components: “the ability to recognize the identifyan object when it is seen from
different angles; the ability to imagine movemeninternal displacement among the
parts of a configuration; and the ability to thizout those spatial relations in which the
body orientation of the observer is an essentidlqgfehe problem” (p. 175). Gardner
likened thinking in three dimensions to learnini@eign language. In addition to
patterns, other elements of spatial intelligencepeding to Gardner, are “the ability to
notice fine details” (p. 200), having “a keen vismeemory” (p. 201), and “the ability to
use images to plan alternate sets of actions”(jp).2Gardner concluded that spatial

intelligence is “tied fundamentally to the concreterld” (p. 204). Bodily-kinesthetic
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intelligence focuses on the use of one’s own baodlactions upon the world. Gardner
maintained that controlling bodily motions and Bully handling objects are the two
most important capacities of bodily-kinesthetielhgience (p. 206) Personal
intelligences, knowledge of self and others, intrapnal and interpersonal, or the “inner
emotional-affective sphere” and “peering outwardhi® circle of other people” (p. 236),
are manifested in various ways, which are unigugpecific to and intermingled with
one’s culture. According to Gardner, intrapersantdlligence is focused internally on
self-examination and knowledge of personal feelizgd interpersonal intelligence
involves the examination and knowledge of otheedidvior, feelings, and motivations
(pp- 240-241). A “sense of self” develops and eyesras we grow and mature from
infant to adult (pp. 242-253). Gardner (1983/20@4)nd sufficient evidence for the
existence of new intelligences to update his oabjiist of seven intelligences by adding
naturalist and existential intelligences. Natwtalntelligence pertains to connecting with
nature and participating in activities out of dooExistential intelligence pertains to
internal reflection of “big questions” (p. xvii) drdeveloping this talent for self and
others.

In relation to this study, particular emphasis wkxed on linguistic intelligence
because it is the foundation for students who destnate advanced proficiency in any
language, although other intelligences are cegtamiolved. Gardner (1983/2004)
defined linguistic intelligence as an intelligertbat involves fluency and mastery of
words, written and spoken. Syntax and phonologynaiar the core of linguistic

intelligence while semantics and pragmatics mantsgwoven with facets of other
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intelligences. Communication, conveying meaning lamowledge visually and
auditorily, is integral to linguistic intelligenckinguistic intelligence involves fluency
and mastery of spoken and written words, includiyigtax and phonology. Gardner
noted that communication and conveying meaningalig@and aurally are integral facets
of linguistic intelligence, yet semantics and pragjgs may not be exclusive domains of
linguistic intelligence. A part of linguistic integgence and expression encompasses
sensitivity to shades of meaning in the spokenvaiten word.

Gardner (1983/2004) used the poet as an exampl@eison with linguistic
intelligence. A poet, in any language, “must havesen sensitivity tphonology the
sounds of words and their musical interactions upmanother....a mastery &fntax
the rules governing ordering of words and theileictions, .... and ... must appreciate
the pragmaticfunctions, the uses to which language can be(puZ76). Gardner wrote
that the poet “possesses a relation to words begandrdinary powers” (p. 77). He
stated that the core operations of language indladé sensitivity to the meaning of
words,” which is appreciation of the subtle shandledifference in meanings of similar
words; (b) “the order among words,” or knowing wherfollow the rules of grammar,
and when to break the rules; (c) “a sensitivityht® sounds, rhythms, inflections, and
meters of words”; and (d) “a sensitivity to thefeient functions of language” (p. 77). In
other words, the core operations of linguisticlilgence are the phonology, syntax,
semantics, and pragmatics of language. In addi@amdner identified four aspects of
linguistic knowledge that are important in sociefg) the “rhetorical aspect of

language,” (b) “the mnemonic potential of language), “its role in explanation,” and
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(d) “the potential of language to explain its ovatities” (p. 78). Gardner also argued
that there is a critical period for language aatjois, which is initially related to the left
side of the brain. After this critical period afcuisition, to learn a language, individuals
“may be limited to those mechanisms mediated byitie hemisphere” (p. 86).

Gardner argued that, for children, the systemmfl@age acquisition is more flexible;
however, as we age, Gardner noted that languagéidarbecomes more localized (p.
86). Gardner concluded that “while language candmereyed through gesture, and
through writing, it remains at its core a produicti® vocal tract and a message to the
human ear” (p. 97). Gardner believed that thetandand oral elements of language are
central, but yet even those individuals withoutabdity to hear are able to acquire
language and communicate effectively.

In relation to this study, a more in-depth looliaguistic intelligence, as an
application to language learning and acquisitioay meveal that linguistically gifted and
talented students have a more highly developediktig intelligence than most students
who learn languages other than, or in additionhteir first language. The apparent ease
with which these students become proficient in ollieguages may point to a more
developed linguistic intelligence. However, igsnerally accepted as common
knowledge among foreign language instructors ahdragducators that once students
learn a second language, it becomes easier toadgalitional languages, because they are
able to transfer understanding of how language svbnikm one language to another. For
example, if students learn Spanish, it is oftemeedsr them to learn French, Italian,

Portuguese, or Romanian. Learning Mandarin Chingiéeften help students learn
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Japanese, Korean, and Vietnamese (Kaufmann, 20G8)ve or native-like
pronunciation in the second language is also ateby transfer or similarity between
first and second languages (Hurtado & Estrada, ROlt0Osome cultures, and professions,
it is socially and economically advantageous toobee fluent in several languages. For
example, in the European Union, diplomats, transtatand interpreters are often fluent
in a half dozen or more languages and able toet beveral others. It would be
interesting to determine how much of this facilitith many languages is due to a highly
developed linguistic intelligence or if economiaasocial factors are more influential.
However, that topic could be explored in futuresggsh. In Chapter 2, | include a
description of some of the instructional strategireg researchers have found to be
particularly effective in second language teacland second language acquisition.
Nature of the Study

This study uses a qualitative approach. Accortiiniglerriam (2009), the focus
of qualitative research is on “process, understajydand meaning; the researcher is the
primary instrument of data collection and analysis; process is inductive; and the
product is richly descriptive” (p. 14). Qualitativesearchers focus on people; how they
interact, how they feel about, understand, andpné what is going on about them, and
what their individual experiences mean. Merriasoaloted that qualitative researchers
are responsible for their own data collection amalysis. They have to be able to
respond and adapt as necessary during data cotleantid be aware of a myriad of cues,
verbal and nonverbal, visual and auditory, andtemitin order to understand the data

gathered for later, more in-depth analysis. Nondwimstruments of data collection
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cannot capture the essence of the experience.it@ival research is an inductive process
because data and understanding are gathered fvanesy of sources, which often leads
to a theory or a theoretical proposition (Yin, 2D0thstead of data and numbers that are
used in quantitative research, qualitative reseasels rich, thick description, where
words and pictures are used to present the findhgse study. For this study, | chose
the qualitative approach, rather than the quanéatpproach, because the focus of this
study was on understanding and meaning concermwgéachers of AP and IB courses
meet the unique learning needs of students who dstmrate advanced proficiency in a
language such as Spanish.

The design of this qualitative study was basedase study research, using an
embedded design (Yin, 2009) with multiple unitsaanglysis. Yin (2009) defined case
study as “empirical inquiry that investigates ateomporary phenomenon in depth and
within its real life context, especially when theundaries between phenomenon and
context are not clearly evident” (p. 18). In agiht Yin argued that a case study inquiry

copes with the technically distinctive situationwhich there will be many more

variables of interest than data points, and agesdt, relies on multiple sources
of evidence with data needing to converge in atyidating fashion, and as
another result benefits from the prior developnadriheoretical propositions to

guide data collection and analysis. (2009, p. 18).

Based on this definition of case study, | chose cigdy design because the relationship
is not always clear between the phenomenon of stadeho demonstrate advanced

proficiency in Spanish and the context of how nstion is provided to these students.
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In addition, case study relies on triangulatingadabm multiple sources of evidence,
which provides a richer understanding of this topic

In relation to the research design, this studynsuétiple embedded case study
design that includes a total of three cases. hk#lé cases were selected from the world
language programs offered at the high school levearious suburban and/or rural
public school districts in one county in a weststiate. The case or unit of analysis was
at the course level. The first case was the ARmiSpd_.anguage courses offered at the
high school level in the school districts, and $keond case was the AP Spanish
Literature courses offered at the high school lavéhe school districts. The third case
was the IB Language B Spanish courses offerededtitih school level in the school
districts. These courses were selected becaugeviite the only language courses
offered to students who demonstrate advanced pFntig in Spanish. The AP courses
are offered for 1 year each. The IB Spanish lagguaurse may be a 1-year or a 2-year
course, depending on the school course offerifiggs study was also comparative in
nature in that the AP and IB courses were compareglation to how teachers meet the
learning needs of students who demonstrate advanwoéidiency in Spanish.

The participants for this study included a minimahone teacher from each of
these AP and IB courses in Spanish for a totalvofgarticipants who represented all
three courses. | selected these participants ghrpurposeful sampling, based on
specific inclusion criteria. These criteria inchabithe following: (a) the participants
must be employed as licensed teachers certifieebith Spanish, (b) participants must be

employed in a public school district in the seldateunty in a western state of the United
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States, and (c) the participants must be teacliens AP Spanish Language course, an
AP Spanish Literature course, and/or an IB Dipldtnagram Language B Spanish
course in the selected school districts in one gowna western state of the United
States.

Data were collected from multiple sources of evagnncluding recorded
telephone interviews with teachers of these APIBntburses in Spanish, on-line
reflective journals maintained by the participamaisgd documents related to these courses.
| designed the oral questionnaire that | used twlaot the audio recorded interviews.
Interview questions were based on Merriam’s (2@8lelines for conducting effective
interviews. Questions were limited in number, strctured, and open-ended, and
aligned with the research questions. | also desighe questions for the online reflective
journals, which were aligned with the research gaes. Moreover, | collected specific
documents related to these courses, including tdre&llanguage standards for each
course, instructional guidelines for each couraed,goup student assessment data for
these courses that were available through the sdmtdct and/or school district
website.

Data analysis was conducted at two levels. Afitselevel, which was the single
case analysis, | transcribed and coded the interared reflective journal data line-by-
line as recommended by Charmaz (2006) for qualéatsearch. | constructed
categories from the coded data, using the constanparative method recommended by
Merriam (2009). In addition, | used a content gsigl for the document review. At the

second level, which was the cross case analysigrhined the categorized data for
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patterns, themes, and relationships to determmé@ridings of this study. Furthermore, |
used specific strategies recommended by Merriaemb@ance the trustworthiness of this
study.
Definitions

Advanced Placement (AP) Progranihis advanced program follows a college
level curriculum outlined and designed by the Ggal®oard to prepare students to take
the Advanced Placement exam near the end of thnesicigool junior or senior academic
school year. According to AP Central (2012), theme 34 courses across multiple
disciplines. These courses are taught by highalifigd high school teachers using the
AP Central course descriptions to guide their ington and preparation of students who
take the AP examinations. The courses availabtitfh College Board AP Central
include Art History, Biology, Calculus AB, Calculi&C, Chemistry, Chinese Language
and Culture, Computer Science, English LanguageCamdposition, English Literature
and Composition, Environmental Science, Europeatoldi, French Language and
Culture, German Language and Culture, Governmahfatitics: Comparative,
Government and Politics: United States, Human Gagaygy, Italian Language and
Culture, Japanese Language and Culture, Latin:iV&tgcroeconomics,
Microeconomics, Music Theory, Physics B, Physic&(ectricity and Magnetism,
Physics C: Mechanics, Psychology, Spanish Langusggnish Literature, Statistics,
Studio Art: 2-D Design, Studio Art: 3-D Design, 8to Art: Drawing, United States

History, and World History.
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Advanced proficiencyAccording to Accredited Language Services Iraéonal
(2013), a standard definition for advanced profickeand proficiency levels is difficult
to define. The ACTFL Proficiency Guidelines 2012 descriptive in nature and
separated into the four skills: speaking, writiigtening, and reading. Advanced
proficiency is explained in relation to each skillit no general definition for advanced
proficiency was included. Moeller (2013) statedtttieachers at the AL [advanced low]
level and higher have the ability to speak in sppabus, connected discourse” (p. 550),
which is based on the ACTFL (2012) advanced preficy level and which includes the
ability to speak in paragraphs using the presest, @nd future tenses.

College Board: The College Board, formed by a small group ofegss in 1900,
was created to broaden prospective students’ atedmsgher education (College Board,
2012). Their purpose was to “simplify the applieatprocess for students and college
admission offices” (College Board, 2012). Inityalthe College Board, or College
Entrance Examination Board, created a college eceraxam, referred to as the “College
Boards,” which was later replaced by the SAT exatmm in 1926. The Educational
Testing Service (ETS) was created in 1947, folloadew years later, in 1954, by
establishment of the College Scholarship Servicksabsequently, in 1955, the
Advanced Placement Program. The PSAT was firsiradtared by the College Board
in 1959. According to the College Board, collegedit and advanced college course
placement can be earned by high school studerttaghrtheir completion of advanced
placement college-level courses and exams. Irtiaddsuccessful completion of these

courses and exams help students stand out amang@¢lees in the admission process.
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Comprehensible inputAccording to Krashen (1981), in relation to laage
acquisition, comprehensible input is “input thatimglerstood” (p. 102).

Gifted and talented studenté&ccording to the National Association of Gifted
Children (NAGC, 2011) “gifted individuals are thosto demonstrate outstanding levels
of aptitude or competence in one or more domaififiese domains encompass such
structured activities, with specific symbol systeias mathematics, music, and language,
and/or activities with specific sensorimotor skisich as dancing, painting, and sports.
For this study, gifted and talented students demnatesadvanced proficiency in the
performance area of language, particularly Spanish.

Instructional program in world languaged~or this study, the instructional
program was comprised of world language coursesedfat the high school level. The
world languages most frequently offered in somthefschool districts of this county are
Chinese, French, German, and Spanish (School istyi2014; School District B,
2014). Advanced level world language courses tiezenl through the International
Baccalaureate Diploma Program (IBDP), the AP Pmogiend the Honors Program, in
addition to nonaccelerated levels 1, 2, 3, andchd@8l District A, 2014; School District
B, 2014). The instructional program is comprisédwriculum and/or standards,
instructional strategies used to deliver the cutdm and/or standards, and the
assessments used to measure student masteryaoirtioellum and/or standards in each
course.

International Baccalaureate Diploma Program (IB DPJhe subjects included in

the IB DP curriculum include classical languagesnputer science, dance,
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environmental systems and societies, economias, §eography, history, information
technology in a global society, Language A literaflL,anguage A language and
literature, literature and performance, Languagegio, Language B, music,
psychology, social and cultural anthropology, ammldvreligions (IBO, 2011). The three
core requirements are surrounded by the six acad@mas in the form of a hexagon.
The three core requirements are (a) the extenday eb) theory of knowledge, and (c)
creativity, actions, and service. The six acadeamg@s include (a) Language Al, or
studies in language and literature, (b) Languager Banguage acquisition, (c)
individuals and societies, (d) experimental scisn¢e) mathematics and computer
science, and (f) the arts and electives.

International Baccalaureate Organization (IBOY.he IBO headquarters is
located in Geneva, Switzerland. The membershtp@tBO includes a 15 to 25-member
IB Board of Governors and six committees coveriogeas and advancement, audit,
compensation, education, finance, and governamhbe.director general is appointed by
the Board and is based at the headquarters in Gerléhe curriculum and assessment
center is located in Cardiff, UK. According to ti&O (2012), more than a million K-12
IB students are enrolled in this program at 3,45%sls in over 143 countries. Students
in the IB program are enrolled in the Primary Yeregram (PYP), the Middle Years
Program (MYP), and the Diploma Program (DP) worldisvi The IBO mission statement
is as follows:

The International Baccalaureate aims to developirimgy, knowledgeable and

caring young people who help to create a bettemame peaceful world through
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intercultural understanding and respect. To thi ¢he organization works with

schools, governments and international organizatiordevelop challenging

programmes of international education and rigoessessment. These
programmes encourage students across the workctmie active,
compassionate and lifelong learners who understaatdbther people, with their

differences, can also be right. (IBO, 2011)

International Baccalaureate (IB) ProgramAn international or global program
that adheres to a curriculum designed by the idd&i member schools, according to the
IB guidelines, and ultimately approved by the IBThe program and curriculum is
divided according to primary or elementary graaeisidle school or junior high grades,
and the final 2 to 3 years of high school whenDiReexam is administered at the end of
the final year of the program. As mandated bylB@, the three core requirements of
the IB Diploma Program include (a) an extendedyeg&a the theory of knowledge
course, and (c) the creativity, actions, and serg@mponent. The extended essay
component requires a student to conduct an in-d&ptly of a question which interests
them and relates to one of the subjects they adyisty. For the theory of knowledge
component, the student critically examines différgays of knowing, which include
perception, emotion, language, and reason, andiffieeent kinds of knowledge, which
include scientific, artistic, mathematical, andtbigcal knowledge. The third component
of creativity, actions, and service requires thatisnts actively learn outside of the
classroom through personal or practical experief@tadents may complete specific

activities for each of these components or may sb@o combine the components
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according to their individual needs and interedtse six academic areas of the 1B
Diploma Programme include Language Al, Languagediyiduals and Societies,
Experimental Sciences, Mathematics, and Arts aedtizkes (IBO, 2011).

Linguistic intelligence Linguistic intelligence is a highly-developedtellectual
competence that incorporates sensitivity to shafleseaning, phonology, and syntax, in
concert with an appreciation for uses of languageyell as the sounds, rhythms,
inflections and meters of words, and the functiohlkenguage (Gardner, 1983/2004).

Scaffolding: This instructional strategy involves moving staidebeyond their
current developmental stage or skill set and imbgpessively more difficult tasks.
Scaffolding relies on sociocognitive learning whtre student learns by observing a
more competent person solving a problem or commgeditask. The teacher provides
support and models strategies for the student.tH®study, AP and IB teachers used
scaffolding as an instructional technique in teagtpanish language learners (Walls-
Thumma, 2014).

Assumptions

This study was based on several assumptions. ilsh@$sumption was that the
participants were open and honest in their respgotosthe interview and reflective
journal questions. Open and honest responsestfreiparticipants were necessary to
ensure the trustworthiness of this study. If taeadare not credible and dependable, the
results of the study may not be transferable talaimituations. The second assumption
was that documents were available to support teeview and on-line reflective journal

data and that these documents included accurateusrenht data. The third assumption
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was that as the sole person responsible for déitction and data analysis, | was able to
minimize potential researcher bias in relation® findings of this study. Minimizing
researcher bias ensured that the data collectatifostudy were credible and
dependable.

Scope and Delimitations

The scope of a study is defined as the boundafidsestudy. The scope for this
study was the instructional program in world langggat the high school level for
multiple school districts in one county in a weststate in the United States. The scope
was further narrowed by the research design ofstludy, which was an embedded case
study design. Therefore, the first case includeel unit of analysis related to the AP
Spanish Language courses, and the second casdararie unit of analysis related to the
AP Spanish Literature course. The third case deuone unit of analysis related to the
IB Language B Spanish course.

In addition to scope, delimitations also narrowfingus of a study and are often
related to the participants, the time it takesdanduct the study, the resources that are
used, and the location of the study. For this\sttlte participants were limited to the
teachers of AP Spanish Language courses, AP Sphiteshture courses, and 1B
Language B Spanish courses. In relation to titme,study was conducted during the
2013-2014 school year. Data were collected fraierimews and on-line reflective
journals during April and May, 2014 because théestasessments were given in March

and the AP and IB exams are given at the end off Apearly May. In relation to
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resources, | was a single researcher with limiteahicial resources and limited time, and
therefore, this study was conducted by e-mail spoadence and telephone.
Limitations

Limitations of a study are often related to theigie®f the study. A limitation of
this multiple case study is that | was the solesperesponsible for data collection and
analysis, and therefore, the possibility of researdias existed. In order to address this
potential problem of researcher bias, | descrilpasttific strategies that | used to improve
the trustworthiness of this study. The stratethes | used to improve the credibility,
transferability, dependability, and confirmabilafthis study are described in Chapter 3.

An unanticipated limitation of this study was thewber of participants. The
variation in data collection from the proposal thdeveloped for this study included a
reduction in the number of total potential partaifs from six to two. Several factors
influenced this reduction in the sample size fas tudy. Most of the 20 to 25 potential
participants who met the inclusion criteria eitbet not respond to my letter of invitation
or declined to participate. The participant poalksvimited to the specific geographical
area of one county in a western state, which wiastar in my inability to recruit more
than two participants. However, the two teachdre agreed to participate in this study
represented the two AP courses and the one IB edlias were the units of analysis or
cases for this study.

Significance
The significance of a study is related to practamaltributions to research on the

topic, to practice in the field, to defining poliand to positive social change. In relation
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to research on the topic, in this study, | pre$ienlings in relation to how teachers of AP
and IB courses provide instruction for high sch&tadents who demonstrate advanced
proficiency in Spanish. This study contributeshie knowledge base in relation to how
AP and IB teachers provide instruction for studevit® demonstrate advanced
proficiency in world languages. The findings aktbtudy could be used as a springboard
for future studies related to second language aiton and gifted and talented students.

Concerning practice in the field, the findings lktstudy could significantly
impact the instructional design for world langug@gegrams in relation to meeting the
needs of students who demonstrate advanced praficia language. Additional
instructional strategies may be warranted to addies specific learning needs of
linguistically gifted and talented language leasn@ncluding more extensive
differentiated instruction and assessment. Fahes, specialized professional
development opportunities and preparation to nteeheeds of these unique students
may be indicated. A discussion among K-12 edusaibwhose responsibility it is to
provide these professional development opportundied preparation could also be a
topic for further investigation.

In relation to defining educational policy at tleedl level, school boards and
district office administrators may be inspired gvdlop policies concerning the formal
identification of gifted and talented students iorla languages and how to implement
curricula and instructional practices that challetigese students in world languages

courses. They may also be inspired to expand agdaworld language courses, rather
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than eliminate them, so that linguistically giftaad talented students will be better
prepared to work in a global society.

Concerning positive social change, this study nrayide educators and
researchers with a deeper understanding of theualayinstructional practices, and
assessments that are needed in these world largyoageses in order to challenge
students who demonstrate advanced proficiency ndWwanguages. An inquiry into the
nature of these courses is important as educatepape linguistically gifted and talented
students to meet the expectations of the globaketalace.

Summary

This chapter was an introduction to this study metuded background
information that briefly summarized the literatdir@ming the history of this problem as
well as gaps and deficiencies that were found @vipus research. In addition, the
conceptual framework that forms the foundationhes study was described in relation to
the theory of second language acquisition develdyyddrashen (1981) and the theory of
multiple intelligences developed by Gardner (19884, with a particular emphasis on
linguistic intelligence in relation to the topic thiis study. In this chapter, | also included
a description of the research problem concernilaglaof studies that exist about how to
meet the learning needs of students who demonstdatenced proficiency in world
languages, such as Spanish, in part due to adaudentify these students as gifted and
talented in the performance area of language. €fbwe, the purpose of this study, as
reflected in the central research question, wakeseribe how teachers of AP and 1B

courses provide instruction to high school studertits demonstrate advanced
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proficiency in Spanish. A case study design wasluand data were collected from
multiple sources of evidence, including individtedcher interviews and their online
reflective journals and documents related to theaA® IB programs. In this chapter, |
also included an explanation of the assumptiondiamthtions of this study. The scope
of this study covered the AP and IB courses in &baoffered in multiple suburban and
rural school districts in a county in a westerresta the United States, with participants
limited to the teachers of these courses. Thafgignce of this study, as outlined in this
chapter, was related to positive social changelation to awareness of gifted and
talented second language learners, their learréeds) and the curriculum, instruction,
and assessment modifications that are needed totheeeeeds of gifted and talented
second language learners in th& 2&ntury global marketplace.

In Chapter 2, I include a review of the researtdrditure for this study, which is
based on the conceptual framework and the reseasign. The major focus of the
review is on an examination of research relatatie¢adentification of linguistically
gifted and talented students and the curriculatrurctional, and assessment practices that
teachers use in AP and IB courses. In additiomglude a discussion of the major

themes and gaps and deficiencies found in thistitee review.
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Chapter 2: Literature Review

Linguistically gifted and talented students oftenroht receive appropriate
instruction in the classroom (Briggs, Reis, & Sudh, 2008; De Wet & Gubbins, 2009).
In addition, little research has been conductediabow teachers of AP and IB world
language courses meet the learning needs of studdiot demonstrate advanced
proficiency in a second language. Therefore, thrpgae of this study was to explore how
teachers of AP and IB courses provide instructarrhfgh school students who
demonstrate advanced proficiency in Spanish. Toraplish that purpose, | described
how linguistically gifted and talented students identified at the school district level. |
also described the curriculum and/or standardsngteuctional strategies, and the
assessments that teachers of AP and IB coursgmimsh use to meet the learning needs
of students who demonstrate advanced proficienSpemish. In addition, | described
the perceptions that these AP and IB teachersdimdt how to meet the learning needs
of these students. | also analyzed district ahdslcdocuments related to the AP and IB
courses, including state and district standardstuntional guidelines, and assessment
data, such as group test scores for the 2012-20d/8@2013-2014 school year and any
available longitudinal data, which measure stugentormance over time in these
courses.

A review of the literature for this study indicatddht the identification of
linguistically gifted and talented students maypbablematic (Briggs et al., 2008; De
Wet & Gubbins, 2009; NRC G/T, 2008). Some researchave found that students who

are culturally, linguistically, and ethnically drg& may not be identified as gifted and
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talented, and therefore, they may not be providid appropriate gifted education
services (Briggs et al., 2008; De Wet & Gubbin®)20 The research has also indicated
that national and state content standards for wariJuages have generally been
interwoven into the curriculum, instruction, ang@ssment practices for AP and IB
courses, although some gaps still exist (Brunold€3a, 2010; Bunnell, 2009, 2011,
Cambridge, 2010; Clayton, 1998; College Board, 22Q12; Doherty, 2009; 1BO,
2005/2010; Mayer, 2010). In this literature revidéew research studies were found
concerning how AP and IB world languages teachamstitne learning needs of students
who demonstrate advanced proficiency in a secamglikage and the beliefs they have
about meeting these needs (De Wet & Gubbins, 206@, et al., 2008).

Following a discussion of the literature searchtstyies that | used to conduct
this review, | have organized this chapter accaydinthe following topics: (a) current
literature related to the conceptual framework eoning second language acquisition
theory, (b) current research related to the con@tfitamework concerning linguistic
intelligence, (c) identification of students whe dinguistically gifted and talented, (d)
instructional programs in world languages, (e) icutum and standards for AP and IB
courses in world languages programs, (f) instroetigpractices for AP and IB courses in
world languages, (g) assessment practices for ARErcourses in world languages, and
(h) a summary and conclusions, which includes arg#sn of the major themes and the
gaps and deficiencies that were found in this ni@as well as the placement of this study

in the current body of literature on this topic.
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Literature Search Strategy

| used several search strategies to conduct thrature review. The databases
that | used to search for peer reviewed journatlad included the Walden Library
Thoreau-Search Multiple Databases/Thoreau Waldewelsity Discovery Service,
through EBSCOhost, which included Academic Premmnel ERIC. Dissertations were
also examined in relation to this topic. In aduftil used the following key words to
conduct this literature reviewACTFL standards, Advanced Placement program and
courses, Department of Education, state standal@snentary and secondary foreign
languages, elementary foreign languages instructioreign languages, foreign
languages instruction, gifted and talented studdrdtsvard Gardner, International
Baccalaureate program and courses, world languatyeguistic intelligence,
linguistically gifted and talented students, mu#iptelligences, secondary foreign
languages instruction, second language acquisit®panish, stages of second language
acquisition, Stephen Krashen, United States Departraf Education, world languages,
andworld language programs in Spanish

Conceptual Framework

The conceptual framework of this study is basedesearch related to second
language acquisition and linguistic intelligende.a theory of second language
acquisition, Krashen (1981) described a naturalmaaof acquiring a second language
that does not necessarily follow grammatical rulesa theory of multiple intelligences,
Gardner (1983/2004) defined linguistic intelligeraseone of seven intelligences, which

also includes musical, logical-mathematical, spabi@dily-kinesthetic, knowledge of
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self, and knowledge of others. Two more recenttenis to Gardner’'s multiple
intelligences theory are naturalistic intelligeraocel existential intelligence. These two
theories are described below in relation to how theve been applied in current research
and in relation to this study.
Second L anguage Acquisition

Krashen’s (1981) original theory of second languacmguisition is comprised of
the following five components: (a) acquisition/leiag, (b) natural order, (c) the monitor
or editor function, (d) comprehensible input, aagdffective filter. Language is
acquired, according to Krashen, in an experiemtay/ through listening rather than by
parroting and memorizing words out of context. Wiscues and motions also aid in
second language acquisition, starting with somgtbomprehensible, and then adding a
new concept, vocabulary, or grammar. This metBaéferred to as comprehensible
input + 1, ori + 1. Krashen (2003) argued thaingmar instruction should be included
for high school age students and older. Krashéeuasl that beginning students acquire
language through listening and experiencing intara§ rather than a proscribed order,
progressing from and building upon what is compnsitde, gradually monitoring and
editing as language is acquired and learned. krasbted that acquisition and learning
can only take place if the student wants to lehenlanguage and feels there is value in
acquiring the language.

Current research about second language acquibiars out Krashen’s (1981)
theory. In a discussion on teaching strategiegaond language acquisition, Yang

(2008) suggested that teachers need to take intuatthe stages of language
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acquisition when preparing instructional lessongfie classroom. In doing so, Yang
argued that teachers would be able to modify tiheiruction to meet the needs of their
students and to encourage them to reach the ragé sf acquisition. Yang believed that
the stages of second language acquisition incleléallowing: (a) the receptive,
preproduction, or silent period, in which the lesarhstens and responds to input without
necessarily speaking, (b) the early productionestadpich could be up to 6 months after
the initial receptive stage, (c) speech emergembeh can last up to another year while
the learner develops a vocabulary of about 3,00@svand begins to communicate using
simple phrases and sentences, (d) intermediatecjuer proficiency, which may take a
year beyond speech emergence until the learneirasqu6,000 active word vocabulary,
and finally (e) advanced fluency or language pieficy, which is near-native fluency,
achieved after 5 to 10 years of study and use.gaiggested that teachers need to help
students progress in second language acquisiti@amalyzing the characteristics of
second language learners, integrating theoriesaufrsl language acquisition and
practice in the classroom, encouraging studentiski more responsibility for learning
and practicing the language, and helping the setargliage learner build self-
motivation, value, self-efficacy, and attributions.

Many factors influence second language acquisitibnese factors include
advanced verbal analytical ability and aptitudevall as the age of the language learner
(Abrahamsson & Hyltenstam, 2008). In addition, ph@nunciation component is
another factor in relation to second language atiipm (Hurtado & Estrada, 2010).

Other factors that influence second language aitquisare student interest in learning
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the language (Krashen, 1981; Schitz, 2007) aneéstudtitudes toward learning the

language (Bain, McCallum, Bell, Cochran, & Sawyz510). Verbal ability in the first
language is also a factor in acquiring a seconguage (Cooper et al., 2008; Krashen,
1981). Furthermore, advanced reading ability efttst language influences advanced
proficiency in the second language (Brantmeier 520@dditionally, instructional
methodology and prior knowledge influence secongu@age acquisition (Krashen, 1981,
1982; Morett, 2009).

Among the most important factors that influenceoseldlanguage acquisition,
according to this review of the literature, areaated verbal analytical ability and
aptitude. Abrahamsson and Hyltenstam’s (2008)ystadicerning the robustness of
aptitude effects in near-native second languagaisitign also lends support to
Krashen’s (1981) theory of second language acdapnsitTheir primary aim was “to test
DeKeyser’s (2000) hypothesis that only late leaswath a high level of verbal analytical
ability will reach near-native levels of L2 [secolathguage] proficiency” (Abrahamsson
& Hyltenstam, 2008, p. 489). In addition, Abrahams and Hyltenstam were interested
in whether or not late L2 speakers are nativeaken scrutinized linguistically and
whether aptitude plays a part in second languageisition. They also tested a part of
DeKeyser’'s hypothesis that verbal analytical apibtnot a significant predictor for
successful childhood second language acquisitbrahamsson and Hyltenstam
hypothesized the following: (a) that late L2 leansperceived as native speakers have
above-average language aptitude, (b) that earlg&ihers perceived as native speakers

have normal language aptitude, (c) that late Lehkexs perceived as native speakers are
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less than native-like linguistically, (d) that soeexly L2 learners are less than native-like
linguistically, and (e) that certain effects of dgmage aptitude can be observed, even for
early L2 learners who are scrutinized in linguistetail.

In their selection process for this study, Abrahsonsand Hyltenstam (2008)
focused on near-native speakers only, includinge¢hndividuals who passed for native
speakers in everyday conversation and exhibitedenasf the language. Thus,
Abrahamsson and Hyltenstam investigated the reistip between near-native second
language acquisition and verbal analytical abilitthey considered 195 advanced L2
speakers of Swedish with Spanish as L1, initiadested through advertisements and
posters at university campuses in the Stockholma. ahedividuals who responded were
first interviewed, with 104 respondents passingifative speakers, and with 42
respondents ultimately selected to participate ety different language testing and
speech elicitation instruments were used to tasicgeants individually. In addition, a
version of the Swansea Language Aptitude Test amamaticality judgment tests were
administered. The results of the tests suppohedhypothesis of this study. According
to Abrahamsson and Hyltenstam, “every late leawter qualified for this study by
passing for a native speaker in normal, everydaynsonication turned out to have an
above-average degree of language aptitude” (p.. 488y also found that “a majority of
these learners scored below the native-speakee rahgn subjected to a demanding GJT
[grammaticality judgment test], which suggests thateffect of aptitude does not
necessarily extend to actual, native like gramnahtituition” (Abrahamsson &

Hyltenstam, 2008, p. 499). They concluded thagjl@ge aptitude plays “a decisive role
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in adult near-native SLA [Second Language Acquisiti and language aptitude plays a
more modest, yet significant, part in child SLA fAbamsson & Hyltenstam, 2008, p.
500).

According to Abrahamsson and Hyltenstam (2008hcaigh aptitude is a
measureable skill or talent in relation to languaggtude, it is not necessarily intuitive.
They argued that having a talent for learning laggs could influence language
acquisition by making it easier for the learneuse the language and pass for a native or
near-native speaker. A proclivity for languagelasijion may help the learner to be
more open to learning another language becaude?tlearner may not see the challenge
as insurmountable or impossible and may find tbdysand acquisition of another
language enjoyable or interesting. In additionfaklamsson and Hyltenstam stated that a
“recurrent characteristic of most near-native at@ltearners reported in the ultimate
attainment literature ... is a strong and often higidademic interest in issues related to
language and language learning” (p. 500). Abralsamand Hyltenstam concluded that
while age is generally accepted as the basis éoctitical period of second language
acquisition, aptitude also influences an adultaragative acquisition of a second
language. Even though the data in their study sllawat language aptitude is necessary
for acquiring the language at a level to whichldener can pass as a native speaker in
day-to-day communication, Abrahamsson and Hyltenstegued that it is not enough to
attain “actual nativelikeness, as measured by ddimgrests or a multiple-test design”

(p. 503). They believed that there is a lack &rimation on how the talented brain and

the normal brain compare in the acquisition of laage. Abrahamsson and Hyltenstam



40

noted that it is not known how language acquisitioa talented brain compares with
how a normal brain acquires language.

The second factor that influences second languegy@sition is pronunciation.
In a discussion about the factors that influeneesicond language acquisition of
Spanish vibrants, or the tap or flap//and trill /r/, Hurtado and Estrada (2010) argued
that the pronunciation component is often left@uhe second language acquisition
discussion. Through their study, Hurtado and Estexamined how linguistic factors,
such as transfer, similarity between the first leage and second language, and
perception, as well as sociolinguistic factors hsas age, gender, style, and context of
learning, influence the acquisition and accuratapction in Spanish of the voiced tap
/1] and trilled /r/. The voiced tap!/ is the short, single “r" sound and the trilletigr
the sound for the double “r’ in Spanish. Hurtadd &strada coded and analyzed
recordings, before and after instruction, of speglsamples from 37 college students
enrolled in an advanced Spanish pronunciation eolarsnative-like productions of the
Spanish vibrants.

Hurtado and Estrada (2010) believed that two ofalstors that influence
pronunciation or articulation are the level andéffectiveness of the instruction
provided in Spanish-speaking countries and in thiéed States. In addition, they found
that the specific task in relation to the type scdurse or style determines the way
students are able to produce a sound, regardleéke speaker’s perception of how a
sound is produced. According to their analysithefrecordings, formal instruction

positively influences accurate Spanish pronunamtidurtado and Estrada also argued



41

that “repetition and focus on form have benefitthi@ perception and production of the
vibrants” (p. 84), which is contrary to Krashenl®82) premise that repetition does not
ensure language acquisition. Hurtado and Estragadfthat immersion alone did not
have the same effect on the acquisition of naikefronunciation as did the level of the
courses taken in that country. They also founat tite postintermediate level courses
taken in the country of the target language eliciteore effective acquisition of native-
like pronunciation.

A third factor that influences second language &iton is student interest in
learning the language. Schuitz (2007) supportedhéa’'s (1981) theory of second
language acquisition, specifically noting that “thrdy instance in which the teaching of
grammar can result in language acquisition (anfigency) is when the students are
interested in the subject and the target languagseed as a medium of instruction” (p.
3). Schiitz concluded that “any subject matter tie¢d their interest would do just as
well” (p. 4). In other words, Schiutz believed teatdents who study a subject that
interests them in the target language they araileg@may acquire the target language as
well as they would acquire it if they studied tipesific grammar of that target language
in a language class.

According to Bain et al. (2010), attitude is a naational aspect for second
language learning. They suggested that studettitsicies toward learning a foreign
language significantly influence their successgrhing second or additional languages.
In their study about predicting successful learrohg second language, they investigated

aptitudes, attitudes, and attributions among stisdeho were identified as gifted in
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comparison with students who were identified asgifted. Ninety-five university
students, who were enrolled in five introductoryaBigh classes at a university located in
the southeastern part of the United States, paatied in this study. Twenty-five
students were identified as gifted and receivedices during their K-12 educational
experiences. Students completed the Short Fottmedflodern Language Aptitude Test
(MLAT), the Foreign Language Attitudes and Peraapi Survey-College (FLAPS-C),
and the College Academic Attribution Scale-Abbré&x@bForeign Language Version
(CAAS-FL), which measured their aptitudes, attitsicend attributions in relation to
learning a foreign language. Bain et al. found tha aptitudes, attitudes, and
achievement of postsecondary gifted introductorgrisgh students differ from the
aptitudes, attitudes, and achievement of their ritatgpeers. They also found a positive
relationship between student attitudes and achiemém acquisition of a foreign
language; however, gifted students did not atteltbieir success to ability. Bain et al.
recommended that teachers take into account statténtles toward achievement and
learning a foreign language when exploring waysnorove their pedagogy. They found
that gifted students demonstrated more positiveidés toward learning a foreign
language and successfully completing the coursenbagifted students. Their findings
tie in with Krashen’s (1981) affective filter compent of the second language acquisition
theory and support the relationship between higlsademic performance and positive
attitudes and motivation (Masgoret & Gardner, 2@33¢ited in Bain et al., 2010).
Another factor to consider in the acquisition agfeaond language is verbal ability

in the first language. According to Cooper e{(2008), foreign language teachers
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believe that there is a positive correlation betwe@guage study, academic study in
general, and increased scores on English languagdasdized tests. Cooper et al. found
that students who studied a foreign language fteast three years earned the highest
SAT verbal scores. Conversely, comparing a stuslgatbal ability in English with his

or her SAT and PSAT scores often indicates thditiked of success in acquiring a
second language because, according to Bialystolkdakdta (1994, as cited in Cooper et
al., 2008), “some of what is learned about the sédanguage appears to be attached
directly to the first language” (p. 215). Verbailay in English may transfer to learning
a foreign language and reveal an additional commegtith verbal PSAT and SAT

scores.

Cooper et al. (2008) also revisited the relatiomsiatween foreign language
learning and SAT verbal scores in a study they ootadl in which they compared
foreign language students to students who did taotysa foreign language. This study
was a replication of an earlier study, but witlager sample size, which investigated the
relationship between foreign language learning\artial ability in English, using the
test scores from the verbal section of the SAT Baiag Test. Cooper et al. selected
9,077 student participants from 16 high school&winnett County, a part of
metropolitan Atlanta, who had completed the SAT $®e@ng Test in 2003-2004 and
2004-2005. The demographic and socioeconomicrdataled that most of the students
were European American, not enrolled in the freeeduced meal programs, were from
above average socioeconomic circumstances, anddidsken in gifted and talented

education programs. Cooper et al. used a singtelars test and parallel multiple
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regression analysis with each of the student grougiss study. They found that in
comparing foreign language students to nonforeaggliage students, the effect of taking
a foreign language on SAT verbal performance diffedepending on how a student
scored on the PSAT verbal subtest. Results inelicdiat if students earned a lower
score on the PSAT, they benefited more from then\ysof a foreign language than those
students with higher PSAT scores; in other worldstd was a greater gain for those
students earning a lower score on the PSAT vetli#est. Cooper et al. noted that SAT
verbal performance outcomes for students takingniShavere somewhat lower than
those for students taking Latin and German, andstio@ents who completed Level 3 of
their foreign language program outperformed thosdents who completed only Level 1
or Level 2. In addition, Cooper et al. found thgiositive correlation between SAT
verbal performance and PSAT verbal performance, P8#Atten performance, and
foreign language grade point average. Even thesugients in junior high and high
school foreign language classes often struggletierstand new vocabulary when they
hear the target language spoken or when they r@sghpges in literature in the target
language, Cooper et al. suggested that seconddgracquisition is benefited by not
understanding everything heard or read in the tdagguage. Cooper et al. also
referenced Krashen (1981):

Optimal foreign language learning takes place wiarevery word and phrase is

understood by the learner, but when the linguisgeit is i+1 [comprehensible

input plus one], that is, when the level of diffigus a little bit beyond what the

learner can process perfectly. Moreover, the atiipm of vocabulary is
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probably the most arduous and difficult task fac@ngecond language learner due

to the sheer number of words that must be recftied1?2).

In reference to the American Council on the TeaglohForeign Languages and the
National Council for Accreditation of Teacher Ediica (ACTFL/NCATE) standards,
Cooper et al. (2008) stated that “standards-prepfareign language teachers who
adhere to a standards-based curriculum thus wpl their students become more
effective and successful native language test sadkecause the skills promoted by
standards-based foreign language teaching ardillsetbat are needed for high
achievement on the SAT” (p. 214). They concluded turther explanation as to why
foreign language students generally attain higi#er $erbal scores may be related to the
process of becoming bilingual and that learningraifjn language is a way to increase
cognitive and intellectual ability.

Another factor that may influence advanced proficiein a second language is
advanced reading ability. In relation to using s&pres to place students in a college or
university foreign language program, BrantmeielO&0was interested in exploring the
use of student self-assessments to aid placemém program. Seventy-one students
initially completed a placement questionnaire, whised a 5-point Likert scale. Criteria
for participant selection included the requiremidiat students must test into and be
enrolled in the 300-level Spanish course and mestative English-speaking advanced
L2 learners at the university level. The finaladahalysis included only 34 students who
met the criteria, including 12 men and 22 womemnanBneier sought to garner empirical

evidence, deemed to be almost nonexistent atrttee twhich was related to the
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association among L2 readers’ self-assessment.etgwBrantmeier found that self-
assessment of reading ability was not reliable ffaasured via non-descriptive items,
with advanced learners who are entering the uniy&(p. 31). Brantmeier was also
surprised to find that learners of a foreign largguat the advanced level of language
instruction may not be reading at an appropriatel/Jeand he recommended additional
research pertaining to reading and advanced plattenidis finding would indicate that
advanced reading ability in English may be a praiste for advanced proficiency in
Spanish.

In relation to the influence of instructional medlatogy on second language
acquisition, Morett (2009) examined the instruciomethodologies of the grammar-
translation approach and the communicative appraadmhow they facilitate the
acquisition of a second language. The originali@pant pool consisted of 35
undergraduate students at a small liberal artegellocated on the eastern coast of the
United States, who claimed unfamiliarity with Spgami The students were given a pre-
experimental vocabulary quiz from which resultsngtiated three of the prospective
participants, who demonstrated some knowledge ahiSh. Videos featuring the author
teaching a lesson in Spanish were used in the iexpet, as well as a demographic
survey, vocabulary list, vocabulary worksheet, etgst, a metacognitive survey, a short-
term test, and a long-term test. A neurologicahponent to the experiment was also
included. Morett found that instruction and prkmowledge can facilitate the acquisition
of a second language in the early stages. AcogiditMorett, “no significant difference

was observed between the short-term post-testsobparticipants assigned to the
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verbal and integrated conditions, suggesting te@har instructional method is more
effective than the other” (p. 112). Morett alsdatbthat “the communicative method
may be an effective way to jumpstart initial SLA¢eNnd language acquisition]” (p. 112),
which would support Krashen’s (1981, 1982) prentiss grammar is learned implicitly,
using methodology that incorporates comprehensiplet. However, Morett also noted
that “this benefit does not extend to long-terneméibn” (p. 113), for which he
recommended an integrated approach.

In summary, several factors influence second laggaaquisition. These factors
include (a) advanced verbal analytical ability apditude, (b) the pronunciation
component of second language acquisition, (c) studéerest in and attitude toward
learning the language, (d) verbal ability in thstflanguage, (e) advanced reading ability
in the first language, and (f) the influence oftinstional methodology and prior
knowledge. Even though current research suppogshén’s (1981) theory of second
language acquisition, not all researchers agrde Kriashen. Individual studies often
tend to focus on only one facet of second langaa&geisition theory, which limits the
findings. Those researchers in support of Kragh#€ory focus on stages of language
acquisition, comprehensible input, and immersiomgonents. Others support a more
integrated approach, which includes the study afignar and an emphasis on practice.
Some researchers believe that linguistic intelligeor aptitude and ability could be the
key to near-native or native-like fluency and asgion of second and additional

languages. Therefore, this topic is the focudefrtext section of this literature review.
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Linguistic Intelligence

A wide range of definitions were found for the coust of intelligence.
However, in relation to the purpose of this stualyly the general definition of
intelligence, and particularly linguistic intelligee, are described. Gardner’s (1983/2004)
definition of intelligence is as follows: “An integence is the ability to solve problems,
or to create products, that are valued within aneare cultural settings” (p. xxiv).
According to Gardner, separate and independeriligeteces “can be fashioned and
combined in a multiplicity of adaptive ways by iadiuals and cultures” (pp. 8-9).
Gardner used eight criteria to judge an individuaitelligence. These eight criteria
include (a) potential isolation by brain damagg;tfle existence of idiots savants,
prodigies, and other exceptional individuals; (@)d@entifiable core operation or set of
operations; (d) a distinctive developmental histatgng with a definable set of expert
“end-state” performances; (e) an evolutionary plaliy; (f) support from experimental
psychological tasks; (g) support from psychomdtnidings; and (h) susceptibility to
encoding in a symbol system (pp. 62-66). InitiaBardner identified seven
intelligences, including linguistic intelligenceusical intelligence, logical-mathematical
intelligence, spatial intelligence, bodily-kinedileentelligence, and the personal
intelligences or the knowledge of self and knowkedfjothers. Recently, Gardner added
naturalistic and existential intelligences to higymal theory.

Gardner’s (1983/2004) multiple intelligence thebas been integral in
educational reform and has led to the conceptaaftieg for understanding. Multiple

intelligence assessments have often been useddesaeading comprehension difficulty
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(Epelbaum, 2007), and multiple intelligences hage aeen considered in curriculum
differentiation (Noble, 2004) and differentiategtiruction (Tomlinson, 2012). The
construct of multiple intelligences was also a péthe research efforts of Project Zero
at Harvard University's Graduate School of Eduagtipom 1967 to the present.
Gardner and the Project Zero cohort investigatedddvelopment of learning processes
in relation to particular intelligences. AccorditmyGardner (1983/2004), “trying to
cover too much material dooms the achievement dérgtanding. We are most likely to
enhance understanding if we probe deeply into dl smaber of topics” (p. xviii). Even
so, Gardner came to the conclusion that the dewedop of multiple intelligences should
not in and of itself be an educational goal. Gardargued, “educational goals need to
reflect one’s own values” (p. xviii). However, @aer also believed that using multiple
intelligences may help to achieve these goals.d@arwas not persuaded that multiple
intelligences theory could be useful in masteririgraign language. Many educators,
including foreign language teachers, use multiptelligence theory in curriculum
development and lesson planning to enhance stlekeming and second language
acquisition (Mahdavy, 2008; Mistry, 2004; Noble 02).

Fluency, mastery of spoken and written words, syrdad phonology are
components of linguistic intelligence, according3ardner (1983/2004), who also noted
that the major constructs of linguistic intelligen&are communicating and conveying
meaning visually and aurally. However, Gardneuatgthat semantics and pragmatics
may not be exclusive domains of linguistic intedinge. An important part of linguistic

intelligence and expression encompasses sensitivithades of meaning in the spoken
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and written word. Gardner argued that sensititotword order, sounds, rhythms,
inflections, and meters of words are experiencedlbstudents in varying degrees.
Gardner singled out the following four aspectsimguistic knowledge: (a) rhetorical
knowledge, (b) mnemonic knowledge, (c) the rol¢hefteacher in explanation or
instruction, and (d) the ability to use languagesetitect on language (p. 78). Gardner
concurred with Krashen (1981), who pointed out thatage of an individual in
acquiring a language is another important consiagran learning a second language. In
reference to which hemisphere of the brain lang@aggisition is centered, as well as
the critical period of language acquisition, Gardstated,
With young children, we confront a system stiltie course of development and,
as a consequence, a system exhibiting conside(thblegh by no means total)
flexibility in the manner of neural localizationdithe mode of realization. With
age, however, a far greater degree of localizatfdanguage function becomes
the rule. (1983/2004, p. 86)
Gardner argued that rhetorical expertise, masteverbal lists, memory, and a sense of
verbal rhythm are part of superior linguistic itiggnce. However, in today’s society,
Gardner noted that writing often seems to be mogortant than reading, and language
is viewed more as a communication and businesgshaalan area on which to focus our
attention or as the essence of our day-to-day wédcording to Gardner, “while
language can be conveyed through gesture, andgihnertiting, it remains at its core a

product of the vocal tract and a message to theahwear” (p. 97).
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Some controversy regarding Gardner’s (1983/2002rghof multiple

intelligences has surfaced in recent years. lis@dsion about multiple intelligences
theory, Helding (2009) summarized Gardner’s themnyially breaking it down into the
following three components: (a) a definition ofelligence, (b) a challenge to the notion
of a “general intelligence,” ay, and (c) a challenge to the conviction thatan be

reliably measured (p. 194). Helding argued that@er’'s theory has often been
criticized in academic circles. According to Helgj Gardner’s use of the word
intelligence instead of talent or ability and hegerction of 1Q testing to classify and
measure intelligence is the crux of this criticisEven so, Helding believed that
Gardner’s multiple intelligences theory is impottas a paradigm shift in arts education
specifically and more generally in the history dtieation. Helding noted that Gardner’s
theory may not be scientifically rigorous, but @#shbeen accepted by educators, parents,
learners, and the larger populace. Helding preseatdifferent definition of intelligence,
which includes tacit knowledge and propositionab\iedge. Tacit knowledge is the
knowledge individuals are born with, or knowing htswdo something, whereas
propositional knowledge is knowledge individualsjaice as they develop an
understanding of how something is accomplished.

Listening skills are also an important part of lirggic intelligence. In a related
study about the role of Ml theory in listening poéncy, Mahdavy (2008) argued that
MI theory has not only been one of the most inftisdtheories about intelligence, but it
has also been controversial in its applicatiorhanfteld of education. Through a review

of literature regarding the historical developmehintelligence theories, Mahdavy found
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that intelligence tests, such as the Binet-SimahStanford-Simon tests, did not
adequately measure mental capabilities and thediménsional nature of intelligence.

According to Mahdavy (2008), the relationship bedswéanguage proficiency and
intelligence was first addressed by Oller in 19@8er, an endowed professor at the
University of Louisiana, wrote part of the originggst of English as a Foreign Language
(TOEFL), which Mahdavy used in his study. Mahdalgo described the research of
Oller, who attributed language proficiency as thase for the greatest variance in 1Q and
achievement tests, rather than innate intelligexscie reason for this variance.

In a study about listening proficiency, Mahdavy@8psurmised that “linguistic
intelligence seems [to] be required at all staggwacessing from sound perception to
syntactic parsing and semantic analysis” (p. 16ahdavy explored this premise at an
Islamic university by examining the role of Gardeeight intelligences in listening
comprehension and proficiency, particularly in tiela to linguistic intelligence.
Concerning the participants, 151 of the Iranianenaadd female students, who were
studying English as a second language, completédtbe MI questionnaire and the
listening subtest of the TOEFL. From that sameXET students took both the Mi
guestionnaire and the listening subtest of thermational English Language Testing
System(IELTS). The Multiple Intelligences Developmentsgssment Scales (MIDAS)
guestionnaire, a self-reporting measurement ofipialintelligence, was used to
determine intellectual disposition. The TOEFL dBHTS instruments were used to
measure English language listening comprehensidmpeoficiency. Correlational and

regression analyses were used to compare perfoentanthe two listening proficiency
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tests. Mahdavy found that even though all eigtelligences contributed to listening
proficiency in a second language, linguistic ingglhce plays the most significant part in
this facet of language acquisition. In additiorgidavy found that L2 listeners with
advanced linguistic intelligence demonstrated higldveloped auditory skills and
process information through listening.

In a study of multiple intelligences, foreign larmge success, and related
variables, Saricagu and Arikan (2009) were interested in finding adtich
intelligences students used in learning English ®eign language. Sarigdo and
Arikan conducted this study at a school for ford@mguages in Turkey. Sarigdo and
Arikan explored whether or not a significant redaship exists between a particular type
of intelligence and student success in grammaenisg, and writing. They randomly
selected 144 intermediate-level English foreigrglaage students as participants. They
administered the MI Inventory for Adults, which sseLikert scale to measure types of
intelligences, to these participants. They aldtected demographic information as part
of the inventory, and they obtained scores for gnam listening, and writing from the
school administrator. Correlational analysis wssdito examine and interpret the data.
Saricaglu and Arikan found that logical-mathematical itiggnce was the most
prevalent intelligence among the students in thieidy, and linguistic and musical
intelligences were the least prevalent. They d&termined that the traditional
methodology employed in Turkish education, whictuiges on rote learning and passive

learner involvement, may have contributed to sttsléimguistic intelligence.
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In summary, both Krashen and Gardner believedlith@istic intelligence is
required at all stages of language acquisitioneOititelligences may also play a key role
in language acquisition. Researchers have fousichititude and attitude may also
affect acquisition and proficiency in language.

Definitions of Gifted and Talented Students

In the United States, slightly different definit®nan be found in federal, state,
and local descriptions of gifted and talented stiisle According to the National
Association for Gifted Children (NAGC), in the dations section of th&lementary and
Secondary Education Act of 1988, the federal gawemt defines gifted and talented
students, based drhe Jacob Javits Gifted and Talented StudentsdEducAct (Javits,
1988),as follows:

Students, children, or youth who give evidenceighfachievement capability in

areas such as intellectual, creative, artistite@dership capacity, or in specific

academic fields, and who need services and aedwitot ordinarily provided by

the school in order to fully develop those capéibsi
On the NACG website (2011), gifted individuals atentified as “those who
demonstrate outstanding levels of aptitude or cdemme in one or more domains”.

These domains are identified as areas of actikdy @ise distinct symbol systems, such as
language, mathematics, and music, and/or areaevahgrecific set of sensorimotor

skills are required, such as dance, painting, aods. On its website, the National
Society for the Gifted and Talented (NSGT, 201 Bsuke following definition from the

United States Department of Education as a broaditien for gifted and talented
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students and considers this definition to be thetrmomprehensive: "Children and youth
with outstanding talent who perform or show theeptial for performing at remarkably
high levels of accomplishment when compared witters of their age, experience, or
environment” (as cited by the United States Depantnof Education, 1993). The
definition of gifted and talented students as statehe Elementary and Secondary
Education Act, Title IX, is as follows:
The term gifted and talented, when used with regjpestudents, children, or
youth, means students, children, or youth who gwidence of high achievement
capability in areas such as intellectual, creatwgstic, or leadership capacity, or
in specific academic fields, and who need servizesctivities not ordinarily
provided by the school in order to fully developsk capabilities. (2004, p. 107)
A common thread in these definitions is that stislelemonstrate a high level of ability
and/or aptitude in one or more areas of academopacademic pursuits. These
individuals may surpass not only their peers, batgeneral population, in performance
in a particular area. To develop their full potehtifted and talented students may need
additional support services from the educationatesy and/or their communities. Thus,
at the national level, the research literatureaatts that gifted students are most often
defined as those individuals who demonstrate, owgbotential for demonstrating,
outstanding levels of aptitude or capabilities@mgarison with other individuals of their
equivalent age, life experience, and comparableé@mwent. Using IQ and other tests,

grades, and other performance indicators, giftedesits tend to perform at a higher level
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than their classmates. However, some barriemdaiatification of gifted and talented
students who are culturally, linguistically, ethallg, and economically diverse also exist.
At the state level, definitions of gifted and taksh students vary, and these
definitions are often determined by the state depamts of education in reference to
specific state mandates. For example, in the sth&ze this study was conducted, the
State Advisory Committee for Gifted and Talentediéation (SAC) was created by the
State Board of Education (SBE) in 1984 (SDE websifebroad definition of gifted and
talented students, based on the State statutg#tien education programs (1973/revised
2011), was developed by the State Department of&tdhin (SDE). This definition
(SDE, 1984) is as follows:
Gifted and talented children means those persamgeba the ages of five and
twenty-one whose abilities, talents, and poteitiehccomplishment are so
exceptional or developmentally advanced that tleeyire special provisions to
meet their educational programming needs. Childreter five who are gifted
may also be provided with early childhood specathlaational services. Gifted
students include gifted students with disabili(ies. twice exceptional) and
students with exceptional abilities or potentialnfrall socio-economic and
ethnic, cultural populations. Gifted students apable of high performance,
exceptional production, or exceptional learningahedr by virtue of any or a
combination of these areas of giftedness: (a)@g¢oe specific intellectual

ability, (b) specific academic aptitude, (c) creator productive thinking, (d)



57

leadership abilities, and (e) visual arts, perforgnarts, musical or psychomotor

abilities.
This state definition does not specifically incluohguistic giftedness, but it is implied in
the category of “general or specific intellectuiiliay” or “specific academic aptitude”.
The criteria for identifying general or specifi¢detiectual ability and specific academic
aptitude are not delineated in the state statuiteinstead, this definition is left to “an
administrative unit, using criteria and a procesafdished by rules promulgated by the
state board pursuant to section 22-20-204 (6)” @edsill 11-1077, 2011). According to
this bill, an administrative unit is “a school dist, a board of cooperative services, or the
State charter school institute that is providingeadional services to exceptional children
and that is responsible for the local administratbthis article” (p. 6). In part, these
abilities and aptitudes are determined through ack@ performance on standardized
tests, including but not limited to, the state ass®ent tests. Each school district must
submit a gifted education program plan to the Sbspartment of Education, and this
plan must describe attainable and measurable fwatdentifying and meeting the needs
of gifted and talented students, however theya@eatified. Advanced ability and
aptitude may be demonstrated by students who atthianced proficiency in one or
more academic areas, such as English languagerartmathematics, or who
demonstrate advanced ability or proficiency in Exalip, creativity, spatial intelligence,
or the visual, performing, and/or musical arts.

Criteria for identifying these areas of giftednesthis state are linked to student

performance on various tests administered to stadeom Kindergarten through Grade
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11. For example, in one school district, the failog tests are used to identify gifted and
talented students in the specific performance avéssading, writing, and mathematics:
Yearly ProgressPro; Basic Early Assessment of Rga@evelopmental Reading
Assessment; Dynamic Indicators of Basic Early latgr, district math assessments;
intellectual ability assessments such as the Ciognitbilities Test, the Naglieri
Nonverbal Ability Test, and Kaufman Brief Intelligee Test; and th&tate assessment.
In addition, this district uses teacher observasicales in creativity, art, music, drama,
and leadership, and/or performance-based obsengatidalent areas and leadership to
determine giftedness and talent in nonacademisaréatudents “ceiling out” on the
other tests, the Yearly ProgressBssessment is used for off-level testing of these
outstanding students. According to the McGraw Wabsite, Yearly ProgressP{éPP)
is an online, progress-monitoring assessment &ading, language arts, and math,
designed especially for high achievers, whichignad to state standards. Itis a
research-based assessment, instructional, angenten tool that helps ensure that
interventions are aligned with state and natioteidards.

In summary, gifted students often surpass not trdy peers, but the general
population, in academic and nonacademic performahterder to reach their potential,
gifted students need additional support from tteachers and their community,
especially those gifted students who are culturdithguistically, ethnically, and
economically diverse. However, development andemgentation of gifted programs are
left to the purview of individual states and thetalar school district that provides

educational services to gifted and talented stsdent
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Linguistically Gifted and Talented Students

Because the emphasis of this study was on studdmtslemonstrate advanced
proficiency in a second language such as Spatishrgsearch literature related to
linguistically gifted and talented students is eaved in this section. The research studies
that were found in relation to this topic includemtification of linguistically, culturally,
and ethnically diverse gifted and talented studehtsrecruitment and retention of these
students, and specific gifted and talented progréonghese students. Another area of
research includes deficit thinking, which incorgesapreconceived notions of student
abilities and intelligence in relation to genetigender, race, and socioeconomic status,
and other barriers to the identification of lingigally diverse gifted and talented
students. A final topic of research included iis tection is the identification of
instructional methods and interventions in gifteld@ation that are used to meet the
unique learning needs of gifted and talented stisdefhese topics are important as a
foundation for determining how the learning neetdésnguistically gifted and talented
students should be met in advanced language caoairias high school level, particularly
in Spanish.

Equitable identification of culturally, linguistittg, and ethnically diverse
students who are gifted and talented is a cona@raducators and researchers (Briggs et
al., 2008). This identification is a concern besmthese unidentified students will not be
in a position to receive the same services of agifeed and talented students who have
been identified. However, the research literaisimeot always clear about how diversity

should be defined.
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In 2001, the No Child Left Behind (NCLB, 2001) fedemandate required states

to report K-12 student performance in such areasading and mathematics in terms of
specific racial and ethnic subgroups. Accordin@hernstrom and Thernstrom (2002),
the authoritative statement of current practiceelation to reporting state assessment
results in reading, writing, mathematics, and sméefior K-12 students is still the Office
of Management and Budget’'s Directive No. 15, Rawt Ethnic Standards for Federal
Statistics and Administrative Reporting, which Viiest issued in 1977. Directive 15
stated that the United States population was divid® four races and two ethnic
groups, and all agencies of the federal governnveng required to collect data using
these categories in order to evaluate programe. fdur racial groups identified in this
directive were “whites, blacks, Asians and Padglanders, and American Indians and
Alaskan Natives” (p. 18). Only two ethnic groupsreridentified by this directive:
“persons of ‘Hispanic origin’ and those ‘not of Hamnic origin’ (p. 18). Thus, all local
public school districts and state departments atation are required to report student
performance on state assessments in reading, gymtiathematics, and science in terms
of these racial and ethnic subgroups. These asatessment results are sometimes used
at the local level to identify students for gifteducation services.

In a national study of promising practices for atdlly, linguistically, and
ethnically diverse gifted and talented studentgyd, Reis, and Sullivan (2008)
expressed concern that students who are cultuhaguistically, and ethnically diverse
and who come from low socioeconomic backgroundsiatequitably represented in

gifted and talented programs across the UniteceStaBriggs et al. did not provide a
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clear definition for diversity in this study. Hower, they implied that diversity refers to
a representation of individuals from both the dasninculture and nondominant cultures
in a society, and this representation includesreetyaof attributes, characteristics,
behaviors, and languages specific to those cultures

Briggs et al. (2008) investigated 25 gifted anén&td programs across the
United States. Using a comparative case studwareseesign, Briggs et al. found that
five categories emerged in the identification adgrams that met the needs of gifted and
potentially gifted, high-poverty students who weudturally, linguistically, and
ethnically diverse. These five categories inclu@@dnodified identification procedures,
which included the use of alternative pathwayspfmgram identification, early
identification usually at the primary grade levaaid inclusion of information about
broader perspectives of student performance; @mtfloading, which is defined as “the
process of preparing students for advanced coatahtreative and critical thinking prior
to the formal identification process or before atbed-level courses are offered” (p. 137)
and that bridges the gap in student readinessufciculum changes, which include
implementation of a continuum of services, adoptba specific curriculum framework,
and an emphasis on directly addressing the needltoirally, linguistically, and
ethnically diverse students; (d) the parent-hommnection, which includes increasing
communication and interaction between school amdeh@nd involving parents as
volunteers; and (e) program evaluation, which ideBimeasuring stakeholder
satisfaction, student achievement, enrollmentfiediprograms, and student retention in

gifted services (p. 141). Briggs et al. added:
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The three features that increase CLED [culturdilhguistically, and ethnically
diverse] student participation in gifted and tagghprograms are (a) the
recognition of the underrepresentation problemibiridt faculty and staff, (b) an
increased awareness of cultural impact on stud=tteamic performance, and (c)
the establishment of program supports to help airogiirectors and teachers
make changes. (2008, p. 142)
Briggs et al. found three interventions supportexldacademic achievement of culturally,
linguistically, and ethnically diverse studenthth levels in gifted programs, including
“implementation of identification strategies desagrto include more CLED students, use
of curriculum/instructional strategies, and creatd professional development
opportunities” (p. 142). One particular curriculamd instructional strategy involved
matching professionals and students accordingeio fileld of interest, with the mentor
facilitating student learning in that field. Briggt al. found that mentoring is an
excellent way to help these students reach théanpial. The common goal of all
programs that were reviewed in this study was ¢tuote more culturally, linguistically,
and ethnically diverse students in gifted prografsggs et al. concluded that their
research “provides a clear direction for other paags to follow, as well as a path for
future research into recognizing and developinggifie of CLED students” (p. 143).
In a related study, De Wet and Gubbins (2009) aelgdored how culturally,
linguistically, and economically diverse (CLED) dants are identified, as well as what
teachers believe about their abilities, and whetinerot gifted programs should be

changed to accommodate these students. In a rebithe literature and data, they
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found that “the underrepresentation of CLED stuslénindisputable” (p. 98). De Wet

and Gubbins administered a survey to 4,000 teadtmrseight states, four states of
which had mandates for gifted education and foatestwhich did not. De Wet and
Gubbins found that teachers in states without maadgifted programs were more likely
to believe that it is beneficial to include cultilyalinguistically, and economically
diverse students in gifted programs than thoseneradrom states with mandated gifted
programs. They suggested that further researaidhe conducted to address the
responses of teachers to the recommended chang#tetprograms. They concluded
that their study may benefit culturally, linguisgtity, and economically diverse gifted
students by bringing awareness and understandatdetiids to changing perceptions and
practices regarding these students.

In another related study, Ford, et al. (2008) ex&ahirecruitment and retention
issues in relation to culturally and linguisticatliverse students in gifted education
programs. They believed that “deficit thinking’p(®292-293), or the belief that students
are deficient or lacking in some way or ways ralatetheir genetics, race, culture, or
economic status, hinders progress in the recruitiaes retention of these students. Ford
et al. also described the following four symptoimet they believed attributed to this
deficit thinking: (a) the reliance on traditiorl@l-based definitions, philosophies, and
theories of giftedness; (b) the dependence oniftetion practices and policies that
have disproportionately negative impact on divetséeents (e.g., a reliance on teacher
referral for initial screening); (c) the lack oframitment to helping educators become

better prepared in gifted education; and (d) tik & commitment among administrators
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to preparing educators to work competently wittséhstudents, which results in the
inadequate training of teachers and other schasbpeel in multicultural education (p.
293).

In order to meet the needs of culturally and lisgaally diverse gifted students,
Ford et al. (2008) suggested that “teachers conthméest of research, policy, and
theory in gifted education” and in multiculturalueztion (p. 297). They also argued that
a “cultural lens or frame of reference” should ted to examine the status of gifted
education” (p. 298) for students who are both ealty and linguistically diverse and
gifted. Not all cultures view and measure gifteshhim the same way. Ford et al. also
identified barriers to the identification of thegifted students, including (a) bias inherent
in testing and assessments, (b) policies and puwesdhat impact students very
differently, unequally, and distinctly, (c) insetngty to the background and culture of
gifted students, (d) deficit thinking due in partiack of teacher training in gifted and
multicultural education (p. 299).

The research literature also indicates that thaticne of a defensible
identification system, which spans all culturalgpe and includes gifted students from
all socioeconomic groups, is a challenge for dilosd districts. The National Research
Center on Gifted and Talented (NRC-G/T, 2008) bemy&ryear research plan to study
what works in gifted education by establishing fibleowing goals: (a) to extend and
enhance prior studies by developing a defensil@etification system; (b) to analyze the
effects of curricular units in reading and mathstudents identified using traditional and

expanded criteria; and (c) to measure outcomeg @sitended standards-based
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assessments, structured performance assessmestemaardized achievement measures.
The NRC-G/T assumed the position that a natioraitification system needs to be
created that is responsive to students acrossilaliral groups and from all

socioeconomic groups. The NRC-G/T position alsuased that an appropriate and
equitable identification of gifted and talenteddstnts without cultural, ethnic, linguistic,
and socioeconomic bias will be a major step in mgeahe needs of these students so that
they will achieve their greatest potential.

Research literature on the identification of lirgjigally gifted and talented
students in relation to world languages is veryspaOnly three peer-reviewed articles
surfaced after a search of the key words “gifted @tented” and “foreign or world
languages” Not only were these articles not current withia last 3 to 5 years, but only
one of the three articles included a discussiah@fidentification of linguistically gifted
and talented students. Two of the articles prilpaddressed appropriate identification
of gifted native speakers in Spanish, rather tdentifying students who are gifted in
speaking a second language other than English.eMeawin the third study, Matthews
and Matthews (2003) investigated the relationskeipvben heritage language instruction
and giftedness in language minority students. Adiog to Matthews and Matthews,
heritage language courses, or courses specififtallspeakers of their first language such
as Spanish, can be an appropriate venue for igigrgiminority students with linguistic
giftedness, who are typically underrepresentedftadgprograms. They reasoned that
teachers of heritage language courses are mote ajantify giftedness in students

through their own cultural awareness and bilingimalthan mainstream teachers in a



66

mainstream classroom. In addition, Matthews anttidas argued that because the
grouping of students in heritage language coussesre homogeneous in relation to
linguistic and cultural background, gifted behasiare more apparent. They also argued
that since heritage language courses are taugie ifirst language, or L1, rather than in
English, student creativity, achievement, and podeare better observed in the students’
own language.

This lack of current literature on linguisticallyftgd and talented students
indicates a definite research gap. This gap ptesenopportunity to provide a deeper
understanding of how educators in local schootidistcould provide improved services
to the gifted and talented population, particulanlyvorld language programs.
Therefore, the purpose of this study was to desdrdw AP and IB teachers provide
instruction for these students who demonstratedmckd proficiency in a second
language, such as Spanish.

Instructional Programsin World Languages

Pufahl and Rhodes (2011) argued that instructipriagrams in world languages
for public school students in Grades K-12 needetinfproved. They conducted a
national survey of elementary and secondary schoekdation to world language
instruction in United States schools. In ordedétermine how well public school
educators in the United States prepare studemizsnonunicate in languages other than
English, Pufahl and Rhodes conducted a survey oé ti@an 5,000 public and private
schools. Pufahl and Rhodes developed two questicas) one for elementary schools

and one for secondary schools. Pufahl and Rhogkss$ stratified random sampling to
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select the schools they surveyed. They sent #megitary school questionnaires to
elementary school principals and the secondarytguesires to the foreign language
department chairs. They noted that world langyaggrams have often been scaled
back or eliminated over the past decade in relatdhe languages offered, especially in
elementary schools. This reduction has occurret éwugh leaders in business,
research, education, and government, along witbrnpsrhave expressed a strong desire
that students should be prepared to work and ictt@sacitizens of the world and be able
to communicate in languages other than EnglishcoAding to Pufahl and Rhodes, these
reductions were due to economic changes, the efeé¢che NCLB legislation, which
focuses mainly on reading, writing, mathematicsl science, and less support and
funding for world language instruction.
Elementary School L evel

In their national survey, Pufahl and Rhodes (20a&hd that elementary world
language programs often include immersion progravhgh focus on academic content
that is taught in a language other than Englisbh €1 Chinese, French, or Spanish.
Other elementary world language programs offemé&oductory or exploratory language
course, which focuses on vocabulary and some alilagtivities to give the students an
overview of the language and culture, sparkingrtimerest for further study. According
to Pufahl and Rhodes, no AP courses are offeréteiparticipating schools at the
elementary school level. Instead, AP coursesyaiedlly offered as college preparatory
courses at the secondary level. However, someeglary schools offer a foreign

language program, such as the IB Primary Yearsr&nog (PYP), which focuses on the



68

language, including grammar, syntax and all facetommunication. The IB PYP is
designed to give elementary students a foundatigmaparation for the 1B Middle Years
Program (IBO, 2012). Language acquisition and libgveent is part of the IB program
at all levels across the IB continuum (IBO, 2012).
Middle School L evel

At this level, Pufahl and Rhodes (2011) found thathy middle schools offer
introductory world language courses, one or twayeaworld language instruction,
which often include Level 1 Spanish and Level I&Bigh, or immersion language
courses. As inthe IB PYP, the IB Middle Yearsdgtam (MYP) is designed for students
from ages 11 to 16, and it incorporates secondulage instruction, also known as
Language B courses, in the IB program. The IB M¥ B middle school or junior high
school program overlapping into early high schoal & provided for students from ages
11 to 16, who are in Grades 6 to 10. The MYP sulgeoups include Language A,
Language B, humanities, sciences, mathematics,mnysical education, and technology
(IBO, 2012). The MYP courses may be taught inlanguage; however, the MYP
curriculum documents are published in English, Enei$panish, and Chinese only.
According to the IB MYP Guide for 2006-2007, Langad must be taught in each and
every year of MYP. The three levels within MYP lgaiage B include Language B
advanced, Language B standard, and Language BdtiandIBO, 2006). According to
Pufahl and Rhodes (2011), the IB MYP is designgarépare students for the even more
rigorous IB Diploma Program (DP) that is offerechigh school. In the United States,

the IB DP is typically offered for students in GesdlL0-12 who range in age from 16
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t019. In relation to the AP program, some middleo®ls and junior high schools offer
pre-AP courses to help students prepare for the $sgool AP courses, and these schools
are encouraged to use federal stimulus funds tarekthese pre-AP courses.

According to Pufahl and Rhodes (2011), the numhdrtgpes of these world
language courses at the middle school and jungir $chool level have significantly
declined over the past decade, especially in psiohools. This decline is in part due to
reallocated or decreased federal and state funddgrse effects of the NCLB
legislation, and mixed feelings toward foreign laage instruction. In addition, Pufahl
and Rhodes found that availability of qualifieddaage teachers has a negative effect on
the number and variety of world language coursatare offered each year.

High School Level

World language programs at the high school levadpading to Pufahl and
Rhodes (2011), include regular education world legge courses, AP courses, IB
Diploma Program (DP) courses, and Honors courBe$ahl and Rhodes found that
secondary world language programs, which are gbynelesigned for students in Grades
9-12, have been more stable over the last decanelie elementary and middle schools
programs. They argued that this consistency coeldue in part to the integration of the
national standards into the teaching of other laggs; the use of authentic literature in
the target language; the use of more technologgebamterials; the availability of
languages such as Arabic and Chinese and langlesges for native speakers, such as
Spanish for Spanish Speakers; and more immersioeriexces to help students achieve

high levels of language proficiency. They alsoedlathat the most commonly taught
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language is Spanish. Pufahl and Rhodes also fthatenrollment in languages other
than Spanish, such as Arabic, Chinese, French, &erdapanese, and Latin, fluctuates
according to funding constraints and the availgbdfi teachers for these courses.
Language courses typically offered in the IB progiaclude the primary language of the
country and at least one additional language, asdénglish, French, or Spanish.

Advanced Placement. AP courses at the high school level usuallyudel
French, German, Latin, and/or Spanish. Other ABUages offered include Chinese,
Japanese, and ltalian (College Board, 2012). Bymeurses in a world languages
program for Spanish include language classes attieg, intermediate, and advanced
levels, which focus on listening, speaking, readargl writing, and include vocabulary,
grammar, and the Spanish culture. Typical advacoedses in Spanish include AP
Spanish Language/Honors Spanish 4/5 and AP/Hormpasish Literature (College
Board, 2012).

The College Board (2012) website indicated thatcABrses are offered at more
than 23,000 high schools across the United Staa€scourses are designed to provide an
opportunity for students to earn college credit addanced placement. Through the
College Board, which is a not-for-profit membershagsociation, more than three million
SAT exams and 3.2 million AP exams were administ@éneghe 2010 academic year.
Since its creation in 1900, the College Board ladinued to expand access to higher
education and to help students transition to higleication. The AP program offers
more than 30 courses in core academic areas sigdease, mathematics, and history

and including other languages such as Chineseckr&erman, and Japanese. The AP
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courses are developed by committees and taughghysbhool teachers who are deemed
highly qualified according to NCLB guidelines. A&Burse descriptions and syllabi are
available on line through AP Central and used tdginstruction. Teachers are allowed
flexibility in how they present course content.

As noted on the College Board (2011) website, hffiees between a regular
education course and an AP course can be notée ireacher's instructional approach to
the subject, in the attitudes of the students tdwlae course, and in the way students are
encouraged to use higher order thinking skilldyegathan memorizing facts and figures.
In AP classrooms, students engage in intense disnmss solve problems collaboratively,
and learn to write clearly and persuasively. Adaag to the AP Spanish Language and
Culture Curriculum Framework (College Board, 20XLixriculum is a process, which is
structured according to specific learning objectiaed goals. Performance or
achievement levels are also described. Instrucsitvased on themes that “integrate
language, content, and culture into an interrelagces of lessons and activities” (p. 2).
Context and essential questions for each themdeaaloped to guide instruction,
including “classroom investigations, learning aittés, and performance assessments”
(p. 2).

Figure 1 below, which is based on the AP curricuftmmework, shows the flow
of the curriculum process from setting goals, teatiding acceptable performance, to

designing thematic instruction, assessment, anddéssary, re-teaching.
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Figure 1. AP curriculum flow. A representation of the flmfithe AP curriculum
showing how the components of the curriculum framwelate to how a teacher
designs and delivers instruction from setting gaald learning objectives through
progress assessment. Adapted from the AP Spaaisfuage and Culture Curriculum
Framework 2013-2014, p. 2. Source: AP Spanish lilagg and Culture Curriculum
Framework. © 2011. The College Board. www.collegeloorg. Reproduced with
permission. See Appendix F.

Two AP courses are offered in the world languagegnam for Spanish, which
follow this national College Board curriculum. Heecourses include AP Spanish
Language, AP Spanish Literature, and AP Spanisiglage and CultureThe AP
Spanish Language course is comparable to thediifdixth semester Spanish language
course offered at the college or university levehe AP Spanish Literature course is
comparable to the third year introduction to Spauiierature course offered at the
college or university level, which includes a reqdireading list. The AP Spanish
Language and Culture course includes six setsaofileg objectives, which are identified
in the curriculum framework for 2013-2014, and tlvegorporate concepts of
interpersonal communication, interpretive commutiica and presentational
communication. These learning objectives inclespoken interpersonal
communication, (b) written interpersonal communaat(c) audio, visual, and

audiovisual interpretive communication, (d) writi@md print interpretive

communication, (e) spoken presentational commuitcaand (f) written presentational
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communication (p. 3). The themes listed in theiculum framework include (a) global
challenges, (b) science and technology, (c) conteanp life, (d) personal and public
identities, (e) families and communities, and @abty and aesthetics (p. 29-31). In
addition, each theme is broken down into contemrtsessential questions. Contexts are
topics within the general theme of each unit, wiaoh designed to be meaningful and
interesting to the students. The contexts vareddmg upon the authentic materials
available, including teacher developed and comraktyaleveloped materials, as well as
the creativity and interest of the teacher andesttel Some recommended contexts of
study for the global challenges theme are (a) evonssues, (b) environmental issues,
(c) philosophical thought and religion, (d) popidatand demographics, (e) social
welfare, and (f) social conscience (p. 29). Esakquestions provide a focus and guide
the student learning for each topic. Examplesseégtial questions for the global
challenges theme are (a) What environmental, paljtand social issues pose challenges
to societies throughout the world? (b) What areathgins of those issues? and (c) What
are possible solutions to those challenges? (p. 28achers then create lessons, student
activities, and assessments based upon the leavhjagtives, overarching themes,
contexts, and essential questions.

IB Diploma Program. The IB Diploma Program, which is a high school
program designed for students in Grades 10 thrd2gis also a college preparatory
program similar to the AP program. The IB currigulis designed in relation to the

following six areas: (a) studies in language aredldture, (b) language acquisition, (c)
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individuals in society, (d) experimental sciende$,mathematics and computer science,
and (f) the arts.

Figure 2 displays these six areas as follows:Gfaup 1, labeled Language A1,
includes studies in language and literature, atsawk as Language A; (b) Group 2,
labeled Language B, is language acquisition; (Qu@r3, labeled Individuals and
Societies, is also known as individuals in sociéty;Group 4 is labeled Experimental
Sciences; (e) Group 5 is labeled Mathematics, suadsb known as mathematical and
computer science; and (f) Group 6 is labeled Ants Blectives, or the arts. For this
study, the focus will be on Group 2, language asitjan, which is the beginning level of
the language, or Language B, the advanced levahgliage study. Group 2 includes
modern languages, such as English, French, Geigpamish, or Chinese and the

classical languages, Greek or Latin.
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Figure 2 The IBO curriculum. This graphic representatiéthe IBO Diploma Program
curriculum identifies the three core curriculumag@nd the areas of study separated into
six groups. Adapted from the IBO website. Copytig012 by the International
Baccalaureate Organization (IBO). Reproduced mathmission. This work that has

been developed independently from and is not eleddry International Baccalaureate
(IB). See Appendix G.

Figure 2 shows that the IB Diploma Program curdaulfor modern languages
emphasizes language acquisition and language usiéferent purposes and a wide

range of contexts, as well as for the promotionuwfural understanding through

language study.

Figure 3 is a graphic representation of thesergasaof the IB DP curriculum
model and includes the recently developed pubboatiB Learner Profile, which is not
included in Figure 2 above. In the center of thaglel in Figure 3, the IB Learner Profile
is represented using silhouettes of students earatl the three 1B programs: PYP, MYP,

and DP. In tandem with the six courses or subjbeisIB students must study, there are

three core requirements, which include theory avidedge, extended essay, and
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creativity, action, and service. According to tB® website, theory of knowledge is a
course designed to encourage students to refleitteonature of knowledge by critically
examining different ways of knowing (i.e. perceptiemotion, language and reason) and
different kinds of knowledge (i.e. scientific, attc, mathematical and historical). The
extended essay requires students to engage inandept research through an in-depth
study of a question relating to one of the subjdwty are studying. The third core
requirement is creativity, action, and service,chhiequires that students actively learn
from the experience of doing real tasks beyondctagsroom. Students can combine the
components of creativity, action, and service oadivities related to each one of them
separately. The IB Learner Profile (IBO, 2009 iset of learning outcomes based on the
IB mission statement and is central to the IB etlanal continuum. These learning
outcomes for IB learners are that students wilstro be (a) inquirers, (b)
knowledgeable, (c) thinkers, (d) communicators pf@)cipled, (f) open-minded, (g)

caring, (h) risk-takers, (i) balanced, and (j) eeflve (p. 7).
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Figure 3. The IBO DP curriculum modelThis graphic representation of the IBO DP
curriculum model includes the six areas of stutlg, three core requirements, and the IB
Learner Profile. Adapted from the IBO website. p@aght 2012 by the International
Baccalaureate Organization (IBO). Reproduced wehmission. This work that has
been developed independently from and is not eedoby International Baccalaureate
(IB). See Appendix G.
Figure 3 shows that the central core of the IBOQPriculum is the IB Learner Profile,
and the three core requirements are the theorp@illedge, the extended essay, and
creativity, action, and service. The six areastofly, studies in language and literature,
language acquisition, individuals and society, expental sciences, mathematics and
computer science, and the arts, surround the egrugrements and IB Learner Profile.

At the high school level, the IB program offers tbkowing courses in world

languages: Language ab Initio, for students beginimeir study and acquisition of

another language; Language B Standard Level (SiLHagher Level (HL), for students



78

who have studied another language previously; Lati@lassical Greek; and online
Spanish ab Initio (IBO, 2012). At the higher lewglo works of literature are also
studied in addition to three required core thenmestavo optional themes for the SL and
HL courses. The required themes are (a) commuaicand media, (b) global issues,
and (c) social relationships. The optional thearesselected by the teachers. The IB DP
curriculum documents and examination papers aréghgal in English, French, and
Spanish only. Therefore, the DP courses are tdngirie of these three languages. For
one of the proposed sites, the IB Language B udl atfvo-year program for French or
Spanish. The prerequisites for IB Language B $paare acceptance in the IB program
and completion of Honors Spanish II.
Curriculum and Standardsfor World L anguages Cour ses

Over the past two decades, national and state Wamigliage organizations and
associations developed standards for teachingeamdihg foreign languages. According
to the College Board (2011) website, the 1996 Nati&Gtandards for Foreign Language
Education were published through a collaborativerebetween the American Council
on the Teaching of Foreign Language (ACTFL), theefican Association of Teachers
of French (AATF), the American Association of Teachof German (AATG), the
American Association of Teachers of Italian (AATthe American Association of
Teachers of Spanish and Portuguese (AATSP), Amrefitassical (ACL), American
Council of Teachers of Russian (ACTR), Chinese luagg Association of Secondary-
Elementary Schools/Chinese Language Teachers Asgoc{CLASS), and the National

Council of Japanese Language Teachers/Associatidbeathers of Japanese (NCJLT-
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ATJ). The original purpose of these standardstovadfer guidelines for the

development of goals and outcomes relating to gor&anguage instruction, acquisition,
and proficiency, broadly outlining what studentsd know and be able to do (Phillips
& Abbott, 2011). The standards were created torimarate the skills of listening,
speaking, reading, and writing along with knowledg@eulture in relation to the five
themes of communication, cultures, communities, gansons, and connections.

Figure 4 presents the logo for the National Stas&léor Foreign Language. The
American Council of Teachers of Foreign Languag€TAL) national standards for
foreign language encompass five areas: commuaigatultures, connections,
comparisons, and communities. According to the RCT2011), communication in
other languages includes exchanging ideas and ergi@gconversations, understanding
and interpreting written language, and presentatfanformation, ideas, and concepts.
The standard relating to culture means that stgdeiitdemonstrate that they have
gained knowledge and understanding of the inhendire, practices, and perspectives
of the language they are studying. The standarddionections in relation to languages
means that as students study other disciplinesequaire knowledge, they will
understand viewpoints held by other cultures winigty be available only through an
understanding of that language. Comparisons eetatthe development of insight into
the nature of language and culture of the langtlagye are studying through comparison
with their own culture. The standard of commusitielates to students using the

language they are studying not only in the languwagese, but also in settings outside of
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the classroom, such as in areas surrounding tbeinwnity where the language is
prevalent or through travel to other countries.

Figure 4 is an illustration of how the five areas mtertwined.

Culinres

Cun

Figure 4 The national standards for foreign language legrfive rings illustration. The
five areas of learning, as depicted in this logdh®ylinked rings, are communication,
cultures, connections, comparison, and communithetapted from the ACTFL website,
ACTFL, 2012. (National Standards in Foreign Larggi&ducation Project. (2006).
Standards for Foreign Language Learning in the €g&sttury. Lawrence, KS: Allen
Press.) See Appendix H.

Some state departments of education used thesmalgtandards as the guiding
documents in developing their own state standdralsare embedded into specific
courses. In the state where this study was coadufir example, under the Office of
Standards and Assessment at the State DepartmEdtioétion, the standards developed
in the 1990s included the skills of listening, dpeg, reading, writing, and the culture
associated with the language (State Model Contiamdards for Foreign Language,

1997). These standards provide guidelines andhneswdks for measuring foreign

language literacy for students enrolled in pubticaol districts.
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In 2009, the State Department of Education adoatextised set of standards,

which reflect the national standards for foreigmgaage learning that were developed in
collaboration with the American Council on the Tleag of Foreign Languages
(ACTFL) and with other foreign language associaiancluding the American
Association of Teachers of Spanish and Portugue3@6]. The most current version
available of the national standards through theddat Standards in Foreign Language
Education Project (2006) is entitled the Standéwd&oreign Language Learning in the
21st Century. According to the ACTFL Director aldeation (P. Sandrock, personal
communication, September 10, 2014), a new volunteeohational standards will be
published in November, 2014. These standards nousfon five key areas, including
communication, cultures, connections, comparisand,communities. Assessment of
these areas is divided into the proficiency lewélsovice intermediateadvancedand
superior. Thenoviceandintermediatdevels are subdivided infow, mid, andhigh
proficiency.

Table 1 presents a simplified matrix that idengifiee themes, communication,
cultures, communities, comparisons, and connectams proficiency levels based on the
State Standards for World Languages and an alighaf¢he National Standards for

Learning Languages with the Common Core State &tdsd2012).
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Table 1

Matrix for the State Standards for World Languages

Novice Intermediate = Advanced  Superior
Communication
S T B =
4 = T — =
Cultures =
2 T ©° 2 =
4 = T — =
Communities -
= T © s z
4 = I | =
Comparisons
P S T B : T
4 = I | =
Connections -
= T © S T
4 = T — =

Note This matrix indicates that low, mid, and higlbkavels are used for the novice
level and the sublevels of low and mid are usedHerintermediate level. For a more
detailed explanation of each level and sublevétri® the National Standards for
Learning Languages (2006) and the ACTFL ProficieBeydelines (2012).

These national and state standards direct curnguhsstruction, and assessment
in many world language programs and their relatdases, especially in the state where
this study was conducted, where the State Depattafidtducation and the State
Congress of Foreign Language Teachers have useel tlagional standards as a guideline
or template for the development of state standavbgh are embedded in specific
courses. The following sections present the semlesequence of topics that are
addressed in the courses related to the AP andilwanguage programs. A discussion

is also included about the alignment of coursealyjes in these programs with the

national standards and the ACTFL proficiency gurcs.
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AP Spanish Courses

The College Board has traditionally been suppomivegorous academic
standards, preparing students in their pursuiigiiér education (College Board, 2010).
In relation to this study, for example, the curhicu for the AP courses in Spanish is
aligned with the national standards for foreigrglaage (College Board, 2012). The
expected outcomes for the AP Spanish Language ahldr€ course and the AP Spanish
Literature course are described below.

According to AP Central (2006), the AP Spanish Leage and Culture course
expected outcomes are as follows: (a) the stutksstrong communicative ability in
Spanish in the interpersonal, interpretive, andgméational modes; (b) the student has a
strong command of Spanish linguistic skills (inehglaccuracy and fluency) that support
communicative ability; (c) the student comprehe8ganish intended for native speakers
in a variety of settings, types of discourse, tepstyles, registers, and broad regional
variations; (d) the student produces Spanish congmsble to native speakers in a
variety of settings, types of discourse, topicsl eggisters; (e) the student acquires
information from authentic sources in Spanish; @nhthe student is aware of some
cultural perspectives of Spanish-speaking peoplé® expected outcomes for the AP
Spanish Literature and Culture (2012) course expgoath the expected outcomes for AP
Spanish Language and Culture and include the fatigw(a) students will read,
comprehend, analyze, and retell a variety of tex&panish while relating the content to
literary, historical, sociocultural, and geopolticontexts, thus making interdisciplinary

connections to support their textual analysiss(oylents will speak confidently with
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accuracy and fluency in Spanish, and compare #tadklanguage and literary features
of the Spanish-language texts in different hisedrisocial, and geopolitical contexts; (c)
students will demonstrate their understanding iting and relate the content of the texts
they read to political, economic, religious, socahnic issues of the related historical
and contemporary time periods; (d) students witiegate questions and participate in
meaningful discussions in Spanish; and (e) studetiitedemonstrate their knowledge of
literature and cultural understanding with commiesitwithin and outside of the
classroom.

The College Board has partnered with the Natioralggnors Association Center
for Best Practices and the Council of Chief Statieo®! Officers in the development of
Common Core State Standards. These Common Caorda®ts are consistent with most
of the College Board Standards for College Suc@ssthe Common Core Standards
provide guidance to states as they develop oreetsrent state standards. According to
the ACTFL (2012), the document titled Common CaiaeéSStandards for English
Language Arts (ELA) and Literacy in History/Soc&tudies, Science, and Technical
Subjects is comprised of four performance straretgding, writing, speaking and
listening, and language. These four performaneasaare represented by the national
standards for learning languages communicatiordstais, which include interpersonal,
interpretive, and presentational, and the levgroficiency demonstrated by language
learners. In addition, the other four nationahd&xds, or goals areas for learning
languages, which are designed as cultures, comnmscttomparisons, and communities,

are also aligned with the Common Core Standardi& riational standards describe
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performance expectations that ensure all langutagiests are ready for college, career,
and the world (p. 1).
| B Spanish Courses

The IBO has its own set of program standards fei®thmary Years Program
(PYP), the Middle Years Program (MYP), and the Dipa Program (DP). These
standards allow enough flexibility to individual®mls that they may incorporate the
national standards as a guideline for curriculumettgoment, instruction, and
assessment, as long as they meet IBO standardsalB+Gonesa, 2010; Bunnell, 2009,
2011; Cambridge, 2010; Clayton, 1998; Doherty, 20B®, 2005/2010; Mayer, 2010).
However, Poonoosamy (2010) noted that some indaldin the IBO community believe
that the emphasis on the Western culture in thertigram and its focus on globalization
does not recognize local and/or non-Western ideaténd knowledge often found in
African countries.

The six assessment objectives for the IB Langua§edhish course are as
follows: (a) to communicate clearly and effectivel a range of situations,
demonstrating linguistic competence and culturaleustanding; (b) to use language
appropriate to a range of interpersonal and/oucallicontexts; (c) to understand and use
language to express and respond to a range ofwddaaccuracy and fluency; (d) to
organize ideas on a range of topics in a clear@it and convincing manner; (e) to
understand, analyze and respond to a range oewiathd spoken texts; (f) to understand

and use works of literature written in the targetguage of study (Language B Subject
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Outline, 2012, p. 3). Along with the national sdards for learning languages, these six
assessment objectives are used to guide curricdéwelopment and instruction.
The expected outcomes for the IB Language B Sp&ushise, according to the
IB Learner Profile outcomes (2009), are that IBeas will strive to be:
Inquirers: They develop their natural curiosity. They acquive skills necessary
to conduct inquiry and research and show indeparedgnlearningThey actively
enjoy learning and this love of learning will bestained throughout their lives.
Knowledgeable:They explore concepts, ideas and issues that baaédnd
global significance. In so doing, they acquiraapth knowledge and develop
understanding across a broad and balanced rardiscgdlines.
Thinkers: They exercise initiative in applying thinking skiltritically and
creatively to recognize and approach complex probJeand make reasoned,
ethical decisions.
Communicators:They understand and express ideas and informatiofidently
and creatively in more than one language and iarigty of modes of
communication. They work effectively and willingly collaboration with others.
Principled: They act with integrity and honesty, with a straegse of fairness,
justice, and respect for the dignity of the indiadl groups and communities.
They take responsibility for their own actions @hd consequences that
accompany them.
Open-minded:They understand and appreciate their own culturdgarsonal

histories, and are open to the perspectives, valnedraditions of other
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individuals and communities. They are accustomeskeking and evaluating a
range of points of view, and are willing to growrn the experience.
Caring: They show empathy, compassion and respect towaedseeds and
feelings of others. They have a personal commitrteesérvice and act to make a
positive difference to the lives of others andhe énvironment.
Risk-takers:They approach unfamiliar situations and uncertawitia courage
and forethought, and have the independence ot spiexplore new roles, ideas
and strategies. They are brave and articulatefendeng their beliefs.
Balanced: They understand the importance of intellectual gt and
emotional balance to achieve personal well-beimghfemselves and others.
Reflective: They give thoughtful consideration to their ownrieag and
experience. They are able to assess and undetb&indtrengths and limitations
in order to support their learning and personakttggment. (IBO, 2009, p. 7)
Thus, the expected outcomes for the IB LanguagpdhiSh Course expected are
intertwined with the IB Learner Profile outcomes,tkat in addition to learning the
language and experiencing the culture, the studefiteecome caring, principled, open-
minded, knowledgeable, reflective, balanced, thiskequirers, communicators, and
risk-takers.
In summary, the standards for the world languagesas are in alignment with
the Common Core Standards for English languageaadsiteracy in social studies,
history, science, and technology courses. Commatioit skills taught through reading,

writing, speaking, and listening, in tandem witk 8tudy of world cultures and
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communities, are designed to support the developofgroung people who will become
knowledgeable, well-rounded communicators preptoedeet the demands of the’21
century.
Instructional Practicesin World L anguages Cour ses

The research indicates that exemplary instructistrategies need to be used in
order to effectively deliver and assess the statsdand/or curriculum prescribed in the
AP and IB courses. To be considered exemplarggetivestructional strategies should
demonstrate success in improving student learminiygse courses. However, in order to
implement these exemplary instructional stratedess;hers of these courses often need
professional development to strengthen studemileguin foreign languages (Briggs et
al., 2008; Steele, Peterson, Silva, & Padilla, 200chis professional development needs
to focus on preparing students for global citizemstmd cultural awareness, which is
inherent in international education as well asrthgonal and state standards for world
languages (ACTFL, 2012; IBO; Brunold-Conesa, 2@unnell, 2009, 2011; Cambridge,
2010; Doherty, 2009) In addition, the NCLB Act () created a heightened awareness
about accountability in relation to student ancthea performance in the classroom and a
lens to scrutinize local schools, forcing more aetability for teachers, administrators,
school districts, and states (Cambridge, 2010; M&@10). In some states, funding is
contingent on student performance on exams suttiea8P or IB examinations
(Holstead, Spradlin, McGillivray, & Burroughs, 2010As a result of these influences,
specific instructional strategies may vary, depegdin the curriculum, the standards,

school district mandates, teacher preferencesstant learning needs (Morris, 2008).
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In a gifted education study of AP and IB courses)gt, Hertberg-Davis, and

Callahan (2009) noted that a common instructiotrategy that teachers use to meet the
needs of gifted and talented learners is abilibuging. Foust et al. defined ability
grouping as the placement of gifted and talentedestts with other students of their
ability level. This placement allows for a morénesive class structure where students
build a closer relationship with their classmatéslevgaining self-confidence and pride
in completing higher level or more challenging wofkoust et al. also noted that gifted
and talented students are often given more redpititysfor their own learning and may
be held in higher esteem by their teachers thanpleers. One form of ability grouping
in world language programs occurs when studentsdenoonstrate advanced proficiency
in world languages enroll in rigorous courses sagdvanced Placement and
International Baccalaureate. Foust et al. notatidhouping gifted students according to
ability is one of the most efficient methods fouedtors to deliver an appropriate
curriculum to these students because teacherbkréosfocus on a common instructional
level, and students are not teased for their igegiice or misunderstood by their peers.
The course can be faster paced and more enjoyabétuidents as they experience
encouragement from teachers and bonding with péesignilar interests and abilities.

In another study about grouping, Brulles and Wiraher (2012) argued that
“cluster grouping”, or grouping of gifted and taled students within a regular education
classroom, is another instructional strategy teathers use to improve achievement for
these students. According to Brulles and Winebeeneiuster grouping in a particular

grade level is the placement of students in grougsother students of the same ability
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and achievement levels. They argued that “clupt@uping creates a more rigorous and
relevant school setting, encourages smart studemésnain in their schools, and draws
back students who have left” (p. 45). Brulles &vitiebrenner also maintained cluster
grouping is a more feasible and equitable way ¥e gil students an opportunity for
higher achievement, while satisfying parents thdted student’'s needs are met. Even
so, this particular type of ability grouping is tpuicontroversial, Brulles and Winebrenner
argued, because it appears to be similar to trgckiml may inhibit the emergence of
academic leaders. In addition, a gifted student ntza necessarily be a high achiever.
Furthermore, according to Brulles, Saunders, anth@2010), little empirical evidence
shows the effectiveness of cluster grouping in muprg learning for gifted and talented
students.

In another study about instructional grouping pcast for gifted students,
Brulles, Saunders, and Cohn (2010) investigated toamprove performance for gifted
students by using a cluster grouping model. Bsudteal. noted that researchers have
presented little evidence regarding the effectigsrad grouping for gifted students.
Therefore, they conducted a comparative case studyalyze the impact of cluster
grouping on the achievement of gifted students ath@matics at the elementary school
level in an urban school district in Arizona. Bedl et al. found that gifted students who
were placed in ability groups demonstrated sigaiftty higher academic growth than
gifted students placed in nonability-grouped classBrowth was measured using
mathematics pre- and post-assessment scores f20@6e2007 school year. The

assessments were aligned with the Arizona statelatds for mathematics. Brulles et al.
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also noted that the teachers for the 554 abilibuged students were trained in gifted
education; however, the teachers for the 218 g#tadents not ability grouped were not
trained in gifted education. Brulles et al. usazha-way analysis of covariance
(ANCOVA) to analyze and examine the differencesveein the post-assessment results
of the clustered and non-clustered gifted studeBtslles et al. found a significant
difference between the two groups. The percermédgbhange was also determined using
student achievement data. The percent of changbdalustered group of gifted
students was approximately 35% while the perceshahge for the nonclustered group
of gifted students was approximately 10%, showiggeater amount of academic growth
for the ability-grouped gifted students.

Another common instructional strategy that instougtuse in teaching a second
language is Total Physical Response (TPR), whigages the body and the mind by
using manipulatives and realia, along with physegiressions, sounds, and actions to
learn new vocabulary and actions. Initially, tfeRrtechnique, developed by Asher
(1969), focused on listening comprehension thrduglsthetic means. In a study on the
correlation of TPR and kinesthetic methods as edgb learning Japanese and retention
of vocabulary, Kirishima (2011) noted that few sasthave been done on the application
of TPR to second language learning, even thouighwidely accepted as a second
language teaching method using physical body mom&gneiccording to Haynes
(2011), TPR works well with students in the preéarction stage of second language

acquisition because they can listen and show deemprehension or understanding of the
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language by copying the movements and gestureshih&acher uses. At this stage,
students parrot what they see and hear.

Another instructional strategy that is commonlydiseworld languages courses
is Teaching Proficiency through Reading and Stdlimte(TPRS), which an extension of
TPR and incorporates telling and/or acting oubaysftfirst by the teacher, then
reenacting it by the students. As cited in Roaf Kreutter (2010), the TPRS method
was developed by Ray in the 1990s. Teachers imgaiethis instructional strategy by
beginning with comprehensible input, which is bagedgomething the student already
knows and comprehends, plus introducing somethéwgar as yet unknown into the
instructional lesson. A personalized story is @dantegrating the new vocabulary.

In a study comparing the effectiveness of Commuivied_anguage Teaching
(CLT) and TPRS, Spangler (2009) noted that themewe previous studies comparing
the two methodologies. Spangler found a statibyitegher level of speaking fluency in
the group of students who learned Spanish throagluse of TPRS than the group of
students who used CLT. Spangler also found suppousing TPRS as an effective
methodology to guide teachers in promoting the lapgeskills of their students.

In a related study, Dziedzic (2012) compared tleces of TPRS and traditional
instructional methods for secondary Level 1 Spanighses. The traditional instruction
was grammar-based, which focused on student oatjlistructured language
reproduction. TPR and TPRS strategies are baseding comprehensible input. After
students were given a proficiency assessment arntef the school year, Dziedzic

found that even though no significant differenceswaident in the results for the
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listening and reading tests, TPRS students scagadisantly higher than traditional
students on the writing and speaking sections@fgsessment.

Immersion is another common instructional stratibgy teachers use in world
languages courses. Immersion means that teactesenp all instruction in the target
language, including all communication with studer®ne way to ensure complete
immersion is through study abroad. In their staflifactors that influence second
language acquisition of Spanish vibrants, Hurtaat EBstrada (2010) found a positive
influence on L2 acquisition through study abroaeeially for the production of the
Spanish vibrantss, or the trill and tap. However, according to Kawinn (2009), it is
not necessary to live in the country where a laggua spoken in order to learn the
language and to speak it fluently. Kauffman mairgd that the use of a computer and
the Internet facilitate learning a language. Gndther hand, Platt (2012), in a discussion
of an immersion program in Mexico City for the tiaig and preparation of mental health
clinicians in order to work with Latino communitjestated that there is an increased
focus on incorporating immersion education optiasgart of the curricula in higher
education. Not only is acquisition of the languagportant, but so is the development
of historical and cultural understanding. Plattrfd that the participants believed that the
immersion experience was beneficial because ieas®d their awareness of their own
culture as well as how they perceived the Latintucet and the implications for their
work in Latino communities. Platt suggested thamiersion education can help U.S.
educational programs to meet the requirementshodr@ global and multicultural

perspective. In addition, McDowell, Goessling, anelendez (2012) reported that
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students increased their social and global awaseaésng with their multicultural
competence and sensitivity, through study abroahimternational immersion course in
family therapy and counseling. Experiential leagnidialogue, and reflection were
incorporated in the program and contributed toeis! increased cultural awareness and
cross-cultural sensitivity.

Another strategy that world language teachers eé#eetively used to improve
student learning is grammar-based instruction.s Taiditional approach uses instruction
focused on grammar, syntax, and vocabulary, wis¢hacher-centered (Morett, 2009;
Morris, 2008). Using direct teaching methods,tdecher instructs students on the
grammar and vocabulary for each unit of study flmamic to advanced levels. The
students practice, recite, and repeat specificlmdeay words according to teacher
directions. Dziedzic (2012) maintained that theufoof grammar-based instruction on
grammar rules and basic vocabulary, taught fronstimple to the complex, is not as
effective as teaching with comprehensible inputstodent performance in writing and
speaking. However, he found that both methodequally effective for listening and
reading.

Another instructional approach used in world larggueourses is communication-
based instruction, which is more student-centelkéat¢tt, 2009; Morris, 2008), and
which is also supported by the IB Language B cuhuim. In a study that examined the
effects of two foreign language methodologies agirn@ng level students’ achievement,
fluency, and anxiety, Spangler (2009) describedroamicative language teaching as the

teacher who facilitates while students interact em@imunicate in meaningful,
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structured, real-life situations, soon after rerg\wcomprehensible input. According to
Spangler, proponents of this method believe thguage acquisition occurs when
students listen and speak in a communicative getfithe more students practice
listening and speaking, the more fluent they becom@esecond language. However, in
another study that examined the effect of instamnzti method on second language
acquisition, Morett maintained that even thoughdabenmunicative method may be
initially beneficial in vocabulary acquisition, thbenefit does not extend to long-term
retention in second language acquisition.

In a study about strategies for gifted second lagguearners, Deveau (2006)
noted that instructional strategies that specifyda¢lp gifted second language learners
include direct grammar instruction, direct instrantof communication strategies, and an
emphasis on instructional lessons that involveentth, meaningful, real-life situations
and activities. These instructional strategieg Isélidents to build upon and maximize
their prior knowledge, abilities, and experienceider to take advantage of their second
language learning potential. Deveau maintainetidinact grammar instruction is “a
strategy designed to capitalize on the pre-existtngctural understanding of one’s first
language, allowing students to make connectionsotmgsize, and utilize higher order
thinking skills in the construction of their intarlguage in the process of second language
learning” (para. 2). Deveau believed that comlgrdirect grammar instruction with
communication strategies enhances the learningiabiof gifted and talented second
language learners, which in turn increases thebajlintelligence and capabilities as

future leaders in society. Deveau stated thatl{ghg of the structure of the target
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language tends to enhance the production and coemsesn of the learners, especially
in high-ability learners” (para. 5). Studying gnaar can help students draw connections
between languages and enhance target languageiioguiaccuracy, and production.
Deveau noted that by-products of this masteryrareeased acceptance among native
speakers and the student’s increased self-confedeDeveau also stated that “gifted
students naturally possess abilities and skills theapped, can greatly influence their
linguistic development” (para. 6). According touM@au, “teaching to the strengths of the
[gifted] students will peak both their self-effigaand their motivation to excel in the
target languages (para. 7). Deveau concluded tiadyzAang and comparing languages
allows gifted students to use their verbal abdgitie form interlanguage connections and
develop linguistically.

In a study of promising programs and practicetdturally, linguistically, and
ethnically diverse gifted and talented studentgyd, Reis, and Sullivan (2008)
suggested that another desirable instructionaiesfyato improve learning for gifted and
talented students is mentoring. This strategy ve®bpairing professionals with gifted
and talented students according to their speai@asof interest, with mentors facilitating
student learning in that field. This strategy ilwes linking student learning with real-
world applications by creating opportunities foitel and talented students to work with
professionals in their fields of interest. Pagation in a mentoring relationship also
encourages gifted and talented students to ideatifiyaddress problems within their
communities and “give back” to their communitiesIf9). The purpose of mentoring,

according to Briggs et al., “is to recognize studemterest, abilities, and motivation as
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important to learning and to provide opportunifi@sstudents to manifest their talents at
high levels of creative productivity” (p. 140). iBgs et al. also noted that “above-
average ability, creativity, and task commitment ba found in individuals from every
ethnic and cultural group and across all socioesvadevels, and that this creative
productivity can be developed and nurtured” (p.)14TChrough a mentoring relationship,
the gap between the knowledge and skills thatdydied talented students acquire and
their potential can be bridged and reduced, ulitydeading to the successful
participation of these students in their choselad foé study.

Thus, the research literature indicates that teaalee a variety of instructional
strategies to address the learning needs of gafteidtalented students. Some of these
instructional strategies include ability groupifigxible grouping, Total Physical
Response (TPR), Teaching Proficiency through Regaind Storytelling (TPRS),
immersion, grammar-based instruction, communicabased instruction, direct
instruction of communication strategies, mentorgugy an emphasis on instructional
lessons that involve authentic, meaningful, realdituations and activities. In the next
section, | describe the specific instructionaltsigées that teachers use to improve student
learning in the AP and IB courses, which are tlmpemf this study.

AP Courses

According to the AP Spanish Language and Cultungi€dum Framework for
2013-2014, because the AP Spanish Language anagr€uatiurse is taught in Spanish,
the language is taught in context in order to cgraeaning. The instruction is

standards-based and is focused on communicatithe ilmnguage. Instruction is based
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on a thematic design using six themes and relasehéial questions. These six themes
are (a) global challenges, (b) science and teclgyol@) contemporary life, (d) personal
and public identities, (e) families and communitisd (f) beauty and aesthetics.
Together, these themes help teachers “integratgigage, content, and culture into an
interrelated series of lessons and activities phatnote the use of the language in a
variety of contexts” (p. 27). A holistic approashused to address the interrelated
communication objectives. The use of essentiasiijues is an important strategy that
AP teachers use. The AP Spanish Language andr€glhurse includes recommended
contexts and overarching essential questions fdr ehthe six themes of study. Some of
the communication strategies used in the AP cdumunclude restatement of the
guestion, asking questions to clarify meaning ameint, and using gestures and
circumlocution as techniques to clarify meaning/andonfirm comprehension.

Because the AP Spanish Literature and Culture eaarsught in Spanish, the
course is standards-based and teachers also fo@gronunication in the language. As
described in the AP Spanish Literature and Cul@oarse and Exam Description, the
College Board (2012) noted:

The overarching aims of the course are to providéents with ongoing and

varied opportunities to further develop their pcancies across the full range of

language skills-with special attention to criticahding and analytical writing —

and to encourage them to reflect on the many vaodscultures included in a

rich and diverse body of literature written in Sigéain (p. 5)
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To accomplish those aims, the suggested instruatgirategies include literary analysis,
which emphasizes focused attention to linguistiaitlecritical interpretation, and
analysis. Once again, a thematic instructionalgiels used that integrates themes with
essential questions, organization of conceptsrequired readings. According to the
College Board, “teachers are especially encourégednsider the interrelatedness of the
themes, which...will present opportunities to stuelyt$s more than once in the AP
course, bringing out different thematic connectiand contexts for analysis each time”
(p. 27). Teachers are allowed considerable flégbn designing instructional units,
based on the themes, concepts, and essentialanggt best suit the needs and interests
of students.

According to Cannon (2011), intervention stratedied teachers can use with
students who are at risk for not achieving sucoesiseir AP courses include the
following: (a) a conferences with the teacher,dbline tutorials, (c) mandatory
acceleration/remediation sessions, (d) a call himnparents/guardians, and (e)
mandatory makeup sessions before and after schiobbfnework and/or tests (p. 29). In
addition, Cannon noted that setting learning ta;gateteaching content, and tutoring
help gifted and talented learners meet the chadiend mastering the rigorous AP
curriculum.
|B Courses

The IBO (2011) recommends that teachers use résbased instructional
strategies to deliver the outcomes for IB coursdsle encouraging diversity and

flexibility in teaching methods that emphasize &dtic learning approach which links
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the disciplines and incorporates a global viewitofagions and issues. Some of the
instructional practices or strategies that teacimetise IB program use to help students
develop their capacity for inquiry, research, ansbfem-solving, communication, and
collaboration include (a) cooperative learning, vty students work together to answer
essential questions, and which may include peerihg experiences, (b) didactic
instruction, in which the teacher is responsibleifigparting information and knowledge,
(c) experiential learning, which involves learntfigough real-life experiences and
practice (van Oord, 2010; Smith, 2011), (d) ingthgased learning, which focuses on
gathering information based using essential quests starting points of the
investigation, (e) teacher-as-facilitator, whichang that the teacher and students work
together as agents of learning, (f) transformatitesning, where there is a focus on
integrating the physical, cognitive, affective, amiritual dimensions of the person and
making interdisciplinary connections (Smith & Morg2010), and (g) transactional
learning, where there is a focus on teachers amtbsts working together in the
development of problem-solving skills and ratiomaglligence (Smith & Morgan, 2010).
Support materials for the implementation of thestructional strategies are also
available to teachers through the IB program. Teklmning that incorporates vertical
and horizontal planning is also recommended (IBtiN&merica, 2006). However, no
singular approach to pedagogy is required.

In a related discussion, van Oord (2010) notedlBhaburses should be delivered
through “a variety of teaching methods, dependimdpoal and cultural educational

traditions” (p. 52). van Oord posited that expetied learning, or learning through
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authentic, practical life experiences and practidach may include community service,
is based on Kurt Hahn’s educational ideas. Accwydtlb van Oord, Hahn developed a
preventative educational training plan that Hahreddrlebnistherapieor experience
therapy, which encompassed “fitness training, exjped, projects and ‘Samaritan
service”” (Hahn, 1954, as cited by van Oord, 2qd.®57). The fitness training involved
a 45-minute daily break from academic studies, Winas devoted to athletic activities.
Expeditions were more than a simple field trip.e3& expeditions entailed long physical
challenges and endurance training such as moucitaibing and sailing expeditions.
Projects encompassed activities for students to legrafts and manual skills. Samaritan
service was more than community service activitiésncluded training in coast
guarding, firefighting, and First Aid to help studg develop compassion, moral
responsibility, and a sense of purpose in lifen @rd also noted that experiential
learning and community service are a central patie®|B program. In the IB Diploma
Program, students are expected to participate ileaast 50 hours of community service”
over the span of the two-year course (1B, 200&itasl in van Oord, 2010, p. 263).

In a study about adaptations and modification @y @ Text™, which is a
learning program developed by the National Collegtonors Council, Smith (2011)
described an adaptation of this program for an tiBory of Knowledge course, which
Smith called “Self as Text” (p. 175). According3mith (2011), the IB Theory of
Knowledge course encourages students to learn “ivhaans to know” (p. 175) through
an interdisciplinary method of inquiry. Smith aeglthat, in relation to experiential

learning, students explore essential questionsaesdhallenged to discover and analyze
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“how we know what we know” while making “intercorst®mns between these modes of
knowing and the subject areas they have been stytfp. 175). The modified course
Smith designed included a field trip to two exhskand a restaurant, in which the
learning strategy incorporated interdisciplinarguiry, open-ended questions, and a
criteria-based, reflective essay. The participantkided 85 students from Geneva,
Switzerland who were enrolled in the Theory of Kieage course and who were
multilingual and multicultural. Smith believed thaachers had accomplished the
purpose of the Theory of Knowledge course by statiog their “students’ intellectual,
social, moral, and emotional growth” (p. 179) ameparing students for college honors
courses and life-long learning.

In a related study, Smith and Morgan (2010) usedalirse analysis to analyze
the text of the IBO Theory of Knowledge Guide (2R0& their analysis of the
pedagogical purposes of this course, Smith and Morpted that inquiry-based
instruction is an important strategy that IB teashese to develop students’ rational
analytical skills. According to Smith and Morgamphasis is placed on
transformational and transactional teaching straseig the TOK Guide. They identified
the transformational curriculum construction as“fh@K-as-hero” in which the goal is
“to create a better and more peaceful world by pcody students who are self-aware and
compassionate and have a personal commitmentiicese(p. 311). This stance is
political in nature. Smith and Morgan also iddetifthe transactional curriculum

construction as the “TOK-as-developmental-faciitain which “teachers facilitate the
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development of students’ rational analytical skifieough inquiry-based learning” (p.
311). This stance is a common pedagogical posammhframework.

Even though the IB DP program does not prescrikeifip instructional
strategies, Language B uses authentic texts andrgeeoonversational experiences to
promote language acquisition (1B, 2012). Accordimghe IB course description for IB
Language B Spanish, the fundamental concepts i®cturse are (a) holistic learning,
(b) intercultural awareness, and (c) communicatidolistic learning “establish links
between subjects, cultures, and other areas ofiexge” (IBO, 2006, p. 9). In regard to
intercultural awareness, teachers develop theirloamguage B curriculum and are
“encouraged to use sources from around the worlddeireloping and implementing
their programmes” (p. 10). Communication in Larggi® means that students will
develop and hone their skills in listening, spegkmeading, and writing, so that they will
be able to interact in real-life situations. A gdencourse description for IB Language B
Spanish is as follows:

Spanish courses prepare students to take the &titamal Baccalaureate

Language B exams at either the Standard or Higivet.| These courses focus on

improving students’ accuracy and fluency in oral amitten communication.

[Students preparing to take the Standard leveljrewdl be able to understand

native speakers; students preparing for Higher lexam will be able to

communicate fluently at native speed” (School Ceusslide, 2012-2013, p. 30).
Thus, each teacher individually develops Languager@culum and instruction for their

particular school as part of their school IB authation.
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Assessment Practicesin World Languages Cour ses

The quality, consistency, and reliability of asgessts are major concerns for
administrators of the AP program, both at the mati@nd the state level, and for
administrators of IB program worldwide (Bunnell,120Q Toze, 2008). In some of these
courses, where identification of culturally, lingtically, ethnically, and economically
diverse gifted students may be an additional canc&@arouphim (2009) recommended
that a performance-based assessment in relatimiftgple intelligences should be
administered in the primary language of the studémtddition to criterion-based
assessments and traditional standardized tesfsa (#911) noted that some researchers
advocate for student self-assessments of worlcukzge proficiency.

In a standards-based curriculum, which is usedRreAd IB courses, assessments
must be designed to measure the student’s profigieneach standard. Assessments do
not necessarily measure all four communicatioriskil listening, speaking, reading, and
writing at one sitting. Therefore, assessmentuwdent outcomes is often a combination
of performance-based and traditional assessméusording to Ewing, Packman,
Hamen, and Thurber (2010), evidence-centered désigged for AP exams. Evidence-
centered design requires that the skills and comtelne learned and assessed are
integrated and observable. Curriculum, instructeord assessment are aligned with clear
statements as to what content knowledge and shélstudents must acquire, and how,
through specific, observable evidence, that actjoimsis demonstrated. In other words,
students must demonstrate, or show evidence ofjsitgn of the skill and content

knowledge.
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The National Standards and ACTFL Proficiency Gures are also commonly
used to assess oral proficiency in foreign langsaBeardo-Osorio (2008) noted that
these standards and guidelines are not necessaeitiyto develop assessments of
proficiency of the other skills, such as readingd amiting. According to the State
Congress of Foreign Language Teachers (Spring @Gandfe, 2012), the direction in
which world language teachers need to go is towartbrmance-based assessments in
order to meet the requirements of state and fedefzrtments of education and the
NCLB mandates. Currently, some of the better knaand language assessments are
the National Spanish Exam, developed by the Amerissociation for Teachers of
Spanish and Portuguese (AATSP); the AP SpanishuagegExam and the AP Literature
Exam, available through the College Board; andBhnBP Language B Spanish Exam,
available through the IBO.

AP Courses

In relation to assessment practices for AP coursgfmnal examinations for each
AP course are prepared and administered throughaus$gces of the College Board.
These examinations include a global assessmeahgtibge proficiency, encompassing
all four skills of listening, speaking, readingdanriting (Hadzima, 2012). According to
the College Board AP Central website, students talagy AP examinations without
taking AP courses. The fee for each AP examinahag be paid by the student or by
the school, according to school policy. The APmexetions are scheduled and
proctored by teachers from the participating schiomhd they assess students’ ability to

perform at the college level in a particular subjethese national examinations are
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given in May, administered and proctored in thesamanner as the ACT and SAT
exams. New examinations are created each yeaClojlege Board development team.
The AP examinations contain a free-response essdips, a multiple-choice section,
and the world language AP examinations also comta@peaking component. The
multiple-choice section is scored by computer, whhle free-response and speaking
sections are graded by teams of college professmr$igh school teachers (College
Board AP Central, 2012).

In relation to the world language program in Splanikere are two AP Spanish
courses and two related examinations: one is ®&panish Language Exam, and the
other is the AP Spanish Literature Exam. The aodescription, teacher’s guide, and
syllabus, as well as other useful information, uilthg sample test questions, are
available through AP Central (College Board, 201&¢cording to the AP Spanish
Language Exam section, the two-part examinati@poximately three hours long and
assesses listening and reading skills through thigpte-choice section. Speaking and
writing skills are assessed through the free-resp@ection. The AP Spanish Literature
Exam is three hours in length. The first sectiontains 65 multiple-choice questions
that test literary analysis through interpretistdning, reading comprehension, and
reading analysis. The second section containshed-answer questions and two essay
guestions. In the short-answer section, for trst §uestion, students are required to
explain the text, which is excerpted from a textloamrequired reading list, by identifying
the author, time period, and theme. For the segoldtion, students compare selected

text and a work of art that is related to the thefhine text. In the second section, which
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is the free-response essay questions, for thesliisty, students are required to analyze a
specific text excerpted from a text on the requiestling list. For the second essay,
students are required to compare two text exceetdated by theme. Dictionaries and
reference materials are not allowed during the pABn®&h examinations. Directions are
in English and Spanish, but all responses musbtb®teted in Spanish (College Board,
2012).
|B Courses
The assessments administered by teachers of tbglBma Program measure
student mastery of skills according to the progograls, objectives, and basic skills.
According to the IBO (2011),
In addition to academic skills, Diploma Programresessment encourages an
international outlook and intercultural skills weeappropriate. Assessment tasks
are designed to support and encourage good classeaching and learning.
Student results are determined by performance sigsét standards, not by each
student's position in the overall rank order.
External examinations for IB Diploma Program caatig are given in May and
November. These written examinations are stanidarall students in the IB Diploma
Program and are not graded by the teachers ofatttieydar students. The examinations
are sent to the IBO to be graded by appointed eakexaminers. The assessment tasks
completed in school are initially marked by teasheand then moderated by external

moderators or sent directly to external examiniB®(2012). Assessments are based on
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performance according to the IB standards for eacinse, and they measure how
students have mastered the required content al&l ski

In relation to the IB Language B Spanish coursswase guide is available
online; however, the context, purpose, languagésskind texts are listed in the syllabus
(Language B Subject Outline, p. 2). For the IB guaage B Spanish course, the
assessment focus is on acquiring the languagearedaping intercultural awareness.
The standard level (SL) entails 150 teaching haamd,the high level (HL) is comprised
of 240 teaching hours. Three core areas are iadlatleach level, including
communication in the media, global issues, andadoelationships. Teachers must also
select two of the following five areas to fill tiearriculum requirement and supplement
the core areas of the course: cultural diversiigtoms and traditions, health, leisure, or
science and technology. In addition, advanced kuelents must read two works of
literature in Spanish. The external assessmenthw@®%, includes two papers, which
need to be written in one hour and 30 minutes e&xfre paper is assessed for receptive
skills, and the other paper is assessed for writeductive skills. The third external
assessment is a written assignment that is asskesdauth receptive and written
productive skills. The internal assessment, wa@, conducted by the teacher and
moderated by an external IB moderator, consisteoforal assessments. The first
assessment is an individual oral assessment ofr8iiltes in duration. The second
assessment is an interactive oral assessmentstingof three core classroom activities
assessed by the teacher. This battery of assetssarsures that students have met the

standards and objectives of the IB Language B Sparourse and have acquired the
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necessary language skills to communicate, undetstand use the language
appropriately and coherently in an internation#irsg.
Summary and Conclusions

This chapter included a review of literature reditte the conceptual framework
of this study, which was based in part on Krashét@81, 2003) second language
acquisition theory. In addition, literature relhte Gardner’s (1983/2004) theory about
multiple intelligences was also presented, withipalar emphasis on linguistic
intelligence. This chapter also included a revadwterature related to definitions of
gifted and talented students, including identifimatof students who are linguistically
gifted and talented and who are culturally, lingjaaly, and ethnically diverse. In
addition, this chapter included a description & tlourse structure for the AP and 1B
programs in world languages as well as a descntfdhe world languages standards,
including the National Standards for Learning Laagges, the American Council on the
Teaching of Foreign Language (ACTFL) Proficiencyid&lines, and the content
standards for world languages used in the stateenthes study is proposed. In addition,
this chapter included a review of research liteatelated to the instructional practices
and assessment practices in world language programs

Several major themes were uncovered in the revidhediterature. The first
theme is that because of the rigor and acceleatettula, students who are identified as
linguistically gifted and talented are often en@ged to enroll in the AP world language
program or the IB Diploma program. However, HerthBavis et al. (2006) stated that

there is limited research on the appropriatenessiofy AP and IB courses to meet the
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needs of gifted learners. They argued that theseses may not be a “fit” for
linguistically gifted students because AP and IBrses tend to be fast-paced with little
differentiation in curriculum and instruction. Fetudies have been dedicated to
intellectually gifted students and their aptitufl@sand attitudes toward learning a
foreign language (Bain et al., 2010). Peters aatd 2009) also called for more
research on this topic.

A second major theme that emerged from the liteeateview for this study is
that the identification of gifted and talented &tnts who are culturally, linguistically,
and ethnically diverse is inadequate. These stadae not appropriately identified
because teachers may not be aware that these stademifted, especially if the
students’ first or primary language is not English.addition, because of this diversity,
gaps in the education and background knowledgeesfet students might hinder
identification as gifted. Students who are culiyrdinguistically, and ethnically diverse
and who are also classified as high-poverty areeqaitably represented in the gifted and
talented programs (Briggs et al., 2008; De Wet &Kins, 2009; Ford et al., 2008;
Matthews & Matthews, 2003). The participationloé$e diverse students in gifted and
talented programs can be increased by (a) recognike underrepresentation problem
by district faculty and staff, (b) increasing awass of the cultural impact on student
academic performance, and (c) establishing prog@mports to help program directors
and teachers make changes (Briggs et al., 2008,23). De Wet and Gubbins (2009)
found that “the underrepresentation of CLED stusiénindisputable” (p. 98), and they

were concerned about teachers perceptions regatrapilities of CLED students, and
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whether or not gifted programs should be changesttommodate culturally,
linguistically, and economically diverse studentSard, et al. (2008) believed that
“deficit thinking” (pp. 292-293), which is the befithat students are deficient or lacking
in some way or ways related to their genetics,,regkure, or economic status, often
hinders progress in recruitment and retention tifically and linguistically diverse
students. Matthews and Matthews (2003) suggebtaderitage language classes would
help meet the needs of gifted culturally, linguatly, ethnically, and economically
diverse students. Finally, in part due to the nadeslof the NCLB Act (2001), states are
implementing content standards, some followingléaelership of the national
organizations such as the American Council on #eching of Foreign Languages and
its recently revised guidelines and standards.okdnhately, these standards do not
specifically address diversity.

The third theme that emerged from the literatuxgesg is that many states are
working on or have developed content standards feddm the national standards for
learning languages and the ACTFL proficiency gurds, which drive the curricular,
instructional, and assessment practices of worlduage teachers on national, state, and
local levels. In the state where this study wasdcated, educators have specifically
modeled content standards for world languages emational standards. World
language courses are increasingly more standasisipas mandated by state and
national standards. AP and IB courses also reffectove towards standards-based
curriculum, instruction, and assessment. As statedel their content standards on the

national standards and ACTFL proficiency guideljmasre continuity and collaboration
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has emerged in relation to the development of culrim, instruction, and assessment
practices for advanced courses in world languagesss the United States. For example,
the State Department of Education recently revieednodel content standards for
foreign/world languages (2009), based on the natistandards and ACTFL proficiency
guidelines. According to Phillips and Abbott (2p1the original purpose of the national
standards was to offer guidelines for the develagroégoals and outcomes relating to
world language instruction, acquisition, and pneincy, broadly outlining what students
should know and be able to do. In order to supih@it argument regarding verbal
ability in English, as measured by SAT scores, thedelationship between learning a
foreign language and verbal ability in English, §eoet al. (2008) noted that foreign
language teachers who use the national standad#diver curriculum and instruction
will be more effective in teaching students theglaage skills necessary for high
achievement in their native language. This su¢c@dseved through a standards-based
foreign language program, will be reflected in sfwedents’ improved SAT scores.

In relation to this theme on standards-based ceutise literature review
indicated that the College Board (2010) has alstoesed implementation of the
Common Core Standards, which they developed irucatipn with the National
Governors Association Center for Best PracticestaadCouncil of Chief State School
Officers. According to the College Board, the CGa@mmon Standards are consistent
with much of the College Board Standards for Ca@l&giccess and can help guide states

as they develop or revise current state standards.
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As this theme indicates, both AP and IB courseslauen by standards. The
objectives for the AP Spanish Language and Cuttatgse and the AP Spanish
Literature and Culture course are aligned withrtagonal standards outlined in
Standards for Foreign Language Learning in tH&Qdntury and the ACTFL
Performance Guidelines for K-12 Learn@f®llege Board, 2012). However, the IBO
developed its own set of standards. Over the ydadB curriculum has evolved from
its primary focus on internationally mobile studetd an international curriculum
embracing a continuous curriculum from primary geirough middle years to the
diplomas program for high school students and theldpment of a learner profile. The
IBO standards allow enough flexibility so that teexs at individual schools may
incorporate the national standards as a guidetineurriculum development, instruction,
and assessment, as long as they meet IBO stan@aawld-Conesa, 2010; Bunnell,
2009, 2011; Cambridge, 2010; Clayton, 1998; Dohe®p9; Mayer, 2010).

Several gaps and deficiencies in prior studies wa&realed during the review of
the literature for this study. Researchers reconteé additional study in a number of
areas (Bain et al., 2010; Cambridge, 2011; Cubb2€§9; Peters & Mann, 2009; Pyper,
2005). Cubberley (2009) stated that little resea&xists regarding the effectiveness of
IB programs in relation to student achievementteiBeand Mann (2009) suggested that
additional research should be conducted regarti@dgypes of accelerated courses
available for high-ability students and the effeetiess of these courses in terms of
student learning. According to Cambridge (2011)BaDP courses may not be equal in

implementation effectiveness, and therefore, hieddbr additional research on the
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“implementation of the IB Diploma programme in éifént contexts” (p. 211), including
different schools. Bain et al. (2010) believed thare is a lack of research on the
development of “positive attitudes in all studemisg on developing greater knowledge
about native language skills (in this case, Enjlisfenhance foreign language learning”
(p- 149). In other words, there is a dearth oéaesh related to the interconnectedness of
the identification of gifted and talented studesntsl their aptitudes and attitudes toward
the study of foreign or world languages. Connedibetween linguistic intelligence,
second language acquisition, and accelerated prsgneere also missing from the
research literature. Peters and Mann (2009) steddsat the efficacy of current world
language programs for linguistically gifted studenéeds to be studied in greater depth.
This study addresses these gaps and deficiencibs nesearch by describing
how teachers of AP and IB courses provide instomctor high school students who
demonstrate advanced proficiency in Spanish in ssubearban and rural school districts
in one county in a western state. A review oflitezature indicates a need for further
research related to second language acquisitioe)exated world language courses, and
linguistically gifted students. This study prowsdealuable insight into these accelerated
world language courses and how teachers of thagse®meet the instructional needs of
linguistically gifted and talented students. Thesgghts were pursued by using a
qualitative research design in order to obtairch picture of how AP and IB teachers

provide instruction to students who demonstrateaaded proficiency in Spanish.
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Chapter 3: Research Method

The purpose of this study was to explore how te@cbieAP and IB courses
provided instruction for high school students wieondnstrate advanced proficiency in
Spanish. To accomplish that purpose, | first deedrhow these students are identified
at the school district level. | also described¢baiculum and/or standards and the
instructional strategies that these AP and IB teexhse to meet the learning needs of
these students and how their learning is assesgbdse courses. In addition, |
described the perceptions that these AP and IBiezadiold about how to best meet the
learning needs of these students and how theyipertteeir success in meeting those
needs. | then analyzed district and school doctsnetated to specific AP and 1B
courses as supporting evidence, including coueselatds, instructional guidelines, and
course assessments.

In this chapter, | describe the research desigrratnahale for this study as well
as the role of the researcher. | also describenétbodology for this study, including an
explanation of participant selection logic, instemtation, the procedures for recruitment
and participation and for data collection, anddh& analysis plan. The description of
the methodology is followed by a discussion of essaf trustworthiness, which include
the constructs of credibility, transferability, égylability, and confirmability. Finally, |
describe how I ensure that all procedures for daliaction are ethical.

Resear ch Design and Rationale
The research questions for this study were basedeooonceptual framework for

this study, which includes second language acdguisiheory and multiple intelligence
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theory. These research questions were also desigmelation to a typical instructional
program in Spanish at the high school level, wincfudes the courses that comprise
that program and the curricular, instructional, asdessment practices that teachers use
within these courses to meet the learning neetlseaf students.
Central Research Question

How do teachers of AP and IB courses provide isiva for high school
students who demonstrate advanced proficiency aniSp?
Related Resear ch Questions

1. How are high school students who demonstrate aédapioficiency in
Spanish identified?

2. What curriculum and/or standards do teachers o&AdPIB courses use to
provide instruction for high school students whondestrate advanced
proficiency in Spanish?

3. What instructional strategies do teachers of API&nxburses use to meet the
learning needs of high school students who dematestidvanced proficiency
in Spanish?

4. How do teachers of AP and IB courses assess thargaof high school
students who demonstrate advanced proficiency aniSp?

5. What perceptions do teachers of AP and IB couresdbout how to meet
the learning needs of high school students who dstrnate advanced

proficiency in Spanish?
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6. How do AP and IB teachers perceive their successeieting the learning
needs of high school students who demonstrate addgsroficiency in
Spanish?

7. What do district and school documents reveal aB&uand 1B courses for

high school students who demonstrate advancedcmoéy in Spanish?

The design of this qualitative study was basedase study research, using an
embedded design (Yin, 2009), with multiple unit@oalysis. Yin (2009) defined case
study as “empirical inquiry that investigates ateomporary phenomenon in depth and
within its real life context, especially when theundaries between phenomenon and
context are not clearly evident” (p. 18). In adgit Yin argued that a case study inquiry

copes with the technically distinctive situationwhich there will be many more

variables of interest than data points, and agesdt, relies on multiple sources
of evidence with data needing to converge in atyidating fashion, and as
another result benefits from the prior developnadriheoretical propositions to

guide data collection and analysis. (2009, p. 18)

Thus, Yin argued that case study design is unigeausse it uses multiple data sources to
present a rich descriptive picture of the bounddbetween a phenomenon and its
context.

This study was comprised of three cases or unighalysis that are presented at
the course level. The first case is the AP Spaesiguage course, which is a 1-year
course, and the second case is the AP Spanislatutercourse, which is also a 1-year

course. The third case is the IB Language B Spamusbse, which is a 1 or 2-year
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course, depending on the school where it is offeslticourses are offered at the high
school level in various school districts within ar@inty in a western state. This case
study was comparative in nature because the ARsesuvere compared to the IB courses
in relation to how teachers provide instructiomrteet the needs of students who
demonstrate advanced proficiency in Spanish.

Based on Yin’s (2009) definition of case studyhbse case study design because
the relationship is not always clear between thenpmenon of students who
demonstrate advanced proficiency in Spanish anddhtext of how instruction is
provided to these students. In addition, caseystelies on triangulating data from
multiple sources of evidence, and therefore, lemdéd data from interviews, on-line
reflective journals, and documents, which providetther understanding of this topic.
The presentation of three embedded cases alsoealltaw both literal and theoretical
replication of this study, according to Yin.

Role of the Resear cher

| assumed several roles during the implementatighi® study. In order to
collect data from the interviews and the reflecijmarnals, | obtained permission from
the teacher participants. Information for theiaicontact with participants was retrieved
from the public domain. Therefore, | did not néeabtain permission from the school
district or the school principals to conduct thegerviews. | conducted the interviews
by telephone. As the researcher, | also desigmedral questionnaire to conduct the
interviews and the guiding questions for the reéflecjournals. | also collected data and

analyzed all data and provided interpretationgterfindings of this study as well as
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disseminated these findings to the participantsahdr interested educators and
researchers.

In terms of my relationship with participants, awgithe school years 2001-2002
and 2002-2003, | was a Spanish teacher in oneeadchool districts in the county and a
colleague of one of the participants during thase tperiods. | have no prior
relationship with the other teachers of these @sireor do | have any supervisory
responsibilities for these courses. | was alsoleyepl as the world language and
Spanish teacher at a middle school in another pgbhool district in this western state.

As the sole researcher for this study, | was tHg parson responsible for
collecting and analyzing the data. Therefore |itedihood of researcher bias existed.
To address this potential bias, | described spestfategies that | used to improve the
credibility, transferability, and dependability this qualitative study in the section titled
Issues of Trustworthiness later in this chapter.

M ethodology

According to Yin (2009), a multiple case study dess considered more robust
than and preferred over the single-case study ddésgause of its potential for
transferability. Therefore, this study was a midtipase study that included a total of
three single cases. One case, or unit of analysis the AP Spanish Language course.
The second case, or unit of analysis, was the AdniSp Literature course. The third

case was the IB Language B Spanish course.
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Participant Selection and Sampling

The participants for this study were the teachéthese AP and IB program
courses in Spanish at the high school level inumtyoin a western state in the United
States. There are at least 10 high schools inprailiistricts in this county that offer AP
and/or IB Spanish courses. Therefore, the popbténtial participants included 20 to 25
AP and IB Spanish teachers. The sample was desgga minimum of two participants
who taught an AP Spanish Language course, a miniofumo participants who taught
an AP Spanish Literature course, and a minimumwofgarticipants who taught an 1B
Language B Spanish course. | had planned to iectidparticipants in this study.

| used purposeful sampling strategy to select tpasicipants. According to
Merriam (2009), “purposeful sampling is based andabsumption that the investigator
wants to discover, understand, and gain insighttaeckfore must select a sample from
which the most can be learned” (p. 77). Purpossaipling allowed me to obtain the
richest data possible for this study. | also delkthese participants according to specific
inclusion criteria that | developed. These inauscriteria are as follows: (a) the
participants must be employed as licensed teaceetiied to teach Spanish, (b)
participants must be employed in a public schosliiridit in a specific county in this
western state, and (c) the participants must bEhera of an AP Spanish Language
course, an AP Spanish Literature course, and/dB &iploma Program Language B
Spanish course in the selected school districésspecific county in a western state of

the United States.
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I nstrumentation

Instrumentation included the oral questionnaire thesed to conduct the
interviews and the guiding questions that | usedtfe on-line reflective journal. As the
researcher for this study, | designed both of thesteuments. In addition, | developed
specific protocols for conducting the interviews.

The oral questionnaire for the interviews (see Aplre B) was developed based
on guidelines for conducting effective interviewmat were developed by Merriam
(2009). One of Merriam’s recommendations for deisig effective interview questions
was that the questions be open-ended. The steushauld be flexible and more like a
conversation in order to expand upon a particiga@sponse. The wording of the
guestions should be in familiar language so thaggaants understand what is being
asked and broad enough to elicit a wealth of infdrom. Merriam stated thagtod
interview questions are those that are open-endedgiald descriptive data, even stories
about the phenomenon. The more detailed and géserthe data, the better” (p. 99,
author’'s emphasis). Some of these interview qolestivere used as part of a research
project for an advanced qualitative research cotlvael was required to complete for
Walden University. Some of these questions weskided in the peer interviews that |
conducted for the research project. | used thélfaek from peers to revise some of
these interview questions, which | then used f@ shudy. Content validity for the
interview questions for this study was establistiedugh the alignment of the interview
guestions with the central and related researchtmuns (see Appendix D). In addition, |

asked an expert panel, comprised of a few indivgdwith advanced degrees in
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education, to determine if this alignment is appiadp. The panel agreed that the
alignment of the central and related research gprsstvas appropriate. However, one
individual suggested that quantitative questionsld/gield more specific quantitative
data that the school districts and the state deyaaatt of education seek as a result of the
resent reforms in school district, administratiaed teacher evaluations.

| also designed the reflective journal questiors (Bppendix C), based on
criteria recommended by Merriam (2009) for askingdyquestions. The reflective
journal included three questions regarding teao#fégctions on the instructional
objectives, instructional strategies, and formal srfiormal assessments that they used to
present their lessons to students. These questieresalso aligned with the central and
related research questions (see Appendix D). Testopns for the reflective journal
were interpretive questions. The expert panelextieat the questions would yield good
gualitative responses.
Proceduresfor Recruitment, Participation, and Data Collection

In relation to recruitment procedures, | locateztteer email addresses and
telephone numbers, which were available on thedahebsites in the identified county.
| contacted all potential participants by e-mailthgm a letter of invitation (see
Appendix A) to explain the purpose of this studsy.the letter of invitation, | provided
participants with my Walden University e-mail adsbend telephone number. In that
reply, | asked interested potential participantsitdude their telephone numbers and
mailing addresses so that | could mail them aretteonsent, which they needed to sign

and return to me in an enclosed self-addresseapsta envelope within 1 week.
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Once interested participants had signed and reduireer consent letters, | began
the data collection process. In relation to thieriiews and the on-line reflective
journals, | contacted the participants by e-matiet@phone to schedule and confirmed
the interviews and the timeline and proceduresdonpleting their written reflections.
Telephone interviews were about 30 to 45 minutdsngth and were conducted after
school hours. | also recorded these interviews.

| collected documents related to the specific AB Ecourses in Spanish that
were the focus of this study. Examples of thesaideents were the world language
standards for each course, instructional guidelioesach course, and group student
assessment data for these courses available sgltbel websites, which were in the
public domain.

Data AnalysisPlan

For this study, | conducted data analysis at twelke At the first level, | first
transcribed the interview and on-line reflectivarjoal data and then coded this data line-
by-line as recommended by Charmaz (2006) for catalé research. | constructed
categories from the coded data, using the constanparative method recommended by
Merriam (2009). | used a content analysis fordbeument review, which involved
describing the purpose of the document, the org#inizal structure and content, and its
use.

At the second level, | examined the coded and ocaitegy data for patterns,
themes, and relationships to determine emergingekediscrepant data, and key

findings. | presented these findings or resultelation to the central and related
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research questions for this study. In additiamsdd specific strategies to enhance the
credibility, the transferability, the reliabilitynd the confirmability of this qualitative
research. | also presented an interpretationeofabults in relation to the conceptual
framework and the literature review.

I ssues of Trustworthiness

Issues of trustworthiness as they relate to quiaigaesearch, according to
Merriam (2009), include credibility, transferabylitdependability, and confirmability.
Merriam noted that qualitative research must berdags with attention to presenting
objective results and interpretations that areentth and truthful. Ensuring that
qualitative research is trustworthy can be challegpgout not impossible.

Credibility

According to Merriam (2009), credibility is the @rhal validity that “deals with
the question of how research findings match réafiy213). The analysis and
interpretation of qualitative data must be belidgaplausible, and realistic. In order to
ensure the credibility of a qualitative study, Mam recommended several strategies,
including triangulation, member checks, adequat@mgament in data collection, and
peer review.

For this study, | used all of these strategiestwaace the credibility of this study.
| used triangulation by comparing and contrastingtiple sources of data, including
interviews, reflective journals, and course docutsemalso used the strategy of member
checks to enhance credibility by asking participantreview the tentative findings of the

study for their plausibility. In addition, | usége strategy of adequate engagement in the
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data collection process by continuing to colle¢adantil | had reached a saturation point.
Finally, | used the strategy of peer review by aglsome of my colleagues to scan some
of the raw data to determine if the findings welaupible.

Transferability

Merriam (2009) defined transferability as extenvalidity, which pertains to “the
extent to which the findings of one study can bgliad to other situations” (p. 223). In
order to establish transferability, the researchest employ rich, thick description of
every facet of the study. After reading and stadythe rich description of the setting,
participants, and findings of a study, readersd=uide for themselves if the findings
could be transferable or generalizable to their siumation.

To improve the transferability of this study, | de@e strategy of rich, thick
description by presenting a detailed analysis efstting, the participants, and the
findings. In addition, | used the strategy of tality by purposefully selecting courses
that are typical of AP and IB Spanish courses effen this western state.

Dependability

Dependability refers to the ability to repeat thedy and replicate the research
findings. However, as Merriam stated, “human bedrag never static” (p. 220), so
exact replication may not be feasible. Even thowggtication may not elicit the same
results, “there can be numerous interpretatiorie@tame data” (Merriam, p. 221).
Consistency between the findings and the colledtdd is essential for demonstrating

dependability.
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To improve the dependability of this study, | usled strategy of triangulation by

comparing and contrasting data from multiple sosiragcluding interviews, reflective
journals, and course documents. In addition, tduwseaudit trail or research log to
enhance the credibility of this study. The reskedog that | maintained was used to
describe “in detail how data were collected, hotegaries were derived, and how
decisions were made throughout the inquiry” (Mem;j2009, p. 223). In addition, this
audit trail included letters of consent, instrunagion, and coding samples in the
appendices.

Confirmability

Confirmability, or objectivity, is essential for mducting ethical qualitative
research. Merriam (2009) stated that “investigataed to explain their biases,
dispositions, and assumptions regarding the relse¢aroe undertaken” (p. 219). Making
assumptions, biases, experiences, and theoretieatation clear to the reader “allows
the reader to better understand how the individesgarcher might have arrived at the
particular interpretation of the data” (p. 219).

To improve the confirmability of this study, | ustte strategy of researcher’s
position or reflexivity by keeping a research lagpich provided me with an opportunity
for critical self-reflection. | reflected on thesumptions and biases that | held about AP
and IB courses and any variations in the data ciidle process that may have affected

the results of this study.
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Ethical Procedures

Merriam (2009) stated that “to a large extenthlkdity and reliability of a study
depend upon the ethics of the investigator” (p.)228timately, the values and ethics of
the researcher shape and influence the ethicaligea@and outcomes of research and any
issues that arise in the field during researchtiddaants in a study must not be harmed.
The researcher must be sensitive to the privatlyeoparticipants and must ensure that
the participants have given their informed consemarticipate in the study. In addition,
full disclosure of the results and analysis apgli@s to the participants is required.
Patton (2002, as cited in Merriam, 2009, pp. 238)28ovided a checklist of ethical
issues. The 10 items to consider when conductiradjtgtive research are (a) explaining
the purpose of the inquiry and the methods to lee ,u®) promises and reciprocity, (c)
risk assessment, (d) confidentiality, (e) inforncethsent, (f) data access and ownership,
(9) interviewer mental health, (h) advice (who Ve your counselor on ethical matters),
(i) data collection boundaries, (j) ethical vertegal conduct (pp.408-409).

To ensure that my research study was ethical setydollowed procedures that |
developed in order recruit and select participants to ensure appropriate treatment of
human subjects. | submitted an application tdisgtutional Review Board (IRB) at
Walden University for approval to collect data thbis study (Walden University IRB
Approval Number 02-05-13-0104632, expiration Febydd,, 2015). Once IRB
approval was received, | contacted the prospepivacipants to explain the purpose of

my study and to seek a signed consent form forgoaation.
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| also followed strict protocols for data collectiand analysis. Once the
interview began, the participant was allowed ta@adiinue the interview at any time if
any problems arose. | also kept all data confiderdnd | used pseudonyms for the
school districts, the schools, and the participahttored all data on my personal laptop
computer, which was password protected. | alseedtaudio recordings of the
interviews on the my personal laptop computertolesi all field notes, audio tapes, and
documents in a secure, private location, in a lddike in my home office.

Summary

In this chapter, | described the research methbé;iwwas a multiple case study
research design (Yin, 2009). The case or unihafysis was at the course level and
included three different Spanish courses in a §ipamunty in a western state. |
presented the rationale for this design and exgththe role of the researcher. 1 also
described the methodology in order that other rebeas could replicate this study, and
this description included an explanation of papieit selection logic, instrumentation,
procedures for recruitment and participation arta dallection, and the data analysis
plan. This section was followed by a discussioissifies of trustworthiness in qualitative
research, which included an explanation of theeggras that | used to improve the
credibility, transferability, dependability, andrdomability of this study. Finally, |
described the ethical procedures that | used tdwdrthis study, including recruitment
and selection of participants and how | plannekktep the data confidential.

Chapter 4 includes the results of the study. ik ¢hapter, | describe the setting

for this study, the participant demographics, dr@data collection process that | used.
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In addition, | describe the data analysis proceasltused to conduct both the single case
analysis and the comparative cross case analyalso discuss the strategies that | used
to provide evidence of trustworthiness, and | pnetiee results or key findings of the

study in relation to the central and related redeguestions.
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Chapter 4: Results

The purpose of this qualitative case study waspdoee how teachers of AP and
IB courses provide instruction for high school €mit$ who demonstrate advanced
proficiency in Spanish. Educators need a deepgengtanding of how to address the
instructional needs of students who demonstratarambd proficiency in world
languages, and therefore, | hoped to discover hBvaid IB teachers identify these
students and how they differentiate instructioonder to meet the unique learning needs
of these gifted and talented students. In addititlped to discover how AP and IB
courses are designed in order to address the ulagueng needs of these students.

The research questions for this case study weedasthe conceptual
framework for this study, which includes Krashef881) second language acquisition
theory and Gardner’s (1983/2004) multiple intellige theory, particularly in relation to
linguistic intelligence. These research questiware also designed in relation to a
typical instructional program in Spanish at thehhsghool level, which often includes AP
and/or IB courses. The central research questamtiae following:How do teachers of
AP and IB courses provide instruction for high salgiudents who demonstrate
advanced proficiency in Spanish? The related rekepuestions included the following:

1. How are high school students who demonstrate aédgpioficiency in

Spanish identified?
2. What curriculum and/or standards do teachers o&AdPIB courses use to
provide instruction for high school students whondestrate advanced

proficiency in Spanish?
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3. What instructional strategies do teachers of API&nxburses use to meet the
learning needs of high school students who dematestidvanced proficiency
in Spanish?

4. How do teachers of AP and IB courses assess thargaof high school
students who demonstrate advanced proficiency amiSph?

5. What perceptions do teachers of AP and IB coursksdbout how to meet
the learning needs of high school students who dstrate advanced
proficiency in Spanish?

6. How do teachers of AP and IB courses perceive Hugcess in meeting the
learning needs of high school students who dematestidvanced proficiency
in Spanish?

7. What do district and school documents reveal ab&uand 1B courses for
high school students who demonstrate advancedcmndly in Spanish?

In this chapter, | present the results of the studyescribe the setting for this
study, the participant demographics, and the dataation process that | used. In
addition, | include the process that | used to cahdoth the single case analysis and the
cross case analysis. | also discuss the stratdgiesused to provide evidence of
trustworthiness, and | present the results or kelirigs of the study in relation to the
central and related research questions.

Setting
The setting for this study was a specific countg ivestern state that |

purposefully selected because it is comprised tf baral and suburban schools that
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offer both AP and IB courses. This county is ledai the northeastern area of the state
with a total population of 441,703, according td@Mnited States census data. This
county is the fifth most populous of the 64 couniiethe state and measures 72 miles
from East to West and 17 or 18 miles from Nortistwth. Nine cities or towns and 12
school districts are located in this county. Fot2-2014, this county included 17 high
schools. At least 10 high schools in this courifgred AP and/or IB Spanish courses.
Therefore, the pool of potential participants tuststudy included 20 to 25 AP and 1B
Spanish teachers.

Two public school districts from this county wereluded as the sites for this
study. School District A (pseudonym) was locatethie western section of the county,
in an urban area about seven miles north of thentlomn area, with a K-12 enrollment
of approximately 42,000 students and including &Yosls and learning centers, of which
eight were high schools. In 2013-2014, duringtime of this study, 1,774 students were
enrolled in High School A (pseudonym). Accordinghie school website, High School
A was the fourth oldest IB Diploma Program schaoadlhe state. According to the
registration guide for 2013-2014, this high schafé¢red world languages courses in
Spanish, French, German, Arabic, and Spanish fav&&peakers. High School A also
offered AP Spanish Language and IB French and Spamiurses, including a combined
AP/IB Spanish 5 course.

School District B (pseudonym) was located in thizeere southwestern area of
the county, with a K-12 enroliment of 10,101 studan 2013-2014. This school district

included 21 schools, of which two were high schodsiring the 2013-2014 school year,
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High School B (pseudonym) enrolled about 2,500ettglin Grades 9 through 12.

According to the course catalog for 2013-2014, tigh school offered French and
Spanish language courses, Spanish for Fluent Spgea@d Spanish, and IB French and
Spanish Diploma Program courses.

Several factors related to the setting may havaeanted the results of this study.
Due to the reduction in graduation requirementssorlid languages by the State
Department of Education from 2 years to 1 yearpsthoards and educators in many
public school districts in the state selected lieg study lowered world language
graduation requirements. Some districts even plted the requirement. Therefore, a
reduced demand for advanced Spanish language saxisted in this state. According
to the school district websites for this countylyamne high school offered the AP
Spanish Language course and the AP Spanish Literatwrse. Two high schools
offered the IB curriculum, including the Diplomadgram Language B Spanish course.
Two public school districts in this county offerdge AP Spanish Language course, the
AP Spanish literature course, and the IB DiplomagPam Language B Spanish course.
Even though the high school course guide listechttaglability of the AP courses, these
courses were not necessarily offered each yeawer every other year. One of the
reasons why these courses were not offered wastlodent enroliment, leading to
cancellation of the course. Program funding reédastand/or reassignment of staff may
also have influenced the results for this study.leAst one potential participant declined
to participate because he did not teach AP Spaiste time that | collected data for this

study. Of the approximately 20 potential partioifga only two teachers agreed to
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participate in this study, an indication that fewssaichers provided instruction for upper
level Spanish courses such as AP Spanish Langumag&R Spanish Literature in this
particular county.

Participant Demographics

For this study, | determined potential participaatsording to the following
inclusion criteria: (a) the participants must bepéoyed as licensed teachers certified to
teach Spanish, (b) participants must be employedgpuablic school district in a specific
county in a western state, and (c) the participanist be teachers of an AP Spanish
Language course, an AP Spanish Literature counsi#p@aan 1B Diploma Program
Language B Spanish course in the selected schstoicts in a specific county in a
western state of the United States. | used tlagegly of purposeful sampling to select the
two participants for this study who representedthinee courses included in this study as
cases.

Maestra A (pseudonym) taught Spanish courses fgeafs in School District A
and for 12 years at High School A. Maestra A tadlga AP Spanish Language and AP
Spanish Literature courses for 7 years. Maesti@ght the IB Diploma Program
Spanish for 12 years, and the combined AP/IB Digldtnogram Language B Spanish 5
course for 4 years. Maestra A had earned a mastegree in Spanish and frequently
attended the state conferences for world languagesegll as given presentations. In
addition to identification as a highly qualified@psh teacher according to NCLB

criteria, Maestra A was the department chairpefepworld languages.
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Maestra B (pseudonym) taught all levels of Span@lirses for 17 years. Maestra
B taught in School District B for 14 years andre same high school, High School B,
for 14 years. In addition, Maestra B taught theébiiBloma Program Language B Spanish
course for 2 years. Maestra B earned a mastegieden Spanish and frequently
attended the state conferences for world langualylegstra B was also identified as a
highly qualified Spanish teacher according to NGirBeria and served as the department
chairperson.

Data Collection

For this study, | collected data from multiple soes for each case, including
individual telephone interviews with participantsadrder to include oral responses,
reflective journals that participants maintainearider to include written responses, and
documents related to the AP and IB programs. dlhytil accessed the county website in
February, 2014 to obtain the list of public schadistricts and their respective website
links. When | accessed the school district websitsearched for the high schools, staff
directories, course guides, and contact informati®ame of the high school websites did
not cross reference teacher information with theses they taught. For those districts, |
was unable to identify participants who met myesi&. Five of the 12 school districts
provided adequate information so that | was abldeatify potential participants and
their contact information. | sent letters of intiten to these participants by email on
March 10, 2014. Some of these potential partidppaesponded that they were no longer
teaching AP or IB or no longer teaching in the #pst school district. One potential

participant requested additional information alibig study, which | sent. After 3 weeks
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with few responses, | sent a reminder e-mail wagnletter of invitation on March 31,
2014. | sent a follow-up e-mail to a respondernetguest a phone number for initial
contact. | called this participant and scheduledihterview for Saturday evening, April
12, 2014 at 7:00 p. m. On April 13, 2014, | seseaond reminder e-mail. One
respondent agreed to participate and requestadttrgiew questions ahead of time. |
sent that potential participant the interview qigest and a letter of consent by e-mail. |
followed up with a phone call to schedule the miw for Saturday morning, April 19,
2014 at 11:00 a. m. | received one response frodRateacher who was not teaching
AP at this time and would not be teaching this seurext year. Other respondents also
stated that they were not teaching AP at this titreent a final reminder e-mail on May
22, 2014 to the potential participants who hadyebdtresponded to my first three e-mails.
| received no new responses. | began the datectiwh process with two participants
who provided instruction for the two AP courses #rm&one IB course that represented
the cases for this study.
I nterviews

| called Maestra A on April 12, 2014 at 7:10 p.tmconduct the interview, which
lasted 34 minutes. | called Maestra B on April 2814 at 11:10 a. m. to conduct the
interview, which lasted 31 minutes. | began batterviews with general demographic
guestions, asking how long they have been tead®wagish courses, including AP
and/or IB Spanish. | asked seven questions fremntierview guide, which | provided to

participants ahead of time. | recorded the inteag, as | advised participants in the
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consent letter, using the hands-free speaker pleaere for my cell phone. 1 also took
notes during the interview, which | later transedtwith the recordings.
Reflective Journals

| sent three reflective journal questions by e-rtmiMaestra A on April 12, 2014,
and to Maestra B on April 14, 2014. | receivedriigective journal responses from
Maestra A on May 27, 2014 and from Maestra B on %y2014. | asked both
participants to reflect on the needs of linguidljcgifted AP and/or IB Spanish language
students. | also asked participants to describéntructional strategies they used to
meet the needs of linguistically gifted studentSpanish and their success in meeting
those needs. In addition, | asked participantiesrribe the differentiated instruction
they believed linguistically gifted students in 8z need.
Documents

The documents that | planned to collect for thiglgtwere related to the AP and
IB programs, including state world language stadslatourse descriptions, group
student assessment data, and documents relatd®l and\IB programs. However,
instructional guidelines and group assessmentwiata not available through the school
district websites or through the AP College CentraB websites. AP and IB school
district group assessment results were not availdobugh the school websites as | had

originally anticipated, and therefore, | was unablénclude these data in this study.
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Data Analysis: Single Case

For this comparative case study, | first analyzexldata in relation to each data
source for each case. For the interview dataalyaed and compared the responses of
both participants for each interview question. tharreflective journal data, | analyzed
and compared the responses of both participantsaidr reflective journal question. For
the documents, | used a content analysis, in wihestamined the purpose, structure,
content, and use of each document from each higbosevhere participants taught. The
results of these analyses for each data sourqa@sented below.
I nterviews

Interview Question 1 askedHbw are students who demonstrate advanced
proficiency in Spanish identified at this high sol®

At High School A, Maestra A reported that teachwrSpanish courses did not
formally identify students who demonstrated advdmu®ficiency in Spanish. At the
beginning of each school year, however, teacheessasd student proficiency in Spanish
through written essays and speaking assignmentsrder to place students in
appropriate Spanish courses at the beginning adc¢heol year, Maestra A used teacher
recommendations and, for native Spanish speake@sssessment designed specifically
for native Spanish speakers. However, MaestrgpArted the Spanish teachers did not
use any diagnostic test to assess students’ mobgiin Spanish as they moved from
level to level, and they did not use any assessrententify students with advanced

proficiency in Spanish.
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At High School B, according to Maestra B, studeagiplied to the IB Diploma

Program in their junior year. If students satigfaty completed the Spanish 1 and/or 2
and/or 3 courses, teachers admitted them intoBiprdgram. If students had not
completed any Spanish courses or had completediomly-year Spanish course, they
were admitted to the IB ab initio course, which wiafined as a beginning IB Spanish
course.

Interview Question 2 askedWhat is the relationship between students who are
identified as gifted and/or talented and studertt® Wemonstrate advanced proficiency
in Spanish?”

Teachers reported that this relationship was unclear High School A, Maestra
A reported that district gifted and talented cooedor notified teachers at the beginning
of the school year, through the on-line gradebablkout those students who were
identified as academically gifted and talented.wideer, Maestra A noted that these
identified students did not always demonstrate aded proficiency in Spanish. Maestra
A also reported that few native speakers were ifietitas academically gifted and
talented; instead, they were often identified agliEh language learners. At the
classroom level, Maestra A assessed students’cpody levels in writing and speaking
Spanish after students completed their first assegis.

Maestra B reported that no students in the Spamiglses at High School B were
identified as gifted and/or talented during theetiof this study. Maestra B also reported
that no process was in place to identify studerits demonstrated advanced proficiency

in Spanish. Maestra B added, “None of them atherspecified gifted and talented
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program and so | don’'t have anything to compaiadestra B also noted that Spanish
teachers informally discussed students’ individuraficiencies in the language with each
other at the beginning of the school year, andetliéscussions helped them address
students’ individual learning needs in the IB Sghrgourses.

Interview Question 3 askedyhat standards do you use to direct your
instruction in this course?”

In terms of providing instruction in their Spanisburses, both teachers reported
that they used the state standards in world larggitmguide their instruction. Maestra A
noted:

We use the state standards, but we also use tbejdéBtives, since we are an IB

school where we are required to use that. AlheflB objectives fit easily within

the state standards.
The standards and objectives that Maestra A focaseslere dependent on the topics
addressed in the course. However, as Maestra ddad@ommunication is the one
[standard] | think that most language teachersousa daily basis.” The state standards
document supported this comment by noting that comaation in languages other than
English is standard number one. This documentadd§oed communication in world
languages as interpersonal, interpretive, and ptasenal in nature and encompasses
written and oral conversations, comprehension oksp and written language, and oral
or written presentations in the target language.

Maestra B reported using the highest range leyatetation, intermediate-mid, of

the state standards. Maestra B added,
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What that means is, in our building, for examphe, IB standards would be called

the intermediate mid [level], which would be thengafor our Spanish 4 program

and the same for our program for our heritage sgrsdbkecause we have this

three-way thing [IB DP Spanish/Spanish IV/heritageaker courses] going on.
The problem, according to Maestra B, is that tlaghers must consider two curriculums,
the Spanish curriculum and the IB Spanish curricylun order to align them with the
state standards, which is often difficult to resolv

Interview Question 4 askedwWhat instructional strategies do you use to meet th
needs of students who demonstrate advanced praficia Spanish?”

Teachers at both sites reported using a varietystfuctional strategies in their
courses to meet the needs of students who demtmasaidvanced proficiency in Spanish.
At High School A, Maestra A used the instructiostahtegy of scaffolding, which
involved beginning with what the student alreadgwag, using comprehensible input and
adding new vocabulary and concepts. For each eplfaestra A presented students
with a minimum set of requirements for all projeat&l assessments, which allowed
students to extend their work beyond the minimuquire@ments. Maestra A explained,

In particular, in my IB classes, they know thathiéy just focus on the minimum

requirements, that's not going to get them any éighgrade than a B, and many

of those kids want the A. So for those more adedrstudents, the opportunity

[is there] to just kind of create with the language
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In addition, Maestra A offered different creativetimg and speaking prompts. Maestra
A believed that providing choices for advanced shid allowed them to use their
creative abilities with language.

At High School B, Maestra B did not believe in ugthe instructional strategy of
total immersion because of the various studenti@eoicy levels often found in the
classroom. Instead, Maestra B used at least 60S|8aish language immersion
strategy for most instructional activities. Maadi also reported using a holistic method
of teaching, adding, “I approach [instruction] witlematic units based on what
assessment we are moving towards.” For these ticeorats, Maestra B required two
oral assessments and three written assessmergetanche the instructional units.
Maestra B concluded, “There are lots of compontntke 1B program, but
grammatically, and dealing with vocabulary, | pyettuch use the same strategies |
would use for any Spanish class.”

Interview Question 5 askediibw do you assess student learning in this cA&irse

Both teachers reported using a variety of stragefgieassess student learning in
their AP and IB Spanish courses. Maestra A redargeng different types of formative
assessments to assess student learning in aditiba AP and IB summative
examinations. For example, Maestra A requiredesitglto maintain a journal several
times a week as a formative assessment of theingiskills in Spanish. Students also
discussed and analyzed different literature selestand completed quizzes at the end of

these selections to assess their reading compiieherdaestra A also reported
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formatively assessing speaking competency throls and oral interviews with the
students.

Maestra B formatively assessed reading, writing, \@arbal skills on a daily basis
in small groups. For example, Maestra B askedestiscto assess each other on correct
use of vocabulary and grammar in these small grodeestra B also assessed students’
reading, writing, and speaking skills during thaarticipation in the second language or
ab initio thematic units. In addition, Maestra Bmitored student progress through
practice assessments that mirrored the style dBlsemmative assessments. Maestra B
provided sample practice assessments from theralum guides, which were
available to IB member schools. Maestra B notedl telachers could personalize these
assessments, based on the world language curriaigethat the district and school level.

Interview Question 6 askedywhat do you believe about how to meet the learning
needs of students who demonstrate advanced praficia Spanish in your course?”

Both teachers believed that meeting the learnimgleef all students included
those students who demonstrated advanced proficiar8panish. Maestra A stated, “I
know | push them to try things that they havenhsidered before, and some students
really excel at it and some don’t or some will hgatruggle with it.” In addition,

Maestra A provided authentic literature for alldguats to read, discuss, analyze, and
synthesize. Maestra A used guiding questions agskpted themes from the stories in
order to help all students synthesize their legynifhe IB students, Maestra A noted,
were successful in synthesizing and demonstragiagiing creatively through an art

project. According to Maestra A, Spanish speaketke AP course struggled with the
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IB format because they were not enrolled in th@i@gram and were not used to the IB
format for analyzing literature and synthesizingithearning.

Maestra A also believed that students who demaestiedvanced proficiency in
Spanish were often bilingual. Maestra A often emaged these students to complete a
project about a specific country, in which she dskem to develop their own essential
guestions. However, these students often struggihdcreating essential questions.
Maestra A concluded,

That's higher order thinking skills they strugglélw They can write fact-based

guestions, no problem, but when it comes to thgdigicture ideas, it was really

hard for them to do it. But | did the same projest year, and the kids had an
amazing project!
Maestra A pushed these students to excel and sypghtheir learning, thereby meeting
the needs of students with advanced proficienc&§panish, which she believed was
evidenced by their student projects.

Maestra B believed that students who demonstrateaneed proficiency in
Spanish should help their peers who were strugdgtirazhieve mastery of particular
standards or lesson objectives. However, Maesas@believed that she met the needs
of these students by requiring all students indoerses to demonstrate their mastery of
the standards, followed by reteaching when neediéakstra B added, “I've learned to
not make assumptions, but to say okay, this is wig&te going to do today, here’s what

I'd like the outcome to be, and teach toward thatome.” .
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Interview Question 7 asked-Hdw do you know you are successful in meeting the
learning needs of students who demonstrate advamoédiency in Spanish in your
course?”

Both teachers expressed strong opinions aboutghegess in meeting the
learning needs of students who demonstrate advamwoédiency in Spanish in their
courses. Maestra A believed that AP and IB exanonaesults were not the only
indicator of her success in meeting the learnirggsef students who demonstrated
advanced proficiency in Spanish. Maestra A betieat the positive feedback that she
received from advanced students who took Spanishliage indicated that she was
successful in meeting the needs of these studéfaestra A also believed that she was
successful in meeting the learning needs of advhsitelents because they often
improved their writing skills over the school yedn the IB Spanish courses, Maestra A
required students to write practice essays in pegjoa for the IB examination. Maestra
A also observed student growth in writing and spegakecause students heard Spanish
spoken in class by native speakers, they reaatiter in Spanish, and watched videos
and news channels in Spanish. Maestra A belidvadn order to teach grammar to
other students, advanced students must understamdaterial. In addition, Maestra A
believed that assessing students by observing tvbgtare doing and listening to what
they are saying is more tangible than tests anzizgai According to Maestra A,
advanced students who try to speak Spanish willemdt in speaking Spanish, even if

they do not earn high scores on the AP tests.
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Maestra B believed that formative and summativesssents helped her
ascertain her success in meeting the needs ofrgatuddo demonstrate advanced
proficiency in Spanish. For example, Maestra Borggal that she corrected grammar
errors on the spot, reteaching as needed. IniaddiMaestra B assessed the same
proficiency level by offering different assessmadtivities, thereby differentiating both

instruction and assessment.
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Table 2 gives a summary of the major categorie® fitee interview analyses.
Table 2

Summary of Major Categories From Interview Analyses

Interview questions Categories

IQ1: Identification No formal identification pcess
Formative and summative class assessments
Teacher recommendations
Previous course completion in Spanish

IQ2: Relationship of G/T to advanced proficiency Id&enship unclear

IQ3: Standards Use state standards
Use IB standards and course objectives
Use AP course objectives

IQ4: Instructional strategies Scaffolding
Minimum requirements for desired grade
Optional writing prompts
Thematic units
Differentiated instruction
Partial Spanish language immersion

IQ5: Assessments AP summative examinations
IB summative examinations
Formative assessments:
Journals
Skits
Oral interviews
Teacher-designed quizzes
Teacher observations
Peer tutoring/teaching

IQ6: Teacher beliefs about meeting the needs Eageustudents to learn new ideas
of advanced Spanish students Provideeatit literature
Encourage students to generate guiding auresti
Use assessments to inform instruction
Provide differentiated instruction
Encourage peer teaching

IQ7: Teacher beliefs about success in meeting Bspokno doubts about their success
needs of advanced Spanish students Bdlimats not indicative of advanced proficiency
Observed student growth in Spanish profigrenc
Received positive feedback from college students
Encouraged advanced students to teach others
Observed students communicating in Spanish
Differentiated formative and summative assesgs
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Reflective Journals

Reflective Journal Question 1 askeR|éase describe any instructional strategies
that you use in your AP and/or IB Spanish classremmeet the needs of linguistically
gifted students in Spanish”.

Both teachers reported that the instructional styias that they used in their AP
and/or IB courses to meet the needs of studentsdehmnstrate advanced proficiency in
Spanish were similar to the strategies that they dsr all students. Maestra A
remarked, “when working with linguistically giftedudents, | don’t use different
strategies from what | do with other students.” elstaa B also reported using the same
instructional strategies for all students with éxeeption that she paired students with
greater fluency with less fluent students for promnation exercises and oral practice.
Maestra B added,

| prefer to teach grammar and vocabulary in contitter through authentic

sources or through the IB textbooks. Studentsemgonsible for keeping a

personal dictionary of new vocabulary, and forizitilg the new vocabulary in

their unit writings. | utilize our fluent speakeas “experts” in pronunciation and
pair them frequently with the other students fal @ractice.
In addition to these strategies, Maestra B useduli8ics and IB practice exams to meet
the needs of all students including those studehtsdemonstrate advanced proficiency
in Spanish.
Reflective Journal Question 2 askeHoW would you describe your success in

meeting the needs of linguistically gifted studemtSpanish?”
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Both teachers described their success in meetengdhds of students who
demonstrate advanced proficiency in Spanish difthye Maestra A believed that she
was able to demonstrate how linguistically gifteebents in Spanish improved their
language skills by comparing how they began the ged how they ended the year.
Maestra A added,

With my native Spanish speakers this year, | wagrmed at how the students

were able to write their final exam [a 200 word gasition] in 50 minutes,

whereas last year it took four days. They wererssgd when | told them this,
and | could see the pride shining in their eyesowWing that they improved that
much in two years helped them to see the bendfitsecclass and their own
skills.
Maestra A believed she was able to clearly idernhi&/progress students made over the
school year.

Maestra B used the results of the five IB examoretito determine her success in
meeting the needs of students who demonstrate eddamoficiency in Spanish. She
noted,

Last year’s results were encouraging, as the gdal achieve a score of between

4 and 7 in order to receive college credit for tiegh school courses.

Approximately 75% of my students from the 2012-&Bo®l year did achieve a

composite score of 4 or above. Scores on ourexahs this year [2013-14]were

not as high as | had hoped, but our students’ g&owriting ability was evident

in their written exams. | recognize the need faifydpractice with oral language
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and the need for greater vocabulary development.stMdents need more
opportunities for input of the language, which witihance their production and
increase their control and confidence with the letgp.
Maestra B was able to see improvement in all stisdemiting skills over a two-year
period. In addition, Maestra B recognized a negdrfore opportunities for all students
to practice using daily oral language in Spanisbraer to improve their language
production and oral examination scores.
Reflective Journal Question 3 askeB|éase comment on the type of
differentiated instruction you believed linguistigagifted students in Spanish need.”
Both teachers believed that students who were itigally gifted in Spanish
needed differentiated instruction. Maestra A hadethat providing challenge and
opportunity for self-designed learning are impottan linguistically gifted students.
She commented,
| think the students need to be challenged andhgivaterials suited to their
ability. Using texts that are a slight challengethem, being given choice in
topics for speaking and writing assessments, anihdpséhe opportunity to design
their own learning are important.
According to Maestra A, challenge, choice, and ofymity to self-design and direct their
own learning are keys to differentiating instruatfor linguistically gifted students.
As part of intentional planning to differentiatesiruction for all students, Maestra

B used flexible grouping, in which she grouped stud by proficiency level, in the IB
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program courses. These three groups includedtfBpakers, standard level students,

and beginning level students. Maestra B added,
My fluent speakers require vocabulary developmeatling skills; the SL
[standard level] students also require vocabulametbpment, specific grammar
skills, and control of tenses and text types; thedio students require thematic
vocabulary growth and basic grammar skills, allpped by the skills and
practices required to be successful on the 1B exahest type specifics,
synthesizing information from a variety of textsorder to produce new and
creative texts, are just a few [of the requiredisko be successful].

According to Maestra B, differentiating instructitor all students was the norm in her

classrooms, and therefore, she differentiatedunson for linguistically gifted students

in her courses by providing different levels fotiaties related to vocabulary

development, grammar skills, synthesizing infororatfirom a variety of texts, and

production of new and creative texts in Spanish.
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Table 3 shows a summary of the major categorien the reflective journal
analyses.
Table 3

Summary of Major Categories From Reflective Jourkiadlyses

Journal questions Categories

JQ1: Instructional strategies Similar to stragsgised for all students
Pairing fluent and less fluent students
Using authentic texts
Students keep personal dictionary of new batzay
Students use new vocabulary in assignments
Fluent speakers used as “experts” in proratioci
Fluent speakers paired for oral practice
Early exposure to IB rubrics and practicenaga

JQ2: Success Described success differently
Used assessment results to show studentlgrowt
Used assessment results to plan future instrudtiona
strategies
Compared student progress over a two-yeaoger

JQ3: Differentiated instruction Provided chafjerand choice

Provided students opportunity to self-design and
direct own learning

Grouped students flexibly within one classnoo

Focused on vocabulary development / gramikitis s

Required students to synthesize information from
variety of texts

Required students to produce new texts in Spanish

Documents

For this study, | used a content analysis to exartwmo different types of
documents: (a) the state standards for world laggs, and (b) AP and IB course
documents. The content analysis involved a desonipf the content of the documents,

their organizational structure, and their use. seh@nalyses are presented below.
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State standards. The state standards for world languages were dlait the
State Department of Education website. The staisdaere broken down into four major
categories: (a) communication in languages otiem English, (b) knowledge and
understanding of other cultures, (c) connectiorth wiher disciplines and information
acquisition, and (d) comparisons to develop insigtat the nature of language and
culture (State Academic Standards for World Langsag009). For Standard 1, which
concerns communication in languages other thaniéimgitudents are expected to know
how to use the target language in culturally appabg, shared or interpersonal activities.
Students must be able to observe, listen, undetstaad, speak, and write in the target
language or languages. In addition to the intexgeal mode of communication, students
must be able to use the interpretive and presentdtmodes of communication in
conjunction with their knowledge of the target laage culture, social practices, and
perspectives, and be able to speak and write tarallly appropriate ways.

Communication occurs through the written word a#l agspoken.
Communication may be interpersonal, interpretivel/ar presentational. For Standard
2, which involves knowledge and understanding béotultures, students should
develop “familiarity with the cultures that use @ get] language” as well as develop
“an awareness of how the [target] language andiciihteract in society”. For Standard
3, which involves connections with other discipSrand information acquisition,
students should be able to connect these new akitlsnformation with other subject
areas and topics of personal interest that maybelated to their academic life. For

Standard 4, which concerns comparisons to devekight into the nature of language
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and culture, students studying a language otherEmaglish should be able to develop a
greater understanding of their own language andieualong with the target language
and culture. As students compare their own languwagl the target language, they
should be able to develop insights into the natfitanguage and culture.

Included in the state standards document (2009%harexpectations for student
achievement. The levels of student achievemendeseribed as (a) novice-low, (b)
novice-mid, (c) novice-high, (d) intermediate-loand (e) intermediate-mid. The
expectations for achievement become more rigorswsualents progress through each
level. For example, even though the modes of comation are the same for all levels,
the novice-low level student should be able to “ommicate about very familiar topics
(written or oral) using isolated words and highgitency phrases” (State Academic
Standards for World Languages, 2009, p. 21), whideintermediate-mid level student
should be able to “initiate, sustain, and conclodeversations (written or oral) in a
variety of situations based on familiar and unfaanivocabulary and learned
grammatical structures” (State Standards, 20097 ).

In this western state, State Department of Edueattministrators and public
school administrators expect teachers to use tite 8cademic Standards for World
Languages as a basis for curriculum developmentaradguide for instruction and
assessment. Teachers are expected to align tiasetandards with the AP or IB
standards, curricula, and goals. Teachers mugrstahd the standards and student
performance expectations for each grade level andse because they provide guidance

for instructional practices and assessment desigedch instructional unit.
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Coursedocuments. The course documents that | collected for thidys
included the course guides or catalogs from Higimo8EtA and High School B. |
collected these documents from the school webslteaddition, | collected the AP
Program and 1B Diploma Program general courserigesns from the program
websites.

High school course guides or catalogs. The course catalogs at High School A
and High School B do not include a separate cadeseription for the AP Spanish
Language course and the AP Spanish Literature eouwscording to the AP Spanish
course descriptions in both high school guidesatailogs, the AP Spanish Language
course and the AP Spanish Literature course ardic@ah. Students must pay for and
take the AP Spanish Language examination, but ?@&panish Literature examination is
not mentioned in either course catalog.

According to the High School A course catalog, AreSpanish courses are
designed to parallel the third-year college-lev®irses in Spanish composition and
conversation. The description for the AP Span@lrges states that students develop
their ability to express themselves and understdihers in Spanish as they communicate
in formal and informal situations accurately, cargly, and fluently. The course
description also states that students develop abtdary large enough to understand
literary texts, magazine and newspaper articleasfiand television productions. In
order for students to enroll in an AP Spanish cauisey must have successfully
completed the Spanish IV course or the Native Sgrsalkl course, submit an

application, and receive approval from the AP ceumstructor. Once accepted, students



156

are required to pay a fee for the required AP eration and complete the required
summer homework.

According to the course guide for High School B3 &P Spanish courses are
based on a required reading list that includesaliteworks that are considered significant
and representative of various historical periois;dry movements, genres, geographical
areas, and population groups within the Spanishispg world. In addition, the course
focuses on the ability of students to fluently aedurately express ideas orally and in
writing and emphasizes the use of advanced granm&panish. These courses also
prepare students to take the mandatory AP Sparahieation.

For the IB Diploma Program (DP) courses, the cotggestration guide for High
School A included Spanish | and Spanish Il as IBldi Years Programme (MYP)
Spanish and the Spanish Il and Spanish IV as IR@Rses. In the Spanish Il courses,
students spontaneously express increasingly congpliesepts verbally and in writing. In
addition, the course guide states:

Comprehension goals for students may include atgmore facility and faster

understanding when listening to the language spakeormal rates, being able

to paraphrase or summarize written passages, anveising easily within limited

situations. (High School A course registration gui2014)

The prerequisite for Spanish Il is successful clatign of Spanish Il and approval from
instructor. The IB DP Spanish IV course is desxtibs:

advancing students’ skills of and abilities to readte, speak, and understand the

Spanish language so that they can maintain singuieersations with sufficient
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vocabulary and an acceptable accent, have sufficanprehension to

understand speech spoken at a normal pace, reacthphcated but authentic

prose, and write narratives that indicate a goatetstanding of grammar and a

strong vocabulary. (High School A course registratjuide, 2014)
The prerequisite for IB DP Spanish IV is the sustdscompletion of Spanish Il and
approval from the instructor. Both courses buitdstudents’ increasing proficiency in
Spanish language skills and abilities, require sssftll completion of the previous level
Spanish course, and approval of the respectiveseanstructor(s). According to the
High School A course registration guide, all cosraee NCAA and CDHE approved
core courses.

As described in the course catalog for High Scii&dhe 1B Diploma Program
(DP) Standard Level (SL) Spanish course is a twar-peogram designed for students
who have had one or two years of previous expegignthe Spanish language. An IB
test fee is required for the IB DP exam. The IB $tBndard Level course is designed “to
advance the student's reading comprehension listahing and writing proficiency
through the study of a variety of texts, literatarel current events” (High School B
course catalog, 2014). In addition, the courserg&son indicates that “students will
gain a more thorough understanding of the Spamishksng cultures, while connecting
knowledge with other disciplines on a global spatit (High School B course catalog,
2014). Fluent Spanish speakers are encouraga##éd-tench language courses instead

of the IB DP Spanish IV course.
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AP program course descriptions. The course descriptions for the two AP
Spanish courses included in this study were founthe College Board website.
According to the College Board, AP Spanish cousedased on three modes of
communication, including interpersonal, interpretiand presentational, as defined and
described in the Standards for Foreign Languagenirggin the 21st Century in the
ACTFL Performance Descriptors for Language Learf2042). A content analysis of
these course descriptions are presented below.

AP Language and Culture course. The standards for this course require students
to communicate through the application of interpeed, interpretive, and presentational
skills in real-life situations. The AP Languagelaulture course, taught almost
exclusively in Spanish, “includes vocabulary usdgeguage control, communication
strategies, and cultural awareness” (College Bazbti4). According to the College
Board, the goals of the AP Spanish Language anti@utourse are as follows: (a) to
engage students in an exploration of culture irte@mporary and historical contexts, and
(b) to develop students’ awareness and appreciafionltural products, such as tools,
books, music, laws, conventions, institutions; pcas or patterns of social interactions
within a culture; and perspectives or values,watét, and assumptions. Even though
students are typically in their fourth year of higgthool, no prerequisites are required for
the AP Spanish Language and Culture course. kthames of the AP Spanish
Language and Culture Course include (a) beautyaasthetics, (b) contemporary life, (c)
families and communities, (d) global challenge}¥ pgrsonal and public identities, and

(f) science and technology. These six interreléitethes may be combined. The
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College Board AP Spanish Language and Culture eagectives are as follows: (a) to
engage in spoken interpersonal communication;o(lengage in written interpersonal
communication; (c) to synthesize information fromaaiety of authentic audio, visual,
and audiovisual resources; (d) to synthesize infébion from a variety of authentic
written and print resources; (e) to plan, prodacel present spoken presentational
communications; and (f) to plan and produce writiegsentational communication. The
proficiency levels that students should be abl@eimonstrate in the AP Spanish
Language and Culture course range from the inteateetb the pre-advanced range in
each of the three modes of communication.

AP Spanish Literature and Culture course. According to the College Board
overview for this course, teachers should usemétic approach to introduce students
to representative texts from Peninsular Spanistin llemerican, and United States
Hispanic literature. Students develop proficiea@ead hone their critical reading and
analytical writing skills across the interpersomiaderpretive, and presentational
communication modes as defined in the Standardsdgign Language Learning in the
21st Century and described in the ACTFL Performdhescriptors for Language
Learners. Students examine literature within thetext of its time and place and reflect
on the diverse voices and cultures of the requieadings. The course focuses on
cultural connections and comparisons and explaagsws audio, print, and written
media, such as art, film, articles, and literantia@sm. No prerequisites are required for
the AP Spanish Literature and Culture course; hewet/is designed for students who

have successfully completed at least three yedngbfschool Spanish language study.



160

All texts are presented in Spanish. The AP Spaduighature and Culture course is
based on the following themes: (a) societies imact, (b) the construction of gender, (c)
time and space, (d) literary creation, (e) intespaal relationships, and (f) the dual
nature of being. These interrelated themes maypbwined. According to the College
Board, the AP Spanish Literature and Culture lewymibjectives outline the expectations
for what students should know and be able to dd tlaey are aligned with the following
five goal areas, or the “five C's”, of the Standafdr Foreign Language Learning for the
21st Century: (a) communication, (b) cultures,c@)nections, (d) comparisons, and (e)
communities. For the communication standard, stisdare expected to continue to
develop proficiency in the three modes of commuioca interpersonal, interpretive,
and presentational. For standards of culturesy@cions, comparisons, and
communities, “students gain knowledge and undedstiage relationship between
products, practices, and perspectives of the adtatudied in literary texts and through
other media” (College Board, 2014). The coursecijes for both the AP Spanish
Language and Cultures and the AP Spanish LiteratleCultures courses are aligned
with the National Standards for Foreign Languagerhimg for the 2 Century and the
ACTFL Performance Descriptors for Language Learn@&rwcording to the College
Board, these courses provide students with oppiigario demonstrate their proficiency
from the intermediate to the pre-advanced levelstgrpersonal, interpretive, and
presentational modes of communication. AP teadlrerslso able to use AP global

group assessment data to compare their studestsderes with students worldwide.
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I B diploma program course description. The following general information is
about language acquisition courses is presentéddeotB program website:

Language B Standard Level (SL) and Higher Level)(Bile language acquisition

courses for students with some previous experiehtEarning the language.

While studying the language, students also explweeculture(s) connected with

it [the target language] (1B, 2014).

A content analysis of the course description ferl course included in this study is
presented below.

B Language B Spanish course. This course is organized according to the
following core themes: (a) communication and meghaglobal issues, and (c) social
relationships. Teachers select two or more aduitithemes from the five optional
themes that the IB program provides. In additionthe higher level (HL) course,
students are required to read two works of litemataritten in that language. One of the
key features of the IB standard level and higheelleourses is that the minimum
prescribed number of instructional hours for trendard level is 150 hours, and for the
higher level, it is 240 hours. In addition, coritedized study of language, texts, and
themes is used to aid students in developing iatiereg productive, and receptive skills
in the target language. Two primary goals of Bé.&nguage B Spanish course are that
students are able to develop intercultural undedste and plurilingualism. Students
acquire proficiency in the language as they ar@gsgg to a variety of authentic texts and

produce work in a variety of communicative conte®s 2014). Through the IB
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program, standard level and higher level studemtasessed both externally and

internally, according to the following guidelines:

External assessment at SL [standard level] consigzercises to

demonstrate understanding of authentic print teated on the core themes
(receptive skills), a writing exercise based ondpgons (productive skills),
and a written assignment based on the core thantegr@ating receptive and
productive skills).

External assessment at HL [higher level] consisexercises to demonstrate
understanding of authentic print texts based orctine themes (receptive
skills), two writing exercises, one based on thee@nd the other based on the
options (productive skills), and a written assigningased on one of the
literary texts (integrating receptive and produetskills).

Internal assessment at both SL [standard levelHinfhigher level] tests
students’ abilities in listening and speaking igeauine conversation format
(integrating receptive, productive and interacgkéls). Internal assessment
consists of an individual oral [assessment] basetthe options (presentation
and discussion with the teacher), and an interaciral [assessment] based on

the core (three classroom activities assessedebteticher; IB, 2014).

IB Diploma Program assessments are two-fold: n@ymal, which are locally

administered and graded, and (b) external, whieHamally administered and graded by

teachers in the regional or international 1B orgation but not directly connected to the

students they are grading. A score of three dndrignhdicates that the student passed the
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IB examination. IB teachers are also able to cmmpheir students’ scores with the 1B

group assessment data. The data may be usefetenmning the overall growth of the

local IB Diploma Program in comparison with theeimtational 1B Diploma Program.
Table 4 gives a summary of the major categorias fitte course document

analyses.



Table 4

164

Summary of Major Categories From Course Documeiayses

Courses

Categories

AP Spanish language

AP Spanish literature

IB Spanish language B

High School A course catalsgrg®ion included
information about prerequisites, course objectives,
summer homework, and the AP examination

High School B course catalog description included
information about prerequisites, required readisiy |
course objectives, summer homework, and the AP
examination

AP program course description included an overview
of the modes of communication and themes,
prerequisites, course objectives and requirements,
language of presentation and interaction, suggested
ancillary course materials, standards and perfocman
descriptors, and the AP examination

High School A and High Sct®aourse catalog
included no separate description for this course

AP program course description included
prerequisites, course objectives and curriculum
outline, interrelated themes and goal areas,
communication modes and proficiencies, standards
and performance descriptors, and the AP Spanish
literature examination

High School A course dgson for IB Spanish IV
(first year) included prerequisites for each
course/level, curriculum outline and course
objectives for each level, learning objectives and
goals, skill level expectations, and IB examination

High School A course description for IB Spanish V
(second year) included curriculum outline and ceurs
objectives and goals, learning objectives and goals
skill level expectations, and IB examination

High School B course description for IB Spanish
includes prerequisites, course outline, learning
objectives and goals, and the IB DP examination

The IB website course description includes
prerequisites for the course, goals and objectives
core themes, course level minimum prescribed hours
of instruction, course outline, formative and
summative assessments, and the IB examination




165

Data Analysis: Cross Case

| conducted a cross case analysis by examiningategories that | constructed
for all three data sources and all three coursessgs to determine emerging themes and
discrepant data. The three cases included thepaRis§h Language and Culture course,
the AP Spanish Literature and Culture course, badB Diploma Program Spanish
Language B course. The three data sources wepathieipant interviews, participant
journals, and course documents.

Emergent Themes

After constructing my categories for each data eaulridentified six themes that
emerged across all data sources and all threeearcases. These themes are
described below.

Theme 1: Identification of students who demonstrate advanced proficiency in
Spanish isinformal and not systemic. Educators in public school districts in this
western state are required to submit a plan fortimgéne needs of gifted and talented
learners to the State Department of Education. évew both teachers who participated
in this study reported that a formal process tatidle students with advanced proficiency
in Spanish did not exist at either high schooladreers also reported that students who
demonstrate academic giftedness are formally ifiedfibut that information is not
always shared with Spanish teachers. Maestra Amamted,

We have students who are GT identified and we Ustiat that out at the

beginning of the year, but they [the students] might necessarily be GT in

Spanish. | don't really do anything to identifyeth [the GT students in Spanish].
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We don’t have any type of diagnostic test that we gvhen they [the students]

move from level to level.
Maestra B added, “I don’t believe that there isaasessment. They [the students] are not
assessed for advanced proficiency. Students w® ressed their Spanish program for
Spanish 1 and/or 2 and/or 3, are admitted intdBh@rogram in their junior year.” In
addition, document analysis revealed no formaltifieation process for those students
who demonstrated advanced proficiency in Spaniisstead, document analysis revealed
prerequisites for the AP and IB courses as noteddrcourse catalogs for both high
schools and in the AP and IB program documentse prarequisites for all three courses
included completion of one to four years of Spanagiplication to the AP or IB program,
and instructor approval. The combination of prersites increased the likelihood that
students who demonstrated advanced proficiencpamiSh were enrolled in these
courses. However, these documents revealed nafadentification process to
determine advanced proficiency or linguistic gifieds in Spanish at either high school
or in the AP and | B program course descriptions.

Theme 2: Therelationship between studentsidentified as gifted and talented
and studentswho demonstrate advanced proficiency in Spanish isunclear. The
identification of students as gifted and talentedsinot ensure that these students are
also gifted in Spanish. According to Maestra Aidsints are gifted language students
because they are often bilingual or multilingudiowever, Maestra A noted,

Very few of my native speaker students are [idesdiBs] gifted. They are

identified as English Language Learners, but [idwe] they are gifted. Maybe
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they aren't gifted in languages, [but] they areegifin our school in languages. In

Mexico or Cuba, they may not be [identified asegifbecause] some of them

struggle with Spanish, too.
Maestra A added,

Whether or not those [native-speaker] kids areeditis well, because [I know]

there are gifted language students language akuilgg, some of them are

bilingual students. They know two languages [amdadle to] merge two

languages. | pushed them, and | wouldn't let tlggre up [on advancing their

language skills].
Maestra B added, “I have probably 70 studentogkther [and] none of them are in the
specified gifted and talented program, so | doattédhanything to compare nor do | know
the identification process for gifted and talenteBoth teachers reported that students
who enroll in advanced courses such as AP and &iSb courses often demonstrate
advanced proficiency because they meet the presigegiof the courses. However, no
data emerged linking advanced proficiency in Sgatosdentification as academically
gifted and talented. Both teachers also repohtatithey did not use any assessments to
identify students who demonstrated advanced pssfey in Spanish. Document analysis
also revealed no evidence of a relationship betwleeidentification process for gifted
and talented students and the identification adestiis who demonstrated advanced
proficiency in Spanish.

Theme 3: AP and IB program Spanish cour ses ar e standar ds-based.

According to both teachers, they aligned theiricutum with the state standards in
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world languages and with the AP and/or IB standardgorld languages. Maestra A
commented,

We use the state standards, but we also use tbejéBtives, since we are an IB

school where we are required to use [IB objectivies] all of the IB objectives fit

easily within the state standards.
Maestra B added,

| must use, in terms of [the on-line] gradeboolk, skandards. The highest level

of standards for [the State] Department of Educatie® what we post to. What

that means is, in our building for example, [thithg IB standards would be called
the intermediate mid [proficiency level], which wdlbe the same for our

Spanish 4 program, and the same for our prograrmuoheritage speakers.

In addition to teacher alignment of the courseicula, the state standards documents
and the AP and IB course descriptions were algmetl with the national standards and
ACTFL performance guidelines.

Theme4: AP and I B teachersreported using a variety of strategiesto
differentiate instruction for students who demonstrated advanced proficiency in
Spanish. Both teachers reported that they used strategasasiscaffolding, peer
tutoring or teaching, small group and whole grauginuction, and choice to meet the
unique learning needs of students who demonsteateanced proficiency in Spanish.
Maestra A remarked that she scaffolded Spanishuictsin for all students, “using
comprehensible input and building on vocabulary emracepts we’ve studied in class.”

For advanced students, Maestra A reported thag@he them an opportunity to go
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beyond the minimum requirements to create origitoahmunication in the language by
offering choice in the different writing and spaadiprompts. Maestra A believed that
offering choice in instructional activities is pattlarly important to advanced students
because it allows them to use their skills andtoreabilities to reach their highest
potential. In the reflective journal, Maestra Avamented that when she worked with
linguistically gifted students who were often creatwriters, she tried not to limit their
writing by giving them a minimum word count insteafda maximum word count. In
addition, Maestra A gave all students choices wieading articles, writing

compositions, and performing scenarios. Maestb@li®ved that immersion is the best
way to teach Spanish for all students, and theee&ire presented at least 60-70% of her
instruction in the Spanish language. In additMagstra B believed in using a linear and
holistic method of teaching that included thematds, which she designed with the
final outcomes in mind In particular, Maestra Betbher use of the backward planning
strategy, as recommended by Wiggins and McTigh@5® Qo design her instructional
units because she believed the assessments stebeitchohe the outcomes. In the
reflective journal, Maestra B wrote that she pnefdito teach grammar and vocabulary in
context, using authentic sources or the IB textsodWaestra B also emphasized
vocabulary instruction, noting that students mai&d a personal dictionary of new
vocabulary. Students also engaged in peer edimagorocess writing. Maestra B also
commented, “I utilize our fluent speakers as “etgfdn pronunciation and pair them
frequently with the other students for oral praeticin addition, Maestra B used peer

teaching as a strategy to meet the learning neeaglf/anced students, which she
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believed helped these students hone their speal@ading, and writing skills. However,
the AP and IB program course descriptions were idevoany descriptions of strategies
used to differentiate instruction for students wdemonstrate advanced proficiency in
Spanish.
Theme5: AP and I B teachersreported using a variety of assessmentsto
monitor learning for all students, including students who demonstrate advanced
proficiency in Spanish. These assessments included individual and grogssisents,
projects, interviews, and student-designed dematnsitis of proficiency in the language.
Maestra A used formative and summative assessnteassess student learning in these
courses in addition to the AP and IB examinatioksestra A added,
For all of these courses, they [the students] jaluaihleast twice a week on
different writing prompts that | write on the boar@/e discuss literature once
we’ve read a selection, then do some differentysmahctivities, and then they
will take a quiz on it at the end of the readirjgor] speaking assessments, either
[students perform] a skit [or an] oral interviefhere is] in class practice of all
the different ways that | assess students.
Maestra A believed that using a variety of formatand summative assessments was an
effective method of monitoring the progress ofséilidents, including advanced students.
Maestra B shared this same belief by formativebeasing reading, writing, and
verbal skills on a daily basis through small grangiruction and by requiring students to

assess each other’s performances. Maestra B added,
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We have basically reading writing and verbal skils we do formative
assessment in the classroom on a daily basis. $bieery informal. It's much
easier to formatively assess in a smaller groupe Kids help kind of police each
other and assess each other. In my larger gro{gssess] real clearly based on
either SL [standard level] or ab initio and thentfagic unit. It's [assessment is]
based on practice assessments toward the IB ass@ssihere’s a lot of
assessing that goes on on a daily basis.
Maestra B believed that it was important to assasdents on a daily basis and to
consider the informal assessments that advancddrggicompleted of their peers’
written and verbal skills in addition to the larggoup practice assessments related to the
IB thematic units. The school course descriptiansl the AP and IB program course
descriptions specified only the official AP andéBaminations as summative
assessments. These documents did not includeesayiptions of formative assessments
that could be used to monitor progress for studehts demonstrated advanced
proficiency in Spanish.
Theme6: AP and I B teachers believed that they wer e successful in meeting
the lear ning needs of students who demonstrate advanced proficiency in Spanish.
Both teachers believed that student feedback anchative and summative assessments
determined their success in meeting the needsidésts who demonstrate advanced
proficiency in Spanish.
In relation to student feedback, Maestra A noted tbrmer AP students often

gave her positive feedback after their first yeacollege.
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The kids told me when they got to college the ryexdr and were taking Spanish

class, [the students were] acing Spanish classubedy prepared [them] so well

in the AP class, [that] it was rigorous and preddteem] well. It's things like

that that come back to me.

In addition to this feedback, Maestra A believeat tihe AP and IB examination results
were only one indicator of her success in meetwegieeds of advanced students.
Maestra A also believed that other formative andrsative assessments administered in
the course were effective determinants of her |scc®laestra A also believed that her
effectiveness in meeting the needs of advance@stsdvas reflected in their improved
writing and speaking skills during the school yelftaestra A added, “In writing, I've
seen a huge improvement from the beginning of & o now. It's very tangible to see
the growth in their writing now and also in thguesiking.” In her reflective journal,
Maestra A wrote, “I know that the students | hawad that are linguistically gifted in
Spanish improve their language skills each yeardmparing where they begin the year
and how they end it.”

Maestra B believed she was successful in meetmgédleds of advanced students
in Spanish because she used formative and sumnashessments to ascertain
improvement in their learning. Maestra B addedsséssment informs instruction, so
based on again a particular unit, it's based ontwiestudent demonstrates they can and
cannot do.” Maestra B also reported that advastadients often help other students in

the class.
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A lot of times, in the mixed classes, the kidssoédelpful in saying ‘no,
remember this is how we do it.” They can providaraples. It's a little bit
different because of the advanced kids.
Maestra B believed that the advanced student=igl#ss enriched the learning of all
students through peer teaching, which also helpedohinformally assess student
proficiency in Spanish. In her reflective journigllaestra B wrote,
The results of the five IB exams reflect the susadameeting the individual
needs of our students. Our students’ strongemgréability was evident in their
written exams. | recognize the need for daily pcacwith oral language, and the
need for greater vocabulary development. My sttgdleeed more opportunities
for “input” of the language, which will enhance ithgroduction” and increase
their control and confidence with the language.
Maestra B believed that she met the needs of addastadents in Spanish because their
superior writing skills were evident in their vieih essays. However, Maestra B also
believed advanced proficiency students needed oppertunities for oral production of
Spanish to increase their control and confidenapeaking Spanish.
Discrepant Data
For case study research, Yin (2009) defined disoregata as rival explanations
that challenge the theoretical proposition of ttuelg. For this study, the theoretical
proposition was that AP and IB teachers provida@mpate or differentiated instruction
for students who demonstrate advanced proficiemSpianish. After reviewing the

categories for each data source and the emergenget$, | identified one discrepancy that
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challenged this theoretical proposition. This tepancy was that AP and IB teachers in
this study did not consistently differentiate instion for students who demonstrate
advanced proficiency in Spanish. Instead, teadioiosved an established curriculum
for each AP and IB Spanish course included ingtusly, and therefore, they reported
that they often used instructional strategies tinay believed were effective for all
students, including advanced students. Thesegtestincluded partial or total
immersion in the language, flexible grouping, ahdltered instruction. In addition, both
teachers reported that they differentiated insioadior advanced students by offering
choice in some of the instructional activities asdessments as well as tiered
assignments, Socratic questioning, depth and coxityle expression, and challenge
through independent study. However, both teachisssbelieved that AP and IB courses
were designed to meet the needs of advanced studigato their inherent rigor and
complexity, particularly in relation to the examiioas.
Evidence of Trustworthiness

Presenting evidence of trustworthiness is importaqualitative research
because it is necessary to show that the resulteeatsearch are reliable and valid. Itis
also important to present the results objectively o show that the interpretations are
authentic and truthful. The four constructs ostworthiness for qualitative research
include credibility, transferability, dependabilitgnd confirmability. In the section
below, | describe the specific strategies thateldu® improve the trustworthiness of this

qualitative study.
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Credibility

Credibility is the internal validity that “deals thithe question of how research
findings match reality” (Merriam, 2009, p. 213)hélanalysis and interpretation of
gualitative data must be believable, plausible, r@adistic. In order to ensure and
enhance the credibility of this qualitative stutlysed several of the strategies Merriam
recommended, including triangulation, member cheaiequate engagement in data
collection, and peer review. | used triangulatiyncomparing and contrasting multiple
sources of data, including interviews, reflectiwarpals, course documents, and
standards documents. | also used the strategyeofloar checks to enhance credibility
by asking participants to review the tentative iings$ of the study for their plausibility.
In addition, | used the strategy of adequate engageéin the data collection process by
continuing to collect data until | believed | haghched a saturation point. Finally, | used
the strategy of peer review by asking some of nilkpagues to scan some of the raw data
to determine if the findings were plausible. Opn#eague stated that the research
guestions were aligned with the findings and rata dd his colleague also suggested that
a definition for advanced proficiency would be Helpwhich | have added to the
definitions presented in Chapter 1.
Transferability

Merriam (2009) defined transferability as extenidity, which pertains to “the
extent to which the findings of one study can bgliad to other situations” (p. 223). To
improve the transferability of this study, | uséeé strategy of rich, thick description by

presenting a detailed analysis of the settingptrécipants, and the findings. In
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addition, | used the strategy of typicality of semple by purposefully selecting courses

that were typical of AP and IB Spanish coursesretfan this western state. As a result
of implementing these strategies, | believe thave provided readers with an
opportunity to decide for themselves if the findirapuld be transferable or generalizable
to their own situation.
Dependability

Dependability refers to the ability to repeat thedy and replicate the research
findings. However, because “human behavior is nstaic” (Merriam, 2009, p. 220),
exact replication may not be feasible. Consistdyetyeen the findings and the collected
data is essential for demonstrating dependability.improve the dependability of this
study, | used the strategy of triangulation by canmgy and contrasting data from
multiple sources, including interviews, reflectje@irnals, course documents, and
standards documents. In addition, | used an &wadglito enhance the credibility of this
study. As part of this audit trail, | used a reshgournal to reflect on the procedures that
| used for data collection, data analysis and ohéapretation. By reviewing the raw
data, the coding and categorization strategied tiised, my personal reflections about
the decisions that | made during data collectich @malysis, | could determine if | had
answered the central and related research questioraldition, this audit trail included
letters of cooperation and consent and instrumient&b improve the dependability of

this study.
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Objectivity

Confirmability, or objectivity, is essential for educting ethical qualitative
research. To improve the confirmability of thiad, | used the strategy of reflexivity
(Merriam, 2009) by maintaining a research jouraddich provided me with
opportunities for critical self-reflection concemgidata collection and analysis and
interpretation. | also reflected on the assumgstiand biases that | held about AP and 1B
courses and any variations in the data collectroggss that may have affected the
results of this study.

Results

The results of this study are presented in relataie central and related
research questions. The related research questiensesented first because the central
research question is a synthesis of the finding#h#® related research questions.
Related Research Question 1

This question was: How are high school students e#droonstrate advanced
proficiency in Spanish identified? The key findwgs teachers for these three courses
reported that they informally identified studentsondemonstrated advanced proficiency
in Spanish. They based their identification ontl&) evaluations of student performance
from other world language teachers and (b) them olaservation of student proficiency
in their use of the Spanish language.

Previous evaluations of student performance. In relation to this informal

identification process, both teachers reportedttiet relied on records of students’ past
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performance, such as grades and conversation®thi¢n world language teachers about
individual students. Maestra B noted,

Students who have passed their Spanish prograBpfmish 1 and/or 2 and/or 3,

are admitted into the IB program in their junioaye Students who apply into

their junior year who have had no Spanish or omlg pear can apply and be
admitted to the ab initio program.
Maestra A reported that identification and placentéradvanced proficiency students is
based on teacher recommendations when studentsGratde 9. However, native
Spanish speakers complete a written assessmeict) tdaichers use to place them in the
appropriate course.

Observations of classroom performance. Both teachers also identified students
who demonstrated advanced proficiency in Spandin their own observations of
students’ speaking skills and from written assesgésneMaestra A noted, “I just get to
know them as students at the beginning of the gedrthen usually by the first written
essay or their first speaking assessment, thatshwistart to learn what [is] their
proficiency in the language.” However, Maestra soalemarked, “We don’t have any
type of diagnostic test that we give when they mioom level to level.” She added,
however, “We do have an assessment that we ginatiee Spanish speaker students to
place them into the appropriate class.” Maestealéed, “I don’t believe that there is an
assessment. They [the students] are not assessadvBinced proficiency.” Thus, both
teachers relied on observations, assessmentseamichmendations from previous

teachers to identify the proficiency levels of adsd students.
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Related Resear ch Question 2

This question was: What curriculum and/or standdaiteachers of AP and IB
courses use to provide instruction for high sclsbatients who demonstrate advanced
proficiency in Spanishhe key finding was that teachers for these theegses
provided instruction for all students, includingé¢nts who demonstrated advanced
proficiency in Spanish, by using (a) the state dsads for world languages and (b) the
AP and/or IB program course curriculum.

State standards. Both teachers reported that they used the stetient
standards for world languages to determine theesaad sequence of their instruction.
Maestra A remarked that she used the state stadacdbithe IB objectives to direct her
instruction. Maestra B commented that she alighedB curriculum and assessments
with the state standards and created related sufmrcstudent use in the classroom. The
state content standards documents for world laregititat teachers used were organized
in relation to the following four major standard®) communication in languages other
than English (Standard 1); (b) knowledge and urtdedsng of other cultures (Standard
2); (c) connections with other disciplines and mfiation acquisition (Standard 3); and
(d) comparisons to develop insight into the natfranguage and culture (Standard 4)
(State standards, 2009, p. 2). In addition, 2éstury and postsecondary workforce
readiness skills were incorporated in the standalistead of using grade-level
expectations for benchmarks, the ACTFL guidelinesenused to define the proficiency
levels for each range, from novice-low throughimediate-mid level proficiency and

prepared graduate competencies. One of the ma@s gf this standards document is
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that students will achieve proficiency in anotrerdguage because communication in
more than one language is essential for studenswilhlive and work in the 2%

century. In addition, to acquire the languagedsiits and teachers must use the target
language almost exclusively. Language acquisticcurs through listening, reading,
and viewing, and therefore, acquisition is dematstt through speaking and writing the
target language (State standards, 2009). To adrmculum planning and alignment, the
standards document included a template, a detexpldnation and description of each
standard, competencies in world languages for GradeK-12, the range of
expectations from low-novice through intermediatie-tavels, and the Zcentury skills
and readiness competencies for world languages.wbhld language content standards
were also noted in the course guides as additmndénce that teachers have aligned the
AP and IB course outcomes with the state standardsorld languages.

AP and I B coursecurriculum. Both teachers reported that they were required to
align the AP and IB curriculum to their courseshithie state standards, which were also
aligned with the national standards. In additeepntent analysis of the state standards
documents and the course documents revealed thaiRland IB courses were aligned
with the national standards and ACTFL proficiencydglines. Maestra A commented,

We use the state standards, but we also use tbejdéBtives, since we are an IB

school where we are required to use [the IB objesti All of the IB objectives

fit easily within the state standards, so it defgema what | am teaching at the

time. We do a lot of writing for communicationufh as] speaking, but



181

communication is the one [standard] | think thatstrlanguage teachers use on a
daily basis.
Maestra B added,
| must use, in terms of gradebook, the [state]dseats. The highest level of
standards for [the State] Department of Educatrenndnat we post to. The IB
standards would be called the intermediate miceJlewhich would be the same
for our Spanish 4 program and the same for ourrprodor our heritage
speakers, because we have this three-way thing @oin The problem we are
having, as | expressed [earlier], is that we lob&uw curriculum or cores and our
options and our suggested curriculum [and] trym{jttthat into the standards is a
bit difficult.
The world language proficiency range levels weralable for reference and download
on the state department of education website and/tnld languages state standards
page. Both teachers reported that they were redjtir integrate the world language
curriculum in their AP and IB courses with the statandards, proficiency guidelines,
and proficiency levels.
Related Resear ch Question 3
This question was: What instructional strategiesedachers of AP and IB courses
use to meet the learning needs of high school stadeho demonstrate advanced
proficiency in Spanishhe key finding was that both teachers reportetlttiey used a
variety of instructional strategies to meet thené@sy needs of all students, regardless of

proficiency level. However, they described specstrategies that they believed were
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effective in meeting the learning needs of advarstadents in Spanish, which included
(a) scaffolding instruction, (b) providing choia®, presenting thematic units, (d)
encouraging peer tutoring, and (e) using flexiblauging.

Scaffolding instruction. Both Maestra A and Maestra B reported that tresdu
scaffolding to build on what advanced studentsaalyeknow and to challenge them to
exceed the course expectations. Maestra A nokéd, to teach my classes only in
Spanish, in scaffolded Spanish, using comprehengiplut and building on vocabulary
and concepts we've studied in class.” Maestraédissaffolding to help all students
develop higher order thinking skills in Spanishreguiring them to create skits and
conduct interviews using vocabulary and concepy there already familiar with while
incorporating new vocabulary and concepts theyistuih class. Because Maestra B
spoke Spanish during70% of instructional time, sb&d practice conversations in
Spanish as a tool to help students build on voeap@nd concepts they had previously
learned.

Providing choice. Maestra A reported that she presented minimum reopgnts
for each letter grade and gave students optiongtdbe grade they wished to achieve.
She added,

For projects and assessments, major writing assrgspspeaking assessments,

students are given a minimum set of requiremertistiiey have to achieve. In

particular, in my IB classes, they [the students}w that if they just focus on the

minimum requirements, that’s not going to get treamg higher a grade than a B

and many of those kids want the A. So for thoseenadlvanced students, [l give
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them] the opportunity to just kind of create witletltanguage and go with it
[using the language]. For example, I'll say ydue[students] have to speak
fluently for five minutes for this assessment ou y@ve to write at least 200
words. [Often,] IB requires 200-400 [words in Sigah | try to tell them at least
this many [200-400 words]. That allows them theativity to really go with
what they are doing.
Maestra A also described how she used choiceatioalto writing and speaking
activities:
| also offer different creative writing prompts areative speaking prompts [for
the advanced proficiency students] so they can @nckchoose what they want to
do. Making a choice [is what] | think is really portant for the advanced
students. It's important for any students, but][éxlvanced students in particular,
[1] think giving them choice allows them to use $leacreative abilities or go with
the best of their ability. They [the advanced miehcy students] might have
three writing prompts or three speaking prompteeylcan choose one of them,
which is also how the [IB] exam is set up.
Maestra A believed that giving advanced studentécels would help them reach their
potential in using the language more creatively.
Presenting thematic units. Maestra B used thematic units, suggested in the IB
curriculum guides, as an instructional strategyabee of their emphasis on higher order
thinking skills, such as analysis and synthesisclwbften appeals to advanced students.

She noted,
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| approach it [instruction] with thematic units,datine thematic units are based on

what assessment we are moving towards. Therevareral assessments in 1B

and three written assessments and so we kind otg@eards those based on the

IB curriculum. In so doing, | present thematictarwhich also incorporate the

students learning the text types that they be tliceto use in their writing.
Using the thematic approach also helped Maestreepape students for summative
assessments such as the IB examination.

Encouraging peer tutoring. Both teachers also used the instructional strabégy
peer tutoring by requiring advanced proficiencydstuts to help students who were not as
proficient in Spanish as they were. Maestra Baote

| utilize our fluent speakers as “experts” in prooiation and pair them frequently

with the other students for oral practice. Notestaken Cornell style; peer

editing and process writing are used; studentegpesed to practice IB exams
and their specific rubrics early in the program.
Both teachers believed that advanced proficienegesits were able to model correct
pronunciation and edit peer writing, which improvedrning for everyone.

Providing flexible grouping. Maestra A grouped students for skits and
interviews, by proficiency level, so that they abpkactice, and she could assess their
speaking proficiency. Maestra A also allowed shisi¢o choose their own groups,
which were usually based on friendships. MaestgadBiped students according to their

level of proficiency, but she also altered the grstructure so that students could work
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in matched pairs or small groups. Maestra B aladdd the size of the small groups for
focused instruction and practice.
Related Resear ch Question 4

This question was: How do teachers of AP and IBsesiassess the learning of
high school students who demonstrate advancedcmoby in Spanishhe key finding
was that both teachers assessed the learningsitidints, including advanced students,
by using a variety of formative assessments to taoprogress in speaking, reading, and
writing Spanish. The formative assessments indydgoral fluency measures, which
involved listening to students as they spoke casat@ynal Spanish with other students
and listening to students read text in Spanishrg@ling comprehension measures,
which involved asking students questions about wheyt read in Spanish, and (c)
written fluency measures, which involved reviewimgtten assignments in Spanish.
Both teachers also used the AP and IB examinatmrsach course as summative
assessments.

Formative oral fluency assessments. Both teachers reported observing and
listening to all students as they used the Spdaigiuage, analyzed authentic literature,
and synthesized their learning, regardless of f@ificiency in Spanish. In addition,
both teachers required students to perform skdspanticipate in interviews in order to
assess their speaking skills. Maestra A said“fRrat] speaking assessments, [there is]
either a skit or oral interview and in-class preetof all the different ways that | assess

students”. Maestra B also described using var@sgssment strategies.
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We have basically reading, writing, and verballskBo we do formative
assessment in the classroom on a daily basis. fmsessment] [is] very
informal. It's much easier to formatively assass ismaller group, and the kids
help police and assess each other. In larger grdapexample [in] my junior
class, [there are] 37 people that | have to [afsé$assess] based on either SL
[standard level] or ab initio [beginning level],caagain it's based on the thematic
unit, it's based on practice assessments towartBtlhesessment, those types of
things. There’s a lot of assessing that goes oa @aily basis.

Formative reading comprehension assessments. Both teachers reported that
students read authentic literature individually andlass. Both teachers facilitated
analysis, synthesis, and evaluation of these rgasktections by asking questions about
the reading selectiondaestra A noted, “We discuss literature once wedasd a
selection, and then we do different analysis aatiwj and then they will take a quiz on it
[the literature] at the end of the reading.” Aftescussing the literature in class, students
completed a written quiz. Maestra B often usethérmal, small-group structure to
assess students’ understanding of their readingramsents.

Formative written fluency assessments. Both teachers reported that they
required students to write essays in Spanish iardadassess their writing skills in
Spanish and as practice for the AP and IB exanunati Maestra A added, “My students,
for all of these [advanced] courses, journal astiéaice a week, on different writing

prompts that | write on the board.” Maestra B loete formative written assessments
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on the thematic unit and the practice IB assessnesite assessed reading, writing, and
speaking skills daily.

Summative assessments. Both teachers identified the AP and IB examinations
as rigorous summative assessments that they adenedsat the end of the school year.
Maestra A reported that these summative assessimehided a minimum set of
requirements for speaking and writing assessmevigestra A required students to
“speak fluently for five minutes for this assessimen, you have to write at least 200
words. IB [often] requires 200 — 400 [words].” Ma@ B noted that the IB assessments
were based on thematic units. She added, “Therenar oral assessments in 1B and
three written assessments, so we kind of gear tismAose based on the IB curriculum
and toward each assessment.” Document analyscated that AP and IB teachers do
not score the examinations. The AP teachers $enexaminations to the College Board
where the multiple choice section of the AP examnmais scored by computer.
Experienced AP teachers and college professors $iteressays and open-ended
guestions during the first two weeks of June. TBhexaminations are sent to the IB
organization and then to examiners who are retgadhers and university professors
from all over the world. The examiners send th@ed examinations to the IB
assessment office, where scores are reviewed fistency. For this study, both
teachers did not design or administer any othemsaitive assessments unique to students
who demonstrated advanced proficiency in Spanishuse they believed that the
summative assessments they used were effectivemitonng the progress of these

students.
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Related Research Question 5

This question was: What perceptions do teachefg’adind 1B courses hold about
how to meet the learning needs of high school stisde#ho demonstrate advanced
proficiency in Spanishhe key finding was that both teachers believetigshalents
who demonstrate advanced proficiency in Spanishldhze (a) given opportunities to be
more creative in their oral and written express{bh given choice about instructional
activities and assessments, (c) encouraged toygmbehe minimum requirements for
the course using tiered assignments, and (d) eagedrto tutor other students in order to
cement their own knowledge and improve their owele of proficiency.

Creative expression. Maestra A offered different creative writing asykaking
prompts for advanced students, with minimum reau@ets to write at least 200 words
and to speak fluently for five minutes. Maestraad, “I give a minimum word count
instead of a maximum. | also give choices whedirgparticles, writing compositions
and performing in scenarios for speaking assessrieShe added, “This allows the
students to use their skills creatively and re&etr thighest potential.” Maestra B
provided a variety of authentic texts for advanstdients to analyze and synthesize the
information as a basis for writing new and creatasds, such as essays, articles, poetry,
and scripts for skits. Maestra B stated, “My fluspeakers require vocabulary
development reading skills.” She added, “Text tgpecifics, synthesizing information
from a variety of texts in order to produce new arehtive texts, are just a few [elements

of differentiated instruction for the advanced stuig].”
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Choice. Both teachers emphasized choice as an effectit@iat®nal strategy in
providing instruction for advanced students in Sglan Maestra A stated, “I also offer
different creative writing prompts or creative skieg prompts, so they can pick and
choose what they want to do, because making ae&hldilink, is really important for the
advanced students.” She added,

It's important for any students, but advanced sttslen particular think giving

them choice allows them to use those creativetigsijior the best of their ability.

So they might have three writing prompts or threea&ing prompts. They can

choose one of them, which is also how the [IB] exsuset up.
Maestra A also noted,

| think the students need to be challenged andhgwaterials suited to their

ability. Using texts that are a slight challengethem, being given choice in

topics for speaking and writing assessments, anhdpséhe opportunity to design
their own learning are important.
In relation to practice assessments, Maestra Beaffehoice in the writing and speaking
prompts that followed the structure of the IB exaations.

Tiered assignments. Both teachers also encouraged advanced studegbs
beyond the minimum requirements for the course.d#taéA stated, “I know | push them
to try things that they haven’t considered befare some students really excel at it and
some don’t, or some will really struggle with itMaestra A noted that she presented

minimum expectations for projects and assessmemnitf)g assignments and
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assessments, and speaking assignments and asssssmémat students could achieve
their desired score or grade. Maestra A added,
They [the students] know that if they just focustb@ minimum requirements
that’s not going to get them any higher a grade th® and many of those kids
[the advanced students] want the A. So for thogeeradvanced students, the
opportunity [is there] to just kind of create witle language.
Maestra B used tiered assignments in her multitHlB/elass to encourage advanced
students to go beyond the minimum course requirésnedhe noted,
Since | work with three distinct groups in our IBogram, | naturally
differentiate instruction. My fluent speakers regwocabulary development
reading skills; the SL students also require votalyudevelopment, specific
grammar skills and control of tenses and text typesab initio students require
thematic vocabulary growth and basic grammar slallsvrapped by the skills
and practices required to be successful on thexi#ns. Text type specifics,
synthesizing information from a variety of textsorder to produce new and
creative texts, are just a few.
If advanced students are offered choice in proraptscontent for speaking and writing
assignments and assessments, Maestra B beliewedithbe encouraged to exceed
minimum expectations and use their creative abditn expressing themselves in
Spanish.
Peer tutoring. Both teachers were enthusiastic about this instmal strategy

because they believed advanced students benefitedielping others. Maestra A
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reported that she asked an IB student who demoedtaalvanced proficiency in Spanish
to teach a grammar point to another classmate.aSked him to explain to the second
student why the subjunctive was used in one instand the indicative in another.
Maestra A added, “He did it beautifully, and | sdidok, if | can teach you, it's one
thing, you remember it, and if you can teach soreezlse how, now you know it”.
Maestra B also invited advanced students to peehtether students because they
provided examples that engaged other students.stkéalB added, “A lot of times in the
mixed [level] classes, the [advanced] kids areeapfhl in saying ‘no, remember this is
how we do it’. They can provide examples or whateso it’s a little bit different
because of the advanced kids.” Maestra B belidvaidopportunities for peer tutoring
are more abundant when advanced proficiency sta@eatenrolled in her courses.
Related Resear ch Question 6

This question was: How do teachers of AP and IBsesiperceive their success
in meeting the learning needs of high school sttedeho demonstrate advanced
proficiency in Spanishhe key finding was that both teachers perceivey there
successful because of (a) student feedback thewsstabout their instruction, (b) AP
and IB examination results, and (c) observationstwdent performance in the classroom.

Student feedback. Both teachers believed that feedback from ads@ustudents
was important in helping them understand theirutdional effectiveness. Maestra A
commented,

The kids told me [how successful they were] wherythot to college the next

year [after the Spanish 5/unofficial AP class] arete taking Spanish class. | got
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e-mails saying: I'm acing my Spanish class becgoseprepared me so well in

the AP class; it was rigorous and it prepared mikamel I’'m doing really well in

Spanish and | might even minor in it. It's thirlge that that come back to me.
Maestra B also reported that she experienced stéeletback through observing and
listening to students practice speaking convemsati8panish and explaining concepts to
each other that they had previously learned.

AP and I B examination results. Both teachers also reported they used the
annual AP and IB examination scores to reflecthair tsuccess in meeting the learning
needs of advanced students. However, Maestraiéviedl that test results were one
indicator, but not the only indicator, of her suss&ith advanced students. She
remarked, “Their [the students’] test scores as¢ unother test score. The first year |
taught AP, it wasn’t even an official class in noysol, it was just Spanish 5. But | gave
them the AP exam.” Maestra A added, “Yesterdayas reading a practice essay for the
[IB] exam and | was blown away by what one of mydeints wrote.” She also noted,
“It's very tangible to see the growth in their vimg now and also in their speaking”.
Maestra A added,

| know that the students | have had that are listizally gifted in Spanish

improve their language skills each year by comgawhere they begin the year

and how they end it. With my native Spanish spesates year, | was surprised

at how the students were able to write their faxdm (a 200 word composition)

in 50 minutes whereas last year it took four days.
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Maestra B also believed the results of the IB exatnons reflected her success in
meeting the learning needs of advanced studerts.renarked,

The results of the five IB exams reflect the susadaneeting the individual

needs of our [advanced proficiency] students. kaat’s results were

encouraging, as the goal is to achieve a scoretefden 4 and 7 in order to
receive college credit for their high school cosrs@pproximately 75% of my
students from the 2012-13 school year did achies@a@osite score of 4 or
above. Scores on our oral exams this year (20)3v&de not as high as | had
hoped, but our [advanced proficiency] studentsrgger writing ability was
evident in their written exams. | recognize thedéor daily practice with oral
language, and the need for greater vocabulary dpwednt. My students need
more opportunities for “input” of the language, aliniwill enhance their

“production” and increase their control and confide with the language.

Both teachers used test scores to evaluate thaiess with all students, including those
students who demonstrated advanced proficiencypamiSh.

Classroom observations of student performance. Both teachers also reported
that their observations of students as they use&ganish language informed them of
their successes with advanced students. Maestedidvbd that these observations were
often more tangible than test scores. She added,

It's not the tests [for knowing that students’ l@ag needs are being met]. They

do well on the quizzes [or] they fail. It's moteettangible ‘What do | see? What

do I hear?’ | had four AP students in class lastryand for variety of reasons,
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only two of them took the test and failed it. Bfatr] those two students, it [the
AP examination] didn’t do them justice. The wag tP test is set up, it sets the
kids up to fail. [For] those kids, and how weléthare trying to speak Spanish,
they are going to be speaking Spanish. I've seeccess in meeting their
learning needs] in [student] writing. I've seehwe improvement from the
beginning of the year to now.

Maestra A added an anecdote regarding an IB peaetisay:
Just yesterday | was reading a practice essanédiB] exam and | was blown
away by what one of my students wrote and thatimsaously used. He doesn’t
necessarily talk up much in class, but he’s usdtetring Spanish being spoken
by other native speakers in the class and he’s tesghng nonstop in my class all
year. They've been reading literature, [the stislebut also they’'ve just
finished a unit on fair trade, so kids are readirgles off the internet and
watching videos in Spanish, different Spanish nelmannels | could find on
YouTube, reports and things like that. It's veapgible to see the growth in their
writing now and also in their speaking. It's pyagreat to see that [growth]!

In addition, Maestra A observed the progress ohaded students at the beginning of the

year and compared those observations to their @ssdgit the end of the year:
| know that the students | have had that are listgrally gifted in Spanish
improve their language skills each year by comgawhere they begin the year
and how they end it. With my native Spanish spesates year, | was surprised

at how the students were able to write their faxdm (a 200 word composition)
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in 50 minutes whereas last year it took four dalisey were surprised when |

told them this and | could see the pride shinintheir eyes. Knowing that they

improved that much in two years helped them tatlsedenefits of the class and

their own skills.
Thus, both teachers believed that student feedalagkt their instruction and their own
observations and assessments were often more tindicd their success in meeting the
learning needs of advanced students in Spanishréisaits on AP and IB examinations,
although they found these results useful for tnaglgtudent progress from year to year
and identifying areas where students needed matipe.
Related Resear ch Question 7

This question was: What do district and school doents reveal about AP and IB
courses for high school students who demonstrateraed proficiency in Spanish? The
key finding was that district and school documegtsaled that the three AP and 1B
courses included in this study were offered asiapeed courses that were rigorous and
college preparatory in nature. These courses pacated higher order thinking skills in
the course objectives such as analysis, synthasilsevaluation. Students received
college credit based on their scores on the APIBmekaminations. Therefore, these
courses were particularly good options for lingaaty gifted and talented students
because they offered the depth and complexity igad these students need. In addition,
program and course documents revealed that in twdarroll in any of these three
courses, high school students must demonstrateneedaroficiency in Spanish through

prior experience in the language. Documents iredustatements that these courses were
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designed to expand on students’ current knowleddeuae of the Spanish language and
to offer them new and extended experiences thraugrentic literature, media, and other
avenues of expression.

Central Research Question

This question was: How do teachers of AP and IB'sesiprovide instruction for
high school students who demonstrate advancedcmoély in Spanish? The key finding
was that both teachers reported that they provik&duction for high school students
who demonstrated advanced proficiency in Spanisinshyg a variety of instructional
strategies that they believed were also effectiveall students. These instructional
strategies included (a) flexible grouping (b) sckfing, (c) peer tutoring, (d) choice, (e)
self-designed learning, and (f) higher order thmgkskills such as analysis, synthesis, and
evaluation.

Flexible grouping. Maestra B noted that she grouped students accotaling
proficiency level: (a) ab initio, (b) standard é&vand (c) higher level. The ab initio
students were beginning Spanish language learfiérs.standard level students were
students who had been studying Spanish for orferée tyears. The higher level students
were the students who had demonstrated advancédigmoy. Maestra A grouped
students as needed for projects, paired them gmsaments such as skits and interviews,
and paired them for peer teaching of previouslgl@waoncepts.

Scaffolding instruction. Maestra A believed in building on the knowledge and
abilities that students already have about the Spdanguage and culture and

encouraging them to expand their knowledge by elhffg instruction. Maestra A
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encouraged students to read newspapers, magaaniesther authentic literature
selections. In addition, she encouraged thensterlito music, view videos and movies
in Spanish, and view works of art. Maestra A hagkthat scaffolding instruction
included challenging advanced students to reacbruktheir current skill level: “I think
the students need to be challenged and given ralstsuited to their ability. Using texts
that are a slight challenge for them [is] importarBecause scaffolding involves moving
students to progressively more difficult tasks hoetachers believed that it was an
effective instructional strategy for improving tlearning of advanced students in
Spanish.

Peer tutoring. Both teachers also used peer tutoring as an instnat strategy
to meet the learning needs of advanced studelgpanish. Maestra A encouraged
advanced students to explain grammar concepth&r olassmates. Maestra B enlisted
more fluent speakers to demonstrate correct proatim to their classmates. Maestra B
also encouraged advanced students to explain ctenicetneir peers or to remind them
about concepts and skills they had learned in pteviessons. Both teachers were
enthusiastic about peer tutoring for advanced stisdeecause they believed that it
helped them cement their own knowledge while priogjca learning model for their
peers.

Choice. Another strategy that both teachers used temdifftiate instruction for
students who demonstrate advanced proficiency amiSp was choice. They
incorporated choice in the writing and speakingypts that they presented to students,

which followed the IB format for practice activii@nd practice examinations. Maestra
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A noted, “They might have three writing promptdlaree speaking prompts. They can

choose one of them, which is also how the [IB] exsuset up.” Maestra B also stated
that the daily formative assessments she used‘Wwased on the thematic unit. It's
based on practice assessments [like] the IB assessSnmiMaestra A also provided
students with a tiered grading structure, includmgimum requirements for them to
earn their desired grade on an assignment or assass Maestra A added, “I also give
choices when reading articles, writing compositiand performing in scenarios for
speaking assessments. This allows the studentsettheir skills creatively and reach
their highest potential.” Maestra B also usecetieassignments and assessments based
on students’ proficiency levels. Some studentsevgaren the option to earn the IB
Diploma and others were given the option to eaenlBhCertificate. These options were
based on students’ performance and proficiencyideas well as whether the students
were enrolled in the IB Diploma Program or soledgided to earn an IB Certificate in the
language. Both teachers allowed their studentsaike choices guided by the course
objectives.

Self-designed learning. Both teachers believed that independent study ije
were particularly effective for advanced studentSpanish. Maestra A assigned
projects to all students, which included a requeanthat students design essential and
guiding questions for their projects. For a progdmout a specific country, Maestra A
noted that students were required “to write thein@ssential questions of study of

particular aspect, product, or perspective of antrguthat they are interested in learning
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about.” She added, “That’s higher order thinkikils” Maestra A noted that students

were often challenged to “see the bigger pictuaed they turned in “amazing” projects.
Higher order thinking skills. Both teachers believed that the standards and
objectives for the AP and IB courses emphasizeddnigrder thinking skills such as
analysis, synthesis, and evaluation. Maestra Adtitat advanced students in the
combined AP/IB Spanish course “had to synthesizgyhing that they had learned,
using at least one of the guiding questions thatigesl to guide our learning throughout
the unit.” She added, “We read six stories andubhout all of the discussions and
pulling out the themes of the stories, | had fouidmng questions. They [the students]
had to choose two stories and one question antiesiae their learning.” Maestra B
believed that advanced students needed additiacabulary development by
“synthesizing information from a variety of textsarder to produce new and creative
texts.” Both teachers believed that synthesiznigrmation from authentic texts and
then creating new texts based on their syntheseseding is how advanced students
demonstrated their higher order thinking skills addanced proficiency in Spanish.
Table 5 provides a summary of the key findingselation to these research

guestions.
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Table 5

Summary of Key Findings for Central and RelatedeBesh Questions

Research Question Key Findings

RRQ1:

RRQ2:

RRQ3:

RRQ4:

RRQ5:

RRQG6:

RRQT:

Identification Previous evaluations of student performance
Observations of classroom performance

Standards/Curriculum  State standards foldWanguages
AP and IB course curriculum

Instructional strategies  Scaffolding instiore
Providing choice
Offering thematic units
Encouraging peer tutoring
Flexible grouping

Assessments Oral fluency formative measures
Reading comprehension formative measures
Written fluency formative measures
AP and IB summative examinations

Student needs Creative expression
Choice
Tiered assignments
Peer tutoring

Teacher success Student feedback
AP and IB examination results
Observations of student performance

Documents Rigorous course option for advadustedents

CRQ: Instruction Flexible grouping

Scaffolding

Peer tutoring

Choice

Self-designed learning
Higher order thinking skills
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Summary

This chapter was about the results of the studyordler to present those results
clearly, | described the setting for the study, gaeticipant demographics, data
collection, and variations in data collection.|dcadescribed how | conducted the single
case analysis in relation to the interview date,réflective journal data, and the
documents for each of the three courses or casksled this study. | also described
how | conducted the cross case analysis, whicludlee a discussion of the themes and
discrepant data that emerged across all data sotocall cases and that formed the key
findings for this study. In addition, | describdaktspecific strategies that | used to
enhance the trustworthiness of this qualitativel\stu presented the results of the study
in relation to the central and related researa@stjons with summary tables at critical
points.

In Chapter 5, | present a discussion of the finsimgcommendations, and
implications related to this study. In order tottat, | include a summary and an
interpretation of the results based on the conegtamework and literature review for
this study. In addition, | discuss the limitatiarfshis study, recommendations for future

research, and implications for social change.
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Chapter 5: Discussion, Conclusions, and Recommigmsat

The purpose of this qualitative case study waspdoee how teachers of AP and
IB courses provide instruction for high school €mi$ who demonstrate advanced
proficiency in Spanish. This study is importantdnese it will provide educators and
researchers with a deeper understanding of howdeeas the instructional needs of
students who demonstrate advanced proficiency ndwanguages. If properly
prepared, these students could make significarttibations to the global society of the
21% century.

Several key findings emerged from the data analySise of the key findings was
that the identification of students who demonsteateanced proficiency in Spanish was
accomplished through previous evaluations of studerformance and observations of
classroom performance. Another finding was thatafAB I1B teachers use the state
standards for world languages and AP and IB cocusgculum to guide their instruction
and assessment. Another finding was that teacisexs a variety of instructional
strategies to meet the learning needs of advartaddrss, including scaffolding
instruction, providing choice, presenting thematigts, encouraging peer tutoring, and
using flexible grouping. In addition, teachersdigevariety of formative assessments,
including oral fluency measures, reading compreloansieasures, and written fluency
measures, to meet the needs of all students, ingudlvanced proficiency students. The
summative assessments that both teachers usedh&argorous AP and 1B
examinations that they administered at the enti@tthool year. Another finding was

that teachers believed advanced students shoo/ée opportunities to be more
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creative in their oral and written expression, giedoices about instructional activities
and assessments, encouraged to go beyond the mimenuirements for the course
using tiered assignments, and encouraged to tther students in order to cement their
own knowledge and improve their own levels of prigincy. Both teachers also believed
they were successful in meeting the needs of advbsitdents as a result of student
feedback they received, the AP and IB examinatsults, and their observations of
student performance. Another finding was that progand course documents revealed
that the three AP and IB Spanish courses includehis study were recommended as
rigorous options that were particularly suitableddvanced Spanish students. In relation
to the central research question, both teachemstegpthat they provided instruction for
high school students who demonstrate advancedcmoély in Spanish by using a variety
of instructional strategies, including flexible gmng, scaffolding, peer tutoring, choice,
self-designed learning, and higher order thinkikijss
Interpretation of Findings

The interpretation of findings is presented intielato the conceptual framework
of this study and the review of the literature aactéd in Chapter 2. The conceptual
framework is based on Krashen’s (1981) second k@ggacquisition theory and
Gardner’s (1983/2004) multiple intelligences theawith an emphasis on linguistic
intelligence. The constructs of second languageiattion and linguistic intelligence are
the basis for understanding the unique instructinaeads of students who demonstrate
advanced proficiency in any language. Several nthgmes were found in the literature

review. The first theme was that because of therrand accelerated curricula, students
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who are identified as linguistically gifted andaated are often encouraged to enroll in
the AP program or the IB Diploma program. The selcitheme was that the
identification of gifted and talented students vee culturally, linguistically, and
ethnically diverse is inadequate. The third thevas that many states have developed
content standards modeled on the standards andligeisl of the ACTFL, which drive
the curricular, instructional, and assessment wexbf world language teachers on
national, state, and local levels. Findings aterpreted in relation to both the
conceptual framework and the major themes that @ededuring this study.
I dentification of Students Who Demonstrate Advanced Proficiency in Spanish

One of the findings of this study was that teachershe AP and IB courses
included in this study did not use a formal prodesslentify students who demonstrated
advanced proficiency in Spanish but instead redie@valuations of past performance
and observations of current classroom performakgashen’s (1981, 2003) theory of
second language acquisition does not addressehnéfidation of linguistically gifted
learners, but identifying aptitudes and attitudeseiation to second language acquisition
is discussed. However, Gardner’s (1983/2004) rekaan linguistic intelligences
supported the need to develop accurate measuliegwstic intelligence so that teachers
can provide appropriate instruction for studengstipularly students who demonstrated
giftedness in linguistic intelligence.

Current research also supports Gardner’s resebamit Anguistically gifted
individuals. In an exploration of assessmentslémiify advanced proficiency in Spanish

and/or linguistic giftedness, Briggs et al. (2068)nd that one of the interventions that
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would support the academic achievement of cultyrafiguistically, and ethnically
diverse (CLED) students at high levels in giftedgrams included “implementation of
identification strategies designed to include nok&D students” (p. 142). de Wet and
Gubbins (2011) explored how CLED students are ifiedf and they found that “the
underrepresentation of CLED students is indispetaf. 98). Ford et al. (2008) also
identified barriers to the identification of CLEDftgd students and found that bias was
inherent in testing and assessments. The Natiesgarch Center on Gifted and
Talented (NACG, 2011) has assumed the positionaimational identification system
needs to be created that is responsive to studerdss all cultural groups and from all
socioeconomic groups, and that such an unbiaseé@auithble identification would go
far in meeting the needs of gifted and talented ClsEidents. In addition, Matthews
and Matthews (2003) found that heritage languageses, or courses specifically
designed for speakers of their first language stsscBpanish, is an appropriate venue for
identifying minority students with linguistic gifiess, because teachers of these courses
are more apt to identify giftedness in students tieachers in mainstream classrooms.
This research supports the identification of stisl@rho are linguistically gifted and the
premise that language teachers do not have ademaddeor training to identify
linguistically gifted students.
Alignment of State Standardswith AP and 1B Cour se Objectives

Another finding for this study was that teachersduthe state standards for world
languages and the AP and/or IB curriculum to prewigstruction for all students,

regardless of their proficiency in Spanish. Kras8€1981, 2003) research on second



206

language acquisition supported this finding becdhsestate standards for world
languages incorporate all modes of communicati@hpraficiency levels and are
therefore relevant to students who demonstrateredbproficiency in Spanish.

Current research also supports this finding. Rebeas have found that teachers
have integrated the national and state contentlatds for world languages into the
curriculum, instruction, and assessment practicegP and IB courses (Brunold-
Conesa, 2010; Bunnell, 2009, 2011; Cambridge, 2C1#yton, 1998; College Board,
2011, 2012; Doherty, 2009; IBO, 2005, 2010; Magéx10). Researchers have also
found that the IBO standards allow enough flexifp#io that teachers are able to integrate
the national standards into IB courses as long&gmeet IBO standards (Brunold-
Conesa, 2010; Bunnell, 2009, 2011; Cambridge, 2C1#yton, 1998; College Board,
2011, 2012; Doherty, 2009; IBO, 2005, 2010; Magér10). Pufahl and Rhodes (2011)
found that secondary world language programs haee more stable over the last
decade than elementary and middle schools progrmamdsthis stabilization could be due
in part to the integration of the national standardo courses for other languages.
According to Phillips and Abbott (2011), the origipurpose of the national standards
was to offer guidelines for the development of gaaid outcomes relating to foreign
language instruction, acquisition, and proficierayg they broadly outlined for teachers
what students should know and be able to do at paxditiency level. According to the
College Board (2012), the curriculum for the AP §ph courses is aligned with the

national standards and ACTFL proficiency guidelifegsforeign language. The AP and
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IB teachers who participated in this study havartjemoved toward standards-based
curriculum, instruction, and assessment in thairses.
Instructional Strategies Used in AP and IB Cour ses

Another finding for this study was that teachersdua variety of instructional
strategies to meet the learning needs of advartadérgs, including scaffolding
instruction, providing choice in creative writinggspeaking prompts, offering tiered
assignments, presenting thematic units and retatidties that emphasized higher order
thinking skills, and peer tutoring. Both Krashe(1981, 2003) research on second
language acquisition and Gardner’s (1983/2004Jareteon linguistic intelligence
support this finding. Krashen’s (1981) input hypegis, using comprehensible input to
foster second language acquisition, lends suppataffolding instruction and tiered
assignments. Gardner’s (1983/2004) recent researchultiple intelligence theory also
supports teacher use of such instructional strasegs choice, tiered assignments,
thematic units, and creative expression for lingcedly gifted individuals.

Other research also supports this finding. Mq2@08) noted that specific
instructional strategies may vary, depending orctireculum, the standards, school
district mandates, teacher preferences, and stlelming needs. Yang (2008)
suggested that teachers consider the stages afdgagcquisition when preparing
instructional lessons for second language learteashers should modify their
instruction to meet the needs of their studentsperage students to take more

responsibility for learning and practicing the laage, and help second language learners
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build self-motivation, value, self-efficacy, andrddutions to reach the next stage of
acquisition.

Researchers have also found that teachers uséety\arother instructional
strategies to address the learning needs of litigally gifted students (Briggs et al.,
2008; Brulles et al., 2010; Brulles & Winebrenr&®12; Deveau, 2006; Dziedzic, 2012;
Foust et al., 2009; Hurtado & Estrada, 2010). Fetial. (2009) found that a common
instructional strategy that AP and IB teacherstageeet the needs of advanced learners
in these courses is ability grouping and/or flegigtouping. In an exploration of how to
improve performance for gifted students by usimfuater grouping model, Brulles et al.
(2010) found that gifted students who were placedghility groups demonstrated
significantly higher academic growth than gifteddsnts placed in nonability-grouped
classes. In a study on ability grouping, Brullad &/inebrenner (2012) found that
cluster grouping was a more feasible and equitableto give students an opportunity
for higher achievement and created a more rigomalsyant setting that “encourages
smart students to remain in their schools, and sltaack students who have left” (p. 45).
In a study comparing the effects of TPRS and ti@ukd instructional methods for
secondary Level 1 Spanish classes, Dziedzic (2@1@)yd that even though no significant
difference was evident in the results for the hatg and reading tests, TPRS students
scored significantly higher than traditional stuteon the writing and speaking sections
of the assessment. Dziedzic determined that asfonwgrammar rules and basic
vocabulary is not as effective as teaching with pghensible input for student

performance in writing and speaking, even thougi beethods are equally effective for
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listening and reading. Another common instructiatiaategy used by world language
teachers is total immersion, which is the presertadf all instruction in the target
language, including all communication with studenften ensured through study
abroad. In their study of factors that influeneeand language acquisition of Spanish
vibrants, Hurtado and Estrada (2010) found thatysabroad was a positive influence on
second language acquisition. Deveau (2006) fobatthe instructional strategies that
specifically help gifted second language learnectuded direct grammar instruction,
direct instruction of communication strategies, ancemphasis on instructional lessons
that involve authentic, meaningful, real-life siioas and activities, which helped
students use their advanced verbal abilities to fimterlanguage connections and
develop linguistically. Briggs et al. (2008) foutitht mentoring, which involves pairing
professionals with gifted and talented studentsitng to their specific areas of
interest, improves learning for gifted and talergaddents and link student learning with
real-world applications.
Assessmentsin AP and IB Courses

Another finding for this study was that teachersdua variety of formative
assessments to measure student performance ifafiseaom, including oral fluency
measures, reading comprehension measures, andnifhitency measures. Teachers
also used summative assessments in these coursessore student learning and to
improve their instruction, including the AP anddBnual examinations. Gardner’s
multiple intelligences theory (1983/2004) and Kexsk theory of second language

acquisition (1981, 2003) indirectly support thisding. An element of Krashen'’s theory
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is the monitor hypothesis, which concerns self@cion and monitoring use of the target
language. The input hypothesis could also be Wleagea continuous assessment
measure because new input is added as the studgnégses in use of the language.
Gardner’s (1983/2004) multiple intelligence thesupports using different modes of
measuring progress that leads to acquisition ahguage.

Current research also supports this finding. lexgploration of assessments in
relation to multiple intelligences, Sarouphim (2p@&und that teachers should use
performance-based assessments that are “basesksr(it@anipulatives) that require
problem-solving and creative abilities” (p. 278)@lation to the primary, or native,
language of the student. The State Congress eidgfoL.anguage Teachers (Spring
Conference, 2012) proposed that teachers move tiopeaformance-based assessments
in their world language classes because thesesassats allow students to demonstrate
language proficiency and fluency. Ewing et al.i@Pnoted that AP examinations use an
evidence-based design, which requires that this skild content students need to learn
are observable and measurable. Hadzima (2012)l tiodie the AP national examinations
for each course include a global assessment otitagegproficiency for the four skills of
listening, speaking, reading, and writing. Accaglto College Board AP Central
(2012), the AP examinations contain a free-respessay section graded by teams of
college professors and high school teachers, aptaitthoice section scored by
computer, and a speaking component, also gradéshinys of college professors and
high school teachers. Liepa (2011) noted that s@s®archers also advocate for student

self-assessments of their world language profigieimcaddition to criterion-based
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assessments. According to IBO (2012), the IB LagguB Spanish course assessment is
focused on acquiring the language and developitegaunltural awareness. However,
Bunnell (2011) and Toze (2008) found that natiaral state-level administrators of the
AP program and administrators of the 1B programldwide are concerned about the
quality, consistency, and reliability of the AP dBdassessments because of the growth
of the programs and the need to attract an adequatber of qualified readers,
examiners, and moderators. Ricardo-Osorio (200&8that teachers do not always use
the National Standards for Foreign Language Edoicatnd the ACTFL Proficiency
Guidelines to develop assessments of reading amidgvproficiency, even though these
standards and guidelines are commonly used tosaess@ldanguage proficiency in
foreign languages.
Teacher Perceptions about Instruction for Advanced Learners

A key finding about teacher perceptions was timatelation to instruction,
teachers believed students who demonstrate advancgcency in Spanish should be
(a) given opportunities to be more creative inrtloeal and written expression, (b) given
choices for projects, quizzes, tests, and inforemnal formal assessments, (c) encouraged
to go beyond the minimum course expectations hygusered assignments, and (d)
encouraged to tutor other students when neededier to cement their own knowledge
and demonstrate proficiency. Krashen (1981, 2@08)Gardner (1983/2004) did not
specifically discuss teacher perceptions regarldinguage instruction. However,
Gardner (1983/2004) maintained that linguistic espron is often creative, as in the

example of poetry (pp. 73-98). Krashen’s (1981)3)0esearch supported this finding in
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relation to the acquisition-learning component lseastudents demonstrate not only
what they learn, but also the language fluency dezpuire.

Current research also supports the instructionafegjies that teachers in this
study believed are effective for students who destrate advanced proficiency in
Spanish. Cannon (2011) found that, in additiogetbing learning targets and
preteaching content, tutoring helps gifted andnteié learners meet the challenges of
mastering a rigorous AP curriculum because sonaests, such as the economically
disadvantaged, may not have the background knowledgkills necessary to be
successful in the AP courses. Foust et al. (2609)d that teachers often give gifted and
talented students more responsibility for their dearning, thereby implying choice and
tiered assignments for these students.

Another finding in relation to teacher perceptiab®ut their instruction was that
teachers in this study believed they were succkssfeeting the needs of advanced
students based on (a) student feedback they recabaut their instruction, (b) AP and
IB examination results, and (c) observations ofisti performance in the classroom.
Neither Krashen (1981, 2003) nor Gardner (1983/2@&tussed teacher perceptions of
their instructional effectiveness in meeting therteng needs of advanced students.
However, Gardner (1983/2004) commented that obsgiamn individual over time will
give “a reasonably accurate picture of an individuatellectual profile” (p. 389) and
would indicate proficiency, potential, possible taa$es to overcome, or more modest
capabilities. Both Gardner (1983/2004) and Kragi&81, 2003) noted that attitude and

motivation may have more impact on learning thatituge or intelligence. Therefore, a
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test or examination should not be the only indicatgroficiency in meeting the learning
needs of advanced students.

Few studies were found in this literature reviewagrning teacher perceptions
about their own effectiveness in improving studeatning. Cubberley (2009) stated
that little research exists regarding instructiceféctiveness in relation to student
achievement and success in college. However, selaied research regarding teacher
effectiveness supports this finding. In an exgioraof equitable representation of
CLED students, De Wet and Gubbins (2009) investdjéeachers’ perceptions about the
abilities of CLED students, and whether or notagifprograms should be changed to
accommodate these students. They found that tesalbbieved that gifted education
programs and gifted students in these programsdimerefit from the inclusion of
CLED students because these students would cotgnauwied perspectives about
learning world languages. Ford et al. (2008) &smd teacher beliefs that students lack
ability in relation to genetics, race, culture esonomic status often hinder the
recruitment and retention of CLED students in giféed talented programs.

Rigor of AP and IB Courses

Program and course documents revealed that the ¢breses included in this
study were rigorous and college preparatory inneatand therefore, they were often
recommended to students who demonstrated advanafcigncy in Spanish. Gardner’s
(1983/2004) research on linguistic intelligencemuys this finding because the
challenge and opportunity for creative expressidrerent in the AP and IB programs is

well-suited for linguistically gifted students. ttever, Krashen’s (1981, 2003) theory of
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second language acquisition does not address $ticaily gifted students specifically,
unless the linguistically gifted are those studémtsefers to as “the good language
learner”, the “optimal Monitor user” (p. 37), orethigh-aptitude student. Rigor and
linguistic giftedness may be tied to Krashen’s namor natural order hypotheses
because linguistically gifted students self-edd ane concerned with correct expression.

Current research also supports this finding abdweihkeed for specialized classes
for students who are identified as academicalltedif In an exploration of ability
grouping in world language programs, Foust et24100) found ability grouping naturally
occurs when students who demonstrate advancedierafy in world languages enroll in
rigorous AP and IB courses. Pufahl and Rhodesl(Pfaiind that the 1B Middle Years
Program is designed to prepare students for the exee rigorous IB Diploma Program
offered in high school, which might suit the neefladvanced students for rigor and
complexity in academic courses. In addition, tie@ollege Board (2010) has
traditionally been supportive of rigorous acadestandards in order to prepare students
in their pursuit of higher education. However, tHerg-Dauvis et al. (2006) found limited
research on the appropriateness of AP and IB cetos@eet the needs of gifted learners,
arguing that these courses may not be a “fit” foguistically gifted students because
they tend to be fast-paced with little differenibatin curriculum and instruction.

Limitations of the Study

The limitations of a study are often related tadésign. The first limitation of

this case study was the small sample size. lhitidde first research site that | selected

was a large suburban school district that provitiedpotential for a larger sample size.
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However, the school district did not approve mydgtiand therefore, | selected a
different county in this western state, which dad imvolve a partnership with any school
district. My initial solicitation for potential pacipants included 47 Spanish teachers
from rural, suburban, and urban schools in thisxgpuAfter sending four e-mail
requests for participation, only two teachers esped an interest in participating in my
study. | also discovered that only two schoolrdits in this county were official 1B
schools authorized to offer the Diploma Prograrher€fore, the sample size included
two teachers from two separate schools in two igiffeschool districts in one county in a
western state, which | believe limited my findings.

The second limitation of this study was the geolgigad area. The participant
pool was limited to one county in a western statach could have been a factor in my
inability to recruit more participants. Had | inded the entire state, it is conceivable that
more teachers would have responded, thereby inogetee amount of potential data and
enhancing the subsequent findings. In additiohhdd invited members of the state
world language association to participate in mylgtu believe | would have been able to
recruit more participants. However, as a singteaecher, my time and financial
resources were also limited.

The third limitation of this study was the time whieconducted this study. In
order to avoid interfering with state assessmantdarch and April and the preparation
for and administration of the AP and IB end-of-yegaminations in early May, | should
have conducted the study earlier in the school.y€alecting data in late spring caused

some delay in teacher responses. Subsequent faffomas hindered by the onset of
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summer break, vacations, and travel, making treditikod of further communication
improbable.
Recommendations for Future Research

Recommendations for future research are ground#éistrengths and
limitations of this study as well as the literatvegiew presented in Chapter 2. The first
recommendation for future research is that thidysghould be replicated with a larger
sample size. Potential participants could be remfdrom across the state or from the
state and/or national world languages organizatimeseasing the sample size and the
likelihood of securing additional AP and IB teacparticipants, which would increase
the trustworthiness of the study.

The second recommendation for future researchasnsider replicating this
study in relation to other world languages suclhmese, French, German, Japanese,
Italian, and Latin. Replicating this study in t&a to other languages may help
determine if teachers of AP and IB courses in th@sguages would use similar or
different instructional and assessment strategi@mprove the learning of advanced
students in those courses. In addition, a sirstlady would give additional insight into
teacher perceptions of their success in meetingeleds of advanced proficiency
students through the AP and IB programs.

The third recommendation for future research ietase the study design to be
longitudinal in nature. Researchers could coltita over 5 to 10 years, so that results
could be presented in relation to how instructigrrakctices over time impact learning for

students who demonstrate advanced proficiency aniSp. Because teachers in this
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study used a variety of instructional strategiesi&et the learning needs of advanced
proficiency students, it may be possible to pinpaihich strategies are most effective if
the study is conducted over time. The perceptidrimguistically gifted and talented
students could also be taken into consideratidretp determine if Spanish teachers are
meeting the learning needs of these students.

An additional recommendation is that researcheoslghexplore how to develop
an assessment to identify linguistic giftednesstudents who demonstrate advanced
proficiency in Spanish, because identificationtede students has been found to be
lacking in the research. The development of thésrument, and its subsequent
implementation, could help teachers identify giffgmhnish language students and design
a course that includes differentiated instructind assessment for these students.

Implicationsfor Social Change

This study will contribute to positive social chang several ways. One
contribution will be to create more awareness efuihique learning needs of students
who demonstrate advanced proficiency in the Spdaiguage. These students will one
day be contributing members of society. Their jgrehcy in languages will help them
take part more fully in international diplomacy asmmmerce. The second contribution
to positive social change that this study will mékéo help educators and researchers
understand that more research is needed to deeehnoim to effectively meet the
learning needs of students who are linguisticalled and talented. Once educators and
researchers acknowledge the need for additionaarel, they will conduct more

research into how to effectively meet these legyme@eds and apply their findings to
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improve the identification of linguistically gifteahd talented students and to provide
guidance to teachers in using instructional stragetihat will enhance students’ abilities
to make positive contributions to society. Thedrdontribution to positive social change
is to provide a deeper understanding of how APIBr8panish courses could be
redesigned to meet the needs of students who dératenadvanced proficiency in a
language. Even though these courses are moreugthan standard high school
Spanish courses, there is room for flexibility,atrety, and choice that appears to be
missing in these fast-paced courses that followraaulum with limited differentiation.
Exploring other design options would enhance thguage proficiency of linguistically
gifted students, opening up a world of possibditier the future, and preparing them to
take their place in the 2Tentury global society.
Conclusion

It is critical to improve instruction for advanckhguage students in an age
where the need to have individuals who use multgsdguages is significant. In today’s
global society, world travel and commerce are nameessible than in the past. The wide
use of the internet has created more venues femiational interaction for business
purposes and for social connections. Languagks skg needed in the corporate world
of international business, as well as in educadiod in travel for pleasure. Individuals
who use multiple languages are able to apprecrateuaderstand the languages and
cultures of the people with whom they interact anitibe able to positively affect not
only their acceptance by others, but also the vigasothers hold of them and their

home countries. Teachers are responsible for prepstudents with the skills necessary
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to succeed in the #century. These skills include critical thinkirymmunication,

collaboration, and creativity as well as informationedia, and technology skills and life
and career skills (Partnership for2Tentury Skills, 2011). Fluency in languages other
than English is closely aligned to those skillsoviding opportunities to design
instructional activities and assessments and eagng creative self-expression through
authentic experiences are integral to instruct@mrstudents who demonstrate advanced
proficiency in any language. Their skills as conmicators in two or more languages
may give the linguistically gifted and talenteddsuats the edge they need to be

instrumental in positive social change.
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Appendix A: Letter of Invitation
Dear Potential Participant:

You are invited to take part in a doctoral reseatcidly about how teachers of AP and IB
courses provide instruction for high school studemtio demonstrate advanced
proficiency in Spanish.

| am inviting you to participate in this study basa you are a teacher of an AP and/or IB
course in Spanish in a school district in a coumtg western state in the United States.
This invitation was based on the following criteria) participants must be employed as
teachers certified to teach Spanish, (b) partidgarust be employed in a public school
district in County A (pseudonym), State A (pseudaipy and (c) participants must be
teachers of an AP Spanish Language course, an ARsBpLiterature course, and/or an
IB Diploma Program Language B Spanish course.tdinbd your email address through
the school district website.

| am a candidate for the PhD in education at Waldeiversity, which is an North
Central Association (NCA) accredited institutionhagher learning. You may already
know me as a former Spanish teacher at other sslim@ounty A (pseudonym). | am
currently the World Language and Spanish teachihddle School C (pseudonym) in
Town C(pseudonym), State A (pseudonym).

If you are interested in participating in this studlease indicate your interest by
responding to this email with your telephone nundret mailing address so that | can
send you a consent form. You will need to sigs ttunsent form, which explains how |
will collect the data for this study, and returmatme within one week in the enclosed
self-addressed, stamped envelope . Once | hae&egcyour signed letter of consent, |
will contact you either by telephone or email thestule the date and time for the
interview and to discuss how to complete the onlaflective journal. Since the
potential participant pool involves over 20 potahgarticipants, | will select the first two
or three participants from each course who retoeir signed consent forms to me.

If you have any questions about your participatiothis study, you may contact me at or
at

Thank you for your consideration. | look forwaadhtearing from you soon.
Sincerely,

Carol M. Andersen
PhD Candidate at Walden University
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Appendix B: Letter of Teacher Consent
January, 2014
Dear [name of teacher]:

You are invited to take part in a research studyugthow teachers of AP and IB courses
provide instruction for high school students whondestrate advanced proficiency in
Spanish. | am inviting you to participate in tetady because you are a teacher of an AP
and/or IB course in Spanish. This form is para @rocess called “informed consent” to
allow you to understand this study before decidimgther to take part.

This study is being conducted by Carol M. Andersem is a doctoral student at Walden
University. You may already know the researches &mer foreign language teacher
in this county and/or school district, but thisdstus separate from that role.

Background I nformation:
The purpose of this study is to describe how teacbieAP and IB courses provide
instruction for high school students who demonseteatvanced proficiency in Spanish.

Procedures:
If you agree to be in this study, you will be asked
e Participate in an audio recorded individual intewithat | will conduct by
telephone for approximately 30-45 minutes outsidecbool hours.
e Respond to 3 questions as part of an on-line rflegournal, which may take up
to 30 minutes to complete.
e Review your individual findings of this study fdrdir credibility, which may take
up to 30 minutes.

Here are some sample interview questions:

How are students who demonstrate advanced prodigienSpanish identified at this
school?

What instructional strategies do you use to mezntgeds of students who demonstrate
advanced proficiency in Spanish?

Voluntary Nature of the Study:

This study is voluntary. Everyone will respect ydecision about whether or not you
choose to participate in this study. Because @péiion is voluntary and outside of
regular school hours, no one at your school distridiigh school will be informed of
your participation unless you choose to do so,thacefore you will not be treated
differently if you decide not to participate in$hstudy. If you decide to join the study
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now, you can still change your mind during the datifection process. You may stop at
any time.

Risks and Benefits of Being in the Study:

You may benefit from participation in this study tigveloping a deeper understanding of
how teachers of AP and IB courses in Spanish peowistruction for students who
demonstrate advanced proficiency in Spanish. T&ks for participating in this study are
minimal. For example, you may find some of themitew questions challenging to
answer.

Payment:
No compensation is provided for participation irststudy.

Privacy:

Any information you provide will be kept confideali The researcher will not use your
personal information for any purposes outside ©f thsearch project. Also, the
researcher will not include your name or anythilsg ¢hat could identify you in the
study reports. Pseudonyms will be used for thealatlistrict, the school, and the
participants.

Contacts and Questions:

You may ask any questions you have now throughieemby telephone. Or if you
have questions later, you may contact the reseav@éelephone at or e-mail at. If you
want to talk privately about your rights as a ma#pént, you can call Dr. Leilani Endicott.
She is the Walden University representative whodiacuss this with you. Her phone
number is 1-800-925-3368, extension 1210. Waldenedsity’s approval number for
this study id RB approval #is 02-05-13-0104632 and it expires ofebruary 11, 2015.

The researcher will give you a copy of this fornkézp.

Statement of Consent:

| have read the above information and | feel | ustdnd the study well enough to make a
decision about my involvement. By signing belowd aaturning this letter of consent to
the researcher in the self-addressed, stampedogevptovided, or by replying to this
email with the words, “I consent”, | understandttham agreeing to the terms described
above.

The signature section below will be included offilysing paper consent forms and
returning the signed consent form to the researcher
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Printed Name of Participant

Date of consent

Participant’s Signature

Researcher’s Signature
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Appendix C: Interview Questions

Demographic Questions:

1.

2.

3.

4.

5.

How long have you been teaching this course?
How long have you been teaching Spanish?

How many years have you been teaching?

How long have you worked for this school district?

How long have you been teaching in this school?

Interview Questions:

1.

How are students who demonstrate advanced profigienSpanish identified at
this school?

. What is the relationship between students whodeetified as gifted and/or

talented and students who demonstrate advancedipnafy in Spanish?
What standards do you use to direct your instradticthis course?

What instructional strategies do you use to mezntgeds of students who
demonstrate advanced proficiency in Spanish?

How do you assess student learning in this course?

What do you believe about how to meet the learnigggs of students who
demonstrate advanced proficiency in Spanish in gourse?

How do you know you are successful in meeting ¢aering needs of students
who demonstrate advanced proficiency in Spanisfoim course?
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Appendix D: On-line Reflective Journal Questions
Researcher Name:
Name of Course:
Date and Time of Reflective Journal:

Teacher Participant Name:

In one or two paragraphs, please write your regptmshe following reflective
guestions regarding your reflections on the neédiaguistically gifted AP and/or IB

Spanish language students.

1. Please describe any instructional strategies thatsge in your AP and/or 1B
Spanish classroom to meet the needs of linguistigéted students in
Spanish.

2. How would you describe your success in meetinghthels of linguistically
gifted students in Spanish?

3. Please comment on the type of differentiated ic$tva you believed

linguistically gifted students in Spanish need.
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Appendix E: Alignment of Interview and Reflectiveurnal Questions
with Research Questions

Central Research Questiotdow do teachers of AP and IB courses provide
instruction for high school students who demonsteatvanced proficiency @panish?

Interview Question 1How are students who demonstrate advanced profigien
in Spanish identified at this school?

Interview Question 2What is the relationship between students who are
identified as gifted and/or talented and thoseesttelwho demonstrate advanced
proficiency in Spanish?

Interview Question 3What instructional strategies do you use to mezndeds
of students who demonstrate advanced proficien8panish?

Interview Question 4What standards do you use to direct your instragticthis
course?

Interview Question 5How do you assess student learning in this course?

Interview Question 6\MWhat do you believe about how to meet the learneeds
of students who demonstrate advanced proficien8pemish in your course?

Interview Question 7How do you know you are successful in meeting the
learning needs of students who demonstrate advanroéidiency in Spanish in your
course?

Reflective Journal Question IPlease describe any instructional strategies that
you use in your AP and/or IB Spanish classroom ¢etrthe needs of linguistically gifted

students in Spanish.
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Reflective Journal Question Z4ow would you describe your success in meeting
the needs of linguistically gifted students in Sph#@

Reflective Journal Question lease comment on the type of differentiated
instruction you believed linguistically gifted sterats in Spanish need.
Related Research Question 1: How are high scliodésts who demonstrate advanced
proficiency in Spanish identified?
Interview Question 1 and Interview Question 2
Related Research Question 2: What curriculum arsfémdards do teachers of AP and
IB courses use to provide instruction for high sststudents who demonstrate advanced
proficiency in Spanish?
Interview Question 4
Related Research Question 3: What instructionalesiies do teachers of AP and 1B
courses use to meet the learning needs of highokshalents who demonstrate advanced
proficiency in Spanish?
Interview Question 3
Reflective Journal Question 1
Reflective Journal Question 3
Related Research Question 4: How do teachers GmdiHB courses assess the learning
of high school students who demonstrate advanaatt@ncy in Spanish?

Interview Question 5
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Related Research Question 5: What perceptionsathérs of AP and IB courses hold
about how to meet the learning needs of high scéinolents who demonstrate advanced
proficiency in Spanish?

Interview Question 6

Reflective Journal Question 2

Related Research Question 6: How do AP and IBheragerceive their success in
meeting the learning needs of high school studehtsdemonstrate advanced
proficiency in Spanish?

Interview Question 7

Reflective Journal Question 2

Related Research Question 7: What do districtsehdol documents reveal about AP
and IB courses for high school students who dematesadvanced proficiency in

Spanish?
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Appendix F: College Board Permission to Use theiCulum Flow Diagram

RE: [APPROVED] Carol Mable Andersen request fompission to use the curriculum flow diagram in ditzstion

from: permission <permission@collegeboard.org>

to: Carol Andersen

date: Fri, Nov 7, 2014 at 3:00 PM

subject: RE: [APPROVED] Carol Mable Andersen resider permission to use the curriculum flow diagria
dissertation

: Important mainly because of the words in thesags.
Re: Structure of the Curriculum Framework; CurrniculFlow Diagram found on pg. 2 at:
http://media.collegeboard.com/digitalServices/guffldb_3435_ AP_SpanLang_CF_WEB_110930.pdf

Purpose: To be included in doctoral dissertatiothenstudy of instructional practices of AP andctirses in relation
to advanced proficiency students of the Spanispuage.

Dear Ms. Andersen,

Your voice mail was forwarded to me regarding yattached requests. | sincerely apologize for theyee reply, but
unfortunately, there was a complicated technicarerith our online request form where requestaeshes and
contact information were deleted, so | had no wiagnowing who to contact. Because this went omfiany weeks, |
am now far behind in processing hundreds of pefanisequests and am reviewing them in the ordevtith they
were submitted (which is why | had not yet gotteryaur second request dated Oct. 7).

Your request is APPROVED. Approval is granted mna-time, nonexclusive, non-transferable basisigeavyou
include, where applicable, the following citation:

Source: AP Spanish Language and Culture Curricitaamework. © 2011. The College Board.
www.collegeboard.org. Reproduced with permission.

I wish you the best of luck with completing yousstrtation and degree!

Regards,

Debbie Melita

Paralegal

Intellectual Property Permission Requests Admiatsir
The College Board

45 Columbus Ave.

New York, NY 10023-6992

www.collegeboard.org

Please consider the environment before printingehiail. Description: j0389362[1]

This message is being sent by or on behalf of gdavil his e-mail message and any attachmentsate intended only
for the named recipients and may contain privilegedprietary and/or confidential information. iy are not one of
the intended recipients, please do not duplicafererard this e-mail message and immediately détdtem your
computer.
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Appendix G: IB Materials Nonexclusive Worldwide kitse

Bachillarate Intarnacional

IB Material Licensing

License for Print Materials

Non-exclusive License

Forthe reprn-duction of1 8 materials

Between

The International Baccalaureate Organization (the "IB”), 15 Route des Morillons, CH -1218
Grand-Saconnex, Geneva, Switzerland

And

Camol Mable Andersen, usa

Whereas the B is the sole copyright holder of sl materials to be koensed.

1 Conditions of License

1.1 The IB hereby grants Carol Mable Andersen a non exclusive worldwids license
o use the B Materials listed in Schedule 1in her dissertation entifed
Instrucfienal Practices in AP and 18 cowses for Studenfs Who Demonsiafe
Adwanced Proficiency in Spanish, published by Carol Mable Andersen PhD
Candidate, Walden University, subject to the following conditions

a. That the matenal is faithfully reproduced with no alterations, additions or
deletions made.

b. That the licensed material is acknowledged as being the copyright ofthe 1B
efther under each section of material used or on the copyright page of the
pubbication.

¢. That a copy of the publication shall be sent at the time of publication to the 1B
st thie address above marked for the attention of the Legal Department.

d. Thatthe following disdaimer be inserted appropriately inthe Licensee's
publication : "This work has been developed ndependently from and is not
endorsed by the Intermational Baccataureate (B

12 An additional kcense must be obtained if the matenial licensed is to be used in
any subsequent editions of the abowve work. The fees for such an additional
license will be calculated at the time of application and be determined at the
discretion of the 1B.

13 The material licensed may not be reproduced for any use other than that
prescribed in this license and permission must be sought for any extension to
this licensea.

Page 1 © Imemational Baccalaureate Organizstion 2014

Intemational Baccaiureate s
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Appendix H: Correspondence Regarding Reprintind©TFL Five Rings lllustration

Carol:

The illustration of the five rings to represent the five goal areas of the national standards may be
reprinted without permission, since you are not reprinting the illustration in a publication for sale.
Simply acknowledge the edition of the standards from which you are taking the illustration.

The citation for the national standards:
The most current version is:

National Standards in Foreign Language Education Project. (2006). Standards for Foreign
Language Learning in the 21st Century. Lawrence, KS: Allen Press.

The original version is:

National Standards in Foreign Language Education Project. (1999). National Standards for
Foreign Language Learning: Preparing for the 21st Century. Lawrence, KS: Allen Press.

For your information, a revised illustration of the five rings will be forthcoming when the new
volume of the national standards is published by late November 2014. This volume will reflect the
newly refreshed standards, now labeled World Readiness Standards for Learning Languages.
The five goal areas and eleven standards remain, but the verbs to show what students would do
to demonstrate achievement of that standard have changed. See our website for the updated
version of the standards: http://www.actfl.org/publications/all/world-readiness-standards-learning-
languages

Best regards,

Paul

Paul Sandrock

Director of Education

American Council on the Teaching of Foreign Langsa@ACTFL)
1001 North Fairfax Street, Suite 200

Alexandria, VA 22314

www.actfl.org | www.discoverlanguages.org
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