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CHAPTER 5iX

Promising Practices: Preparing Children of Immigrants
in New York and Sweden

Carola Sudrez-Orozco, Margary Martin, Mikael Alexandersson,
L. Janelle Dance, and fohannes Lunneblad

Immigrant-origin students bring to schools a v:u:icry of acadct?ic and lin-
guistic challenges. Many of the schools that receive them Prowde far ‘from
optimal educational opportunities (Ruiz-de-Velasco and Fix 2001; S‘u:n"ez.-
Orozco, Suirez-Orozco, and Todorova 2008; Valenzuela 1999.). While it is
not a challenge to critique the myriad of ways that SChO(?]S fm'l to L -the
needs of these students, it is decidedly more difficult to identify promising
practices that serve them well (Lucas 1997; Walqui .2000). Although most
studies focus upon the hidden curricula and agend:.is in schools that serve to
marginalize students (Apple 2004a; Bowles an-d Gu:ms 1976, zooz;‘ Loewa;
2009; Orenstein 1995), in this study we seek to illuminate overt curricula a'n
programs that prepare students from immigrant backgrounds t? be a-ct‘wc
and empowered actors in the multicultural, global contexts of their receiving
nations. This research sheds light on the strategies that teachers-, students,
and administrators develop as they attempt to meet the cduc;ftlonal Chi.ll'
lenges of preparing immigrant-origin youth for this global era in two qc;nte
distinct social, political, and educational contexts—large cities in Sweden,
and New York City (NYC) in the United States. !

The United States, and New York City in particular, has a long-standing
history of incorporating immigrants to its shores, Ct’lrrently, half of the stlll-
dents in New York City public schools have an immigrant parent and n;g I;'
10 percent arrived in the United States within the past three years (N\t’tmd.
2006). The vast majority of these students are p:)orly served} m;lny zu't’;1 aSChml
ing schools suffering from “savage inequalities” {Kozol 1991) betwee

contexts. While the 1954 US Supreme Court decision Brown v. Board of Edu-
cation legislated equal access for students regardless of racial background, the
requisite investments in schools serving different subpopulations have not
been made (Heubert 1948).
Swedish schools make for an interesting point of comparison because of
their explicit commitment to provide equal access to all students, The Swed-
ish Education Act of the 19405 legislated that: “All children and youths
shall have equal access to education.” As a result, Swedes invest heavily in
their schools and in their most challenged students. Hence, second-gener-
ation students in Sweden have significantly lower secondary-school dropout
rates as well as higher rates of university participation than in other OECD
nations (OECD 2006, 2008). However, once immigrant students graduate
in Sweden, they encounter a low glass ceiling and find it difficult o enter the
employment sector (OECD 2008). Sweden is relatively new to large numbers

of immigrants from countries outside of Northern and Western Europe. It

also has taken in a much higher proportion of refugees than has the Unijted

States. This population represents a significantly different set of incorpora-
tion challenges (Athey and Ahearn 1991; Lustig et al. 2004). Refugees face
significant psychological trauma; while some are highly educated (e.g., Chil-
eans), others suffer from high levels of illiteracy (e.g., Somalis); and many
live in a liminal psychological space hoping to return to the homeland when
‘things settle down.’ Further, many of the new immigrants are of Muslim

origin, which has resulted in a considerable degree of ambivalence, backlash,
and social unrest (Cesarj 2006).

Both the United States and Sweden share a
over immigration (see Chavez 2001 for an

see Mattsson and Tesfahuney 2002 for an example in Sweden). These two
nations also share a similar

pattern of low achievement by minority seu-
dents from low-income backgrounds (Bunar 2001). Both countries exhibit
the problem of a gender achievement gap—girls ¢

boys (Sudrez-Orozco and Qin 2006; Ohrn 2002). Further, in both contexts,
students of minority ethnic backgrounds are likely to be taught by teach-
ers of mainstream backgrounds (Ingersoll 2003; Ingersoll and Smith 2003;
Ljungberg 2005). Schools in both Swedish cities and New York are subject to
marketplace-driven school reforms, which place high value on testing, per-
formance, and accountability (Apple 2004b; Hargreaves 2003). This empha-
sis on “objective” measures does not take into account that second-language

contentious climate of debate
example in the United States;

onsistently outperform
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. con for
acquisition presents a unique set of challenges. Tl'.u: lac'k of cons.lc!er::z);cnzs
icularly high toll on immigrant-origin
these challenges takes a particu : R
Menken 2008; Sudrez-Orozco et al.
d the schools that serve them ( : . i
;rilnally while in most parts of the United States, students attcnﬁ nelghllz{m;
; i ish citi d New York alike, another market-
hood high schools, in Swedish cities an . e
“ ice,” ides students with the option P
based reform, “schocl choice,” provi onto e
i i llows students to rank a number
to high schools. This process a ‘
and fhcreafter go through a selection process that can include Fn}:z::;z :;
standardized exams, interviews, audition, and/or lottery, and neig

demographics.

Methodological Strategy and Guiding Questions

The guiding questions for this research were:
i ini ive, ising”
What school-based practices are implemented in innovative, "promising
school settings to:

. T >
a—ease the transition and integration of immigrant-origin youth N
. P,
b—foster and enhance the academic performance of immigrant-orig
H
youth? .
i 1 stud
We used a case study methodological strategy (Yin z003) ff)r th;ts : l);
ing i -OTigL
in order to describe in detail each school context serving 1mmc11gran : ics
i ings i i rien
youth. This approach allows us to illustrate findings in the lwedf.:xpe“11 e
. i and causal lin
i d to shed light on the processes !
of diverse adolescent youth an ) ) =
i roach also provi
ta. The multiple-case study app
that emerge from the da : : S
i alytical theoretical generalr :
the advantage of allowing an one O
from empirical findings (Burawoy 1991; Stake 2005,” ‘1;';1 2003) s ll:rvl e
i n 2003,
insight i . 1 role of pattern and context” (Y1 ;
insight into the “crucia o o g
icati 03, 4) of the p
ini The “replication logic” (Yin 20 .
mining phenomena. . =
case study approach allows for cross-case comparisons and cor:lc:um g
ity 1 i arge
k City in the United States an
In each context—New Yor S
Sweden—we identified two schools that were lauded locally :115 being sid
immi -origl ts, provid-
ticularly innovative in their approach to 1mm1grar;t onl;glr st)u gr:l ; ’-II:scarch
i elow).
1 1 ith a total of four research sites (see :
S i her data/cross sites. We
i thodical strategies to gather :
team used a variety of me : 10 S
conducted ethnographic fieldwork as the primary data co'llccnond g iythc
order to gather information about innovative school practices, an
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school ethos, teacher/student, teacher/teacher, and student/student relation-
ships, school climate and intercultural understanding, as well as impediments
to the implementation of innovative practices. Every school site included
informants from three mixed cultural groups based on variation in: (1) demo-
graphic proportions in the school, (2) social status at each school, and (3) suc-
cess in terms of grades and performance. The selected students were studied
in _four different contexts (classrooms during lessons, groups working on spe-
cific subjects, groups discussing general issues, and groups working together)
for a period of twelve to twenty weeks (i.c., three to four months of data col-
lection at each school). Semistructured interviews and focus groups with
teachers and administrators were also conducted to learn about their perspec-
tives on the implementation of innovative practices and the impediments that
they encounter along the way. We examined the performance of schools on
quantitative indicators gathered from school records and city education sta-
tistics, which included student retention and graduation rates, and university
entry rates. Lastly, the team conducted structured  focus-group interviews with
students in order to contextualize emerging findings. The triangulated data
from each site was coded according to innovative practices important for all
immigrant students along with those specific to the needs of newcomers or
second-language learners.! In addition, we examined theoretically relevant
analytic themes (e.g., preparation vs. remedial agenda; significance of rela-
tionships; and priority of immigrant student needs) (Yin 2003).

We use several criteria to select our case-study “innovative” schools (see
Table 6.1),

The schools had to serve a high proportion of immigrant-origin youth.
They had to have a reputation within the broader educational community for
being innovative and attaining superior outcomes on standard performance
indicators in comparison to other schools with high proportions of “low-
status” immigrant kids {e.g., student stability rates, teacher/student ratios,
graduation rates, recruitment of highly qualified teachers, and retention of
teachers). Also, three of the four schools were part of networks of innova-
tive schools. We purposefully did not use standardized testing results as a
criterion, since such tests underestimate the skills of second-language learn-
ers (Menken 2008). All schools had an institutional commitment to prepare
students for the new global era by confronting core educational challenges,
All of the selected schools claimed 2 grand narrative of providing engaging
and relevant learning environments in order to foster personally meaningful
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1 haracteristics = —
TABLE ?i??@‘i_sf“’_c__._y - T
o New York Hig

Bergslunden
World Citizen Progressive Ekdalsskolan e
CHOOL SITE INCLUSION CHARACTERISTICS
Publicly recognized

for its innovative
nppmﬂthcﬁ

v
v v

Serves significant

v
numbers of v
immigrant-ongin
youth
Docs not have v
entrance exams

4
5 v

Academic

relationship .
building narrative

Higher than )

average gmdl.l:ltlon

rates compared v
to schools serving

similaf populnti0ﬂ5

in the area

Higher than

average results

on performance )
indicators v

compared to

schools serving

similar populations

in the area

v
v
Part of ncrwork v

]
NCE INDICATOR
TO OTHER CITYWIDE SCHOOLS ON PERFORMA

COMPARISONS

i 12
Student Graduation Rates in 4 years

73.1%
.55°
y FBe 57.5% All=50.6% e
~City Rate
67.0
" 95.5 85.2 b
~Site Rate '
Prepared to Enter University! 89.5% 86.4%
City Rate’ LD 303% 707 829
-~ .
Site Rate® 414 o

Sources: New York City—NYSED (2006}
{Foatnotes to Table 6.3)

Sweden—Swedish Department of Education (Skolverket)
. Sweden—

_—

relationships and constructive habits of work shown to
performance. These schools also claimed to prepare
navigate in a multicultural world.

contribute to academic
youth to successfully

The Educational Settings
New York City

According to the American Community Survey,
percent) of the over 8.2 million people who resid
eign born. Nearly half, 44.9 percent, of all hoy
eighteen years old have a foreign-born parent in t

exact figures available, large numbers of childre
in New York City schools,

York City is the largest pu

as of 2007 over a third (367
e in New York City are for-
seholds with children under
he home. While there are no
n of immigrants can be found
and, in particular, its public school system. New

blic school district in the United States, serving
close to L.t million students. It is a “minerity-majority” school distr;

2008 the majority of students come from nonwhite ethnic groupings, with 367

percent reported as Latino/Hispanic, 347 percent black/African American,

14.3 percent Asian, and 14.2 percent white. The district has one of the most
diverse student populations in the country,

globe is represented. Approximately 40 pe
holds whose first language is not English,
immigrants (NYCDOE 2q08). Major languages are Spanish, Chinese, Urdu,
Russian, Bengali, Haitian Creole, Korean, and Arabic, Almost one in seven
students (13.4 percent) is classified as an English-language learner (ELL). Of

ct; as of

and virtually every country on the
reent of its students live in house-
over half of whom are children of

1 In Sweden, upper secondary education (i.e., high school) consists of three years instead of four. However,
the statistics for students who have completed their upper secondary education are calculated within a four-
year time frame.

2 In both the US and Sweden, students may remain in

public secondary schools up to the age of 21. It is
quite common for newcomer youth, and es

pecially SIFE students to take longer to complete their high

school education. in the US, graduation rates are typically reported in terms of both 4-year and 7-year rates;

however, the cohorts of students participating in the study will not be at 7 years until 2011; therefore these
data are not provided. Note that the 7-year graduation rate for the World Citizen Network is 30%.

3 Sothat we can have comparable stati

stics from the Swedish Department of Education {Skolverket), the
rates reported are for the 07/08 school years. (Skolverket, Skolblad Avseende Ekdalsskolan och Bergslunden,
2007/08),

4 For NYC, we report the percent of students who passed the Regents Diploma—a comprehensive axarn
that represents college readiness. For Sweden, we report the percentage of students who, based on their
performance in high school, qualify for entry into University.

5 Note that the World Citizen Network graduation rate is go%.
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the more than 200,000 ELL students in New York State, more than 70 per-
cent (140,000) attend schools in New York City (NYCDOE 2008).

US and NYC School Reform and its Impact on Children of Immigrants

New York is subject to high-stakes testing educational reform, both federal
and local in origin, with particular implications for English-language learn-
ers. Standards-based reform is premised on the idea that the combination of
setting high standards and establishing measurable goals can improve indi-
vidual outcomes in education and reduce the achievement gap of underserved
populations such as minority students, in particular black and Latino stu-
dents, and “special populations,” which include special education students
and ELLs. The No Child Left Behind Act (NCLB) is a federally mandated
standards-based education reform, first enacted in 2002. NCLB requires
states to develop assessments of basic skills to be given to all students in cer-
tain grades, if those states are to receive federal funding. While NCLB has
been instrumental in revealing subpopulations of students from different
economic, racial/ethnic, and language backgrounds who are not well served
in schools, it has at the same time narrowed the focus of concern to measur-
able outcomes based on the mastery of limited tasks not necessarily aligned
with the skills one needs to be successful in college or the world beyond it
(Goldrick-Rab and Mazzeo 2005).

Less well known is how NCLB changed the federal regulation of the edu-
cation of English-language learners (Capps et al. 2005). Under NCLB the term
“Limited English Proficient” is applied to students in elementary or second-
ary schools who have difficulty in speaking, reading, writing, or understanding
English to the extent that it may affect their ability to participate fully in soci-
ety and to succeed in school and on standardized tests. These students must be
given a Home Language Survey that identifies bilinguals and provides a diag-
nostic assessment to determine English proficiency. NCLB requires annual
English Language Proficiency (ELP) exams for ELL students. -

All students are tested in math and science beginning in their first year of
enrollment; however, accommodations can be made to provide the exams to
ELL students in their mother tongue. More contentious is the federal regu-
lation of English Language Arts (ELA) and reading assessments for these
students, In particular, ELP and ELA are not supposed to be tested using the
same exam; however, the regulations do not dictate to states the contents of

the ELA exam.

210 Carola Sudrez-Orozco, Margary Martin, et al.
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Until 2007, New York State used i
: : its ELP exam, called the N

English as a Second Language Achievement Test (NYSESLA'I?)W b

atlso EI:,AI agd reading performance. In the summer of 20 :

states, including New York, the US De

. , partment of Educatio i

whether the alternative math and reading tests used for ELLs nwg':ej;ﬁned

pa-

rable to the regular tests used fo
r Adequate Yearly Progress (AY'
New York State’s exams were determined to be "notgco A

to measure
06, for eighteen

- ‘ mparable,” and
state was ordered to be in compliance for the 2006~7 schol;l year (IG;SEd]];

:ﬁogi.‘ If{ath;r tll:an create a new ELA exam, New York State mandated that
§ take the standard ELA exam after on
that research has consistent] e et Giog
y shown that no matter the d i
demic English-language learni i ok b
ge learning takes time, an impossible bench
smi:l f(;r sc}‘lools, potentially hurting those schools with high numb(;r::;r;;;s
and low-income students and placi i i i )
P placing them at risk of losing standing and
In 2002, the New York State legi

. , egislature granted the mayor of New York

City control over the New York City public schools. This action allowed ?}:c

mayor to appoi
Y ppoint the school system’s chancellor and to restructure the admin-

istrative s i i
tructure of the system, and set in notion a series of reforms begin-

ning with th 1zati ini
T e centralization of the system administration and the elimination

of local community school boards. This broad accountability reform

Children First, was premised on market- e

based accountability i i
Chie ' ‘ 1ty innovations from
usiness world. Children First has led to a number of accountability reviews

on top of what is required by NCLB. Teams of administrators visit schools

midyear to conduct “quali i
y uct “quality reviews,” and school performance is now measured

in th i i
; cl .formdof pr}o;gress reports, which assign schools A~F grades based upon a
omplicated mathematical equati 1
on that emphasizes im i
: rovements in perfor-
mance exams but also includes i . arent
perceptions of teachers, stud
gan : : , students, and parents
" learn;ng environment,” measures of teacher quality, and allowarfces for
pectal populations includin
g ELLs. The progress reports have b i
controversial, and questions h ¢ i . ey
ave been raised about ho d
e : : w grades are calculated
et eir relevance. Further, at specific points in the elementary and middle
years, new retention policies h
: ave kept students who d
e T p nts who do not meet pro-
sholds on standardiz :
: ed exams from advanci
ikl vancing to the next grade,
S he Hereulean task for ELLs of reaching high levels on the ELi and
Takcngt cx:u:s, these sanctions place them at a higher risk for grade retention
oge -
gether, the reforms place great pressures on administrators, teachers
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students alike. There is increased pressure for teachers to “teach

and, therefore,
ability reforms at the school level as

to the test,” in order to comply with account
well as to prevent sanctions for individual students.

New York City Innovative School Sites
World Citizen High School This school is a part of a New York City-

based network of schools that serves exclusively newcomer immigrant youth,
specifically youth who have been in the United States for less than four
years and have limited proficiency in English. The formal network, a non-
profit organization, was first established in 198 through collaborative efforts
between the city schools and a local community college and quickly evolved
and expanded. The network of eleven World Citizen schools now includes
eight small schools across the New York boroughs and three recently opened
in California. With tremendous rates of success, the network serves 3500
overwhelmingly low-income, limited-English-proficient, recently arrived,
adolescent students. While the New York City public school graduation rate
for ELLs is a dismal 235 percent (NYSED 2006), the network sends go
percent of its entirely first-generation student population to college within
seven years of entrance; its exceptional success rate earned a national award
from the Migration Policy Institute for “Exceptional Immigrant Integration
Initiatives” (MPI 2009). The World Citizen High School featured in this
chapter is one of the newest sites (established in 2004)-

Central to the network’s approach to teaching recent immigrant youth
is the premise that language is Jearned best when embedded across the con-
tent areas. At the policy leve! this is expressed as: “Language skills are most
effectively learned in context and emerge most naturally in purposeful, lan-
guage-rich, experiential, interdisciplinary study” (school website). English-
as-a-second-language curriculum is integrated in all content areas, including
in electives and in all school activities and events. In addition, strategies are
employed to provide students with opportunities to develop their mother-
tongue skills through peer-mediated instructional activities and instructional
materials and books in their native languages. Members of the network attri-
bute their success partly to the diversity of the languages spoken by their
students. English becomes the unavoidable common language, and diversity

serves as a motivator to learn social English.
The school’s educational program, designe
disciplinary teams of teachers, incorporates innovat

d and implemcnted by inter-
ive approaches to help
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students i i i
Frud Th:.lcqum.: academic English language skills as well as content knowl
e : : nowl-
“ Og - s (I:urnculum is grounded in five core tenets: “Commitment t hw
; ; : o het-
mog ; f.ty, l:lmgunge and content integration, autonomy and democra =
el for i R
model | tha and schooling beyond the four walls.” The curriculum i: ,m'nc
! ' ' ir-
fored in th dwaylthc school is organized. The teachers play an active role i
evelopment and school decisi i ;
ston-making. Th
o] ' ELT g. They meet regul
‘ p 1 essonsl, discuss individual students’ learning needs develop in t cid
ional materials, and organiz i ’ —
e field trips that provi i
e ovide experienti i
fonal m: P periential learnin
lapp 11tu:si All classes are heterogeneous (i.e., students are not grouped bg
nguage leve i :
" sgmni a , achlevcrtlcnt level, or age), and students work collaborl;:tively
e Stfd ups’ on projects that provide opportunities to learn from eac}):
baSCd. S l{senl:sl.l progress and learning are assessed through performan
e . ' ce-
el u:': as, presentations and portfolios. These assessments are used
s
o c}{:;pd. du ents’ mastery of state standards and skills they need to pass th
rdized exams required for gr i .
: aduation. i
i g (See Table 6.2 for demographic
Progressi i i
-y f‘rgom ; l:/e High School Progressive High School is one of the pio
o= fom e ealrfl-y small-schools progressive movement in New York CI:Ji
- 0- M '
i et (Pct]:;c th gf'ﬂdc school is a member of the Progressive Coaliti?r:.
oo (L c,la national network of schools dedicated to small class sizes
g project-based, student-centered learning that has had both a major infl
e on pr i i i 0
s o I\IIJ t:gress;lve ec}ucatlon and schools in the United States. In line with
o , fe s;: ool is organized around a core set of guiding principles i
€as o i o
e oeeas s; ool design, classroom practice, leadership, and coranuni
ns.
jornectios 3 t. the center of the network’s philosophy is building a cuzy
. &“ - )
= , leigm;:mg with “essential questions.” The school, along with oth
Sma . - . - 3 ’ er
e ome scd ooldploncers in the city, is renowned for the use of portfolio
e an :ltu ent exhibition, which are similar to thesis defenses. and
os, students were allowed t i :
0 substitute these alternati
for the state-required Regents-exams -
The school prides i in
s vchoo p;ld:ls itself on having demonstrated success via traditional
e 5 En ards through the use of a “context-based” curriculum
an - .
o t rlt;ufgh tcnl'adltlonal preparation for standardized tests. This
s well founded. Accordin isti .
: . to statistics for 2006
cent of its s i ; o B
B tucl;.-:'n:s1 met proficiency on the state ELA exam corz;pzreg to
n schools identified by th “simij :
e st "
e y Yy ate as “similar”; these performance
y gender and by racial background (ranging from
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TABLE 6;2' School Poggions

New York High Schools Swedish Gymnasiums
World Citizen Progressive Ekdalsskolan ~ Bergslunden
Grade level served 9-11 (15-21) 6-12 (12-18) 11-13 (16-20) 10-13
{est. age) {16-20)
# Students enrolled 330 697/ 398 679 1050
grades 9-12
#Teachers 20 42 46 110
% Male/females §5/45 48/52 42/58! 32/68
# Nationalities 32+ 16+ 20+ 26+
represented?
% Newcomer 56.1% 1.2%
students?
Foreign born 44% 25%
{Sweden) (estimate)
% Children of 100% 43%° 87% 46%
immigrants/foreign
background*
9 Students low £9.1% 34% Not available  Not available

income®

1
2

(-2

siris. skolverker.se, 2006/2007 Academic Year.
These nurnbers are based on best estimates from information supplied from the individual schools, or from
student surveys (World Citizen, Progressive, & Ekdalsskolans)

New Yark City defines newcomer students as those who have been in the United States less than 4 years.
Note that only newcomers are admitted ta World Citizen but the school includes sophomores and juniors
who are now technically beyond the 4 year newcomer delineation.

In the US. the term children of immigrnts is used to include the foreign-barn as well as having at least one
parent born abroad while In Swaden the term foreign background refers to students with 1 or 2 parents born
outside of Sweden

New York State does not require schoals to report data on the immigration/generational status of students,
with the exception of recently arrived immigrants; hence, the numbers reported are based on student reports
in a survey administered to 10" and 11" graders (N=86). These aumbers, when matched to census data,
appear to be representative of the city. Language representation also comes from student reports from the
survey. In Sweden, the percentages are based upon estimates provided ty school officials.

Low income for participating New York City schools in the study is measured by the percentage of students
who, according to the annual school report to the state, qualify for free or reduced-priced school lunch

as this status is determined by family income. Given that Sweden provides general weifare support for all
citizens, there is no official classification that differentiates students based upon income level.

Many of the students wha attend Ekdalsskolan and Bergslunden High Schools come from commupnities
where parents have a high likelihood of being blue-collar workers or unemployed. In 2006, the average
disposable income was 129,650 Swedish Crowns. In both the Ekdalsskolan and Bergslunden communities,
the disposable incomes were considerably Jower, The average disposable income was approximately 79,000
Swedish Crowns in the Ekdalsskolan community and 66,000 in Bergstunden {Ungdomsstyrelsen, 2008:44~

46).

81 to 100 percent). Graduation rates were consistently over go percent, with

95.5 percent of students graduating in four years compared topso ;w“

of .studt.ants citywide. Equally high percentages of students movjoitrcc;:t

university, 'ir?cluding to highly selective colleges. Given these outsl:ar::)dit ;

outcomes, it is no surprise that in 2005, Progressive was chosen as a nati ngl

;;ntt;r s‘,cho;)l of the Progressive Coalition Network as part of a Gac::::-
" ) .

Scho[; l:tilnoirtliaz::ed effort to improve schools nationwide with a small-
Locat-ed in an affluent neighborhood on the east side of Manhatt
Progressive Secondary School gives preference to students who live w'tl::fl’
.thc school’s community district, but draws students from all five bo : }lln
in New York City. The school has the luxury of being the onl l:oulg' S
1t's building, which is increasingly rare in New York City as comy : ch oosive
high schools are being closed and multiple autonomous small hip}:3 el:m‘;e
and.c.hartcr schools are sharing the same building. The ph sica% 5 ace, in
add{non to the school’s location, contributes to its succes)s: at boltalicc’ ":
cr:?tmg a sense of community and establishing strong partnerships wg':nh
?elghbor.hood organizations, businesses, and residents. Situntedpat tllta
intersection of two highly trafficked streets and sharing the block wi l:
a r}urflber of high-end restaurants, apartment buildings and small ff'it
buildings, Progressive occupies a historic turn-of-the-century b 'cl)d'ce
that originally served as the site of a trade school for girls. Onc?ou:lid::)gf

the school doors, stud i i
, ents have immediate access t
o the hus
S tle and bustle

The Swedish Context

Ovter the last fifty years, Sweden has changed from a largely homogen
society to one more and more defined by cultural, ethnic, religious ang tﬁus
multlc-ultur-al differences. The multicultural changes be’gan with iabor:na:
ket-c.lnven immigration in the 1950s (largely from adjoining nations), and
continued with the arrival of numerous groups of political refugees ov : :}1
Jpast .tl'free decades (Sawyer and Kamali 2006). Today, 13.8 perceft of th - f
ple living in Sweden were born or have parents born outside of th s
(Statistiska Centralbyran 2009). =
Whi'f:ec::i;c.ns anj NI characterized by assimilation politics, some of
i > < inated in governmental policy related to immigrant children
e educational system. By the mid-1970s, assimilation was no longer
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the goal. Instead, new policies reflected three goals: (1) lmr?:i;ar:sdiz;ﬁ:
have the same opportunities as Swedes and equal oppor;unldl 0 ol
their own cultural identity; (z) immigrants shoEJId have rle?d (; " o
the degree to which they would develop a chtfhsh-cultura ide th:y,s e
and there should be support, contact, and solidarity betweend e
population and immigrants (Prop. 1975:26). These goals: spurrt:t N
reforms, which included adding teachers who could instruc
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first languages and other supports for immigrant children. Also, during this
period, developmental psychology was held in high regard in Sweden and
affected the discourse on immigrant children. For example, this perspective
engendered concerns about the difficulties immigrant children had in learn-
ing Swedish, the risks associated with losing their first languages, and the
consequences that language difficulties could have upon children’s cognitive
development (Skolverket 2002).

From 198090, the country’s policies with regard to immigrants were
increasingly critiqued as too focused on cultural differences and ethnic-
ity, resulting in a dichotomy between “Us” (the Swedes) and “Them” or

the “Other” (the immigrants). By 1996, th

ere was a call for a new pol-
icy—an “Integration Policy"—founded upon a broad concept of diversity.
This new policy eschewed t

he concept “immigrant” and no longer explic-
itly focused upon the importance of maintaining first languages {Prop.
1997/98:16).

After compulsory schooling, almost all of native Swedish youth con-
tinue onto the upper secondary gymnasium (approximately 97 percent),
whereas this rate is significantly lower for the children of immigrants
(approximately 80 percent) (Skolverket 2002). Figure 6.1 shows the Swedish
educational system. Instead of entering one of the seventeen national gym-
nasium programs, many immigrant-origin students begin an individualized
preparatory program to ready them for upper secondary school (Skolverket
2002). In bigger cities such as Stockholm, Gothenburg, and Malmsé, these
programs are commonly referred to as the “Immigrant Program” because
most of those children who leave the compulsory education system without
the qualifications for upper secondary education have family histories of

immigration. :

The challenges associated with successful school outcomes for immi-
grant/ethnic minority children are not the only educational problems fac-
ing\Sweden. Inequalities of social class and gender persist as well. To make
matters worse, according to data from the PISA (2003), ethnicity and social
class interact to impose the highest risk of school failure on children born in
countries other than Sweden and coming from low-skilled, blue-collar fami-
lies. Both the Swedish gymnasiums in our study ¢
saciopolitical debates regarding “immigrant” scho
and marginalized suburban communities,

onfront these contentious
ols, low-income families,
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The Challenging Context of Swedish School Reform and Its iImpact
on Children of Immigrants

National Reform Efforts: The Suburbs, The Million Program, and School
Choice Reforms In the 1960s, the Swedish government implemented a
housing program called “Miljonprogrammet” or the “Million Program,”
which aimed to create one million apartments to remedy the rising housing
shortage that accompanied urban industrial growth. At this time, there was
a shortage of both adequate residential spaces in general, and modern spaces
in particular, to meet the projected numbers of working-class residents that
were relocating from rural areas to cities (Ericsson, Molina, and Ristilammi
2002). By the carly 1970s, however, industrial growth slowed but not as many
persons moved from rural areas to cities as was predicted, leaving many apart-
ments empty. As immigrant populations began to increase, they were often
relocated to these uninhabited apartments. Because of negative portrayals in
the Swedish news media, the neighborhoods created by the Million Program,
typically located in suburbs, were characterized as “unfriendly” and “wninvit-
ing” almost from the very beginning (Sernhede 2002).

In addition, since the mid-1980s, there has been a deregulation and a
decentralization of the Swedish welfare system. Sweden has tried neverthe-
less to maintain the tradition of inclusive educational reforms, assuring access
to equivalent education for everyone regardless of ethnicity, social class, or
place of residence (Englund 1996). The economic crises of the 1990s contrib-
uted to cutbacks in the social welfare system and an increase in the privatiza-
tion of the educationa! system. By 1992, the Swedish government mandated
school-choice reform measures (Friskolreform?), thereby making it possible
for parents and students to choose schools other than those in their commu-
nities {Schierup and Urban 2007).

School choice eventually led to new forms of educational governance,
budget cuts, and increased competition between schools. This increased
competition has had the by-product of school closings that are indirectly
related to student performance on the National Tests. In suburban schools
with disproportionately large numbers of immigrant students—who face the
mainstream biases of the National Tests—more students fail them. Since the
test outcomes are reported by the media, the schools run the risk of being
labeled as “bad” or “low achieving.” This creates 2 downward spiral as stu-
dents leave the schools and fewer enroll the next year (Bunar 2001; Kall-

stenius 2007). Suburban schools then receive smaller amounts of funding
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bec
ause dthe money follows the students. Suburban schools struggle to dr
new i i -
; ;tu ents ff'om mainstream neighborhoods and to maintain enrollment
o eP; hr}lclSwedlsh students and high-status immigrant students S
e lrsk elgacy oci; neighborhood, social welfare, and school reforms impacts
alsskolan and Bergslunden G i
ymnasiums, the two schools in ou
: r study,
“S‘ubur-ban schoc;ls in Sweden are often stereotyped as “problem” schools Wit{‘l
mmigrant students” who are “in the ri ” (i i
sk zone” (i.e., “at-risk” stud i
. . ents in US
o )dIn 2006, the year we began our research, the foreign-born population
mh.\T:Eelildv\;as k13 percent; during that same year, in both the communities in
whic alsskolan and Bergslund
en are located, the per i
hich | , the percentage of foreign
o f-as ove.r 6c.> pe.rcent (Ungdomsstyrelsen 2008). It is against this baci—
o p ; marginalization that our findings about innovations at the two Swed-
ish schools should be considered. Both gymnasiums have adopted innovative

strategi 1 ir immj igi
: glis for serving their immigrant-origin students and attracting students
rom other neighborhoods in an era of school choice.

Swedish Innovative School Sites

- Ekdalsskolan Gymnasium Ekdalsskolan Gymnasium is located
su?e‘a large city in central Sweden, and serves almost exclusivel imme' .
origin youth, most of whom are of refugee origin. Most stl):dcntslgm'ndt-
:1111 bt:;) zubﬁrb whefdc this upper secondary school is situated, or in nr:as:b;

whose residents are also predomi immi igi
fall 2003, the school launched its cﬂmprehi:l:lt?\tnleys:lf(::ll I;lfi:':t olr:'g!l:. =
modeled on a private American lab school in Long Island ch:";' 1; ;'vas
fun’damental idea at the center of the reform derives frorr; Howarodr (_;yarzt-:
::: se :CEZ-OF :]{mltlple mtelligc.nce (1983). History and integrated learning
ar= emphasized across the curriculum and supplemented with integrated
a:r:lltsl.l Technology ‘integration is at the center of the futuristic regform
oy ::: " :;:i;:tss‘ffwe laptops t(-) use d}J.ring the school day. In addition:
o —— i o ;:g -men\t';fshlp an.d 1f1tf3rnship partnerships with local
s v sities. With the individual learner at its center and a
; phy t at- ocuses on the needs of the “whole child,” both academic
:n : nonacademic, the reform built a new school from the bottom u
wﬁ:f:t:fu:; I:::iow for n:m}fimum collal?orfltion in lounges and group arefs,
b SChOOICCm} soc.mhze or work.m individual study rooms. In addi-
iy afeteria P reorganized to serve only healthy food, and
program was put in place to support student learning, As part of
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jts partnership with the Long Island school, Ekdalsskolan receives profes-
sional development and mentoring support from the lab school’s newfound
network to implement its prograrm. Every year students from the Swedish
school visit the host school in New York, as do teachers for the purpose of
professional development. With much fanfare and support from the city's
Central School District Office, this school reform has brought attention to
the school {perhaps a bit prematurely, pefore the reform effort could be fully
realized) in Sweden, Europe, and the United States. As with other high
schools in Sweden, Ekdalsskolan houses several programs, similar to the
education reform in the United States in the early 19905 that divided large

schools into smaller “houses” where teams of teachers are responsible for

teaching, advising, and supporting a smaller segment of the school popula-

tion throughout its academic career. In addition, the school has a program
for newcomer youth who are second-language learners.’

Bergslunden Gymnasium Bergslunden Gymnasium is located outside
one of Sweden’s largest cities, in a suburban community made up of sev-
eral neighborhoods, and the school sits among several important community
resources, including a local transit station, a cultural center for musical and
theatrical performances, and approximately, seventy different shops. It was
created under Swedish social democratic policies, which call for high schools
to provide equal opportunity for lower-income youths. Some teachers and
other school officials joined the staff because they were dedicated to teaching
working-class and immigrant students.

In 2005, Bergslunden reorganized its curriculum under two broad

d to as “Passions” and “Problem-Based Learning” (PBL).

approaches referre
Passions are attractive programs that resemble magnet-school activities in the
students can choose

United States. In addition to the traditional subject areas,
hion, and Design,’

special interests such as “Professional Dance,” “Textiles, Fas
opment,” and uGoccer” for a portion of the cred-

“Computer-Based Game Devel
its needed to graduate. Teachers at Bergslunden Gymnasium work in teams.

The teachers meet regulasly to develop instructional materials, organize the
content and goals of Problem-Based Learning assignments, and discuss the
academic challenges and successes of individual students along with their
nd social/peer interactions. Problem-Based Learning privi-

general welfare a
stead of a reliance on text-

leges an active, hands-on approach to learning in
books alone. Students engaged in PBL assignments collaborate in small groups

together witha reacher who acts as SUpervisor to answer questions. Bergslunden
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i 1 ortant
7a8LE 6.3. Cross-Case Comparisons of Innovative Practices Imp

TABLE 6.3 (continued). Cross-Case Comparisons of Innovative Practices
for Al Immigrant-Origin Students

Important for 4/ Immigrant Origin Students

_— New York High ] Swedish Gymnasiums Nmsg::j:ﬁgb Swedish Gymnasiums
Scheols
W(?,]d Progressive  Ekdalsskolan Bergslunden (‘3’:?:::1'1 Progressive  Ekdalsskolan Bergslunden
Cidizen Preparation for Higher Education and the Workplace
Curricuium y P v v Explicit college pathway instruction v y 2 v
Integrated curriculumn ) . v v for students
- Intesdisciplinary v v College pathway information for v P
- Project-based learning v Y parents
- Inquiry-based learning Y d Intcrns}'.lips. . Y v ! ‘
j Instruction in soft skills for success v r 2 -
Relevant curriculum - , P in the workplace
~  Social justice teaching . —_— i
- Culturally responsive o v s v
- Building on interests 7 We will describe tLese sets of practices in separate sections. Below we
Pedagogical Approathes , ¥ v provide a comparison between sites and then give some specific examples
Multimodal instructional Y . P v from the field to illustrate how practices were implemented and experienced
Student-centered instruction v ) y v in the everyday lives of students,
Differentiated instruction ot y v All four schools practice reforms founded on progressive multicultural
Integration of technology education (Banks and Banks 2007; Nieto 2003). Interdisciplinary, project-
School Structures y v based, and student-centered approaches to curriculum and instruction are
Shared teacher planning v central to teaching and learning across the schools. All four schools utilize
Teacher involvement in curricular v v v g an integrated curriculum in some form, and the two Swedish schools place
decision making . y v v particular emphasis on the integration of technology into the curriculum.
Advisory program The four schools have attempted to create curricula that are relevant to the
Enbancing Positive School Climate , v v lives of the diverse students they serve. To successfully deliver content, the
Safe school environment v . P v schools use decentralized pedagogical strategies designed to place the stu-
Caring & respectful relationships v dent at the center of learning and move away from traditional teacher lec-
Assessment Approaches , y v tures for at least part of the time. In addition to rethinking content and
Multimodal assessments o ) y v delivery, the schools seek multiple strategies to assess their students as well
Dedicated exam preparation v/ ) , ” a8 ways to prepare them for the high-stakes testing where immigrant origin
Public presentation of competencies ¥ youth are ata notorious disadvantage. All of the schools have implemented
Supports and Enrichment Outside of Class ) . v some kind of academic supports to help them to be successful, And finally,
Tutoring & homework support : . , ‘ several of the schools place particular focus on the
Extracurricular enrichment

postsecondary school
experience,
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Curriculum

Numerous studies have shown that the rigor of curriculum is a critical
contributor to the achievement gap (Bryk, Holland, and Lee 1993; Chubb
and Moe 1990). In the United States, underrepresented racial, ethnic, and
socioeconomic minorities typically are enrolled in the least rigorous courses
(NCES zoo1). Students who take algebra, geometry, trigonometry, chem-
istry, physics, higher-level English, and other challenging courses tend to
have higher test scores than their peers (NCES 2000; Ford and Harris 1994;
Frazier et al. 1995). In the schools we examined, providing access to rigor-
ous curricula is an equity issue they have systematically addressed with their
immigrant-origin students. Notably, consistent with recognized good prac-
tice (Gardner zo04; Gates 2006; Suirez-Orozco and Qin-Hilliard 2004),
several of the administrators we spoke to explicitly told us that providing a
curriculum that was rigorous and relevant to prepare their students to be edu-
cated citizens for the twenty-first century was central to their mission.

To accomplish the schools’ goals, at the center of their strategic visions are
student-centered, project-based strategies that are implemented and inter-
preted in multiple ways. All four schools have developed some form of Inte-
grated Thematic Interdisciplinary Learning. At several sites, addressing par-
ticular issues, topics, or problems and integrating learning across disciplines
and subjects are keys to the strategy for engaging students. As mentioned
earlier, at Bergslunden, students participate in Problem-Based Learning; for
example, during our period of observation, a social studies/history project
that spanned six weeks focused on the “Metrocity: Then and Now.™ This
project had many, clearly stated functional and cultural literacy goals that
included teaching students about how living conditions changed as their city
developed from an agricultural society to an industrial metropolitan area. The
assignment served to make students more aware of the influence of histori-
cal context. They also learned about the processes of doing field research and
gathering information through site visits and from city officials. In addition,
they developed new vocabulary and concepts related to the project’s topic.

Similarly, Progressive High School utilizes a thematic, integrated
approach to the curriculum. For example, the school has created a “Senior
Institute” for all of its eleventh- and twelfth-grade students. Rather than

take traditional English, history, and social science coursework, students at
Progressive are offered courses based on a theme or topic such as “Philoso-
phy of Life,” “Ethics of Fear,” or “Food” that integrates the humanities and
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teachers use media misrepresentations and stereotypes of the Bergslun-
den community as a starting point for discussions about social justice while
simultaneously teaching social studies or language-based topics. An English
teacher at World Citizen High used a recent shooting of an innocent black
American by New York Police officers as a springboard for discussion about
the current-day impact of past racist institutions like apartheid and Ameri-
can slavery, Debate is another means by which teachers introduce social jus-
tice topics. A debate coach at World Citizen High explained: “I know my
team. They do a lot of research . . . and the material itself becomes inspiring
to learn.”

The debate format is used beyond the debate team. An English teacher
interviewed at Ekdalsskolan mentioned that one of the barriers to improv-
ing her students’ language abilities is their insecurity or “shyness” to speak
the new language. Her primary goal for her students, she notes, is that they
“feel secure speaking and writing.” To encourage their speaking, she often
uses debate as a tool to get her students going. Through debate, she explains,
students

have to speak and have an opinion. They have to take sides, because there
is nothing wrong or right. . .. We looked at a dilemma involving a black
nurse . . . in the 19605 . . . she came to a family and the daughter was hav-
ing a baby . . . and they made her go to the back door. So she left and the
baby died. Did she do the right thing? She was offended and insulted. Or
should she have saved the baby? . . . We had a great conversation. And they
really all had opinions and from every perspective from the left and the
right. . . . Everyone was drawn into the discussion.

Across the four sites, we saw evidence of the schools providing rigorous cur-
ricula to their students. These schools are providing their immigrant students
with an education meant to teach them to think and engage with the twenty-
first-century marketplace.

Pedagogical Practices

Across school sites, the primary preference for instructional delivery was col-
laborative and cooperative learning. While not always consistently according
to our observations, there was generally an ethos of collaboration and work-
ing together evinced by the students in each school; small-group work was
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skilled and diverse in both their professional competencies and social/ethnic
backgrounds. In terms of professional competencies, there are two teachers/
pedagogues who are specialists in working with children/teens with special
needs, one teacher who has a master’s in modern language, and two who are
working on doctoral degrees (one in pedagogy and literature and the other in
science and civil engineering); additionally, there is a teacher who is a Spanish
and didactics specialist, and a teacher who speaks and reads Arabic, Kurdish,
Turkish, Swedish, and English. The ethnic/national/religious origins of The
Knowledge Portal staff include the Middle East, Latin America, Sweden,
as well as Christian, Jewish, and Muslim faiths. Though The Knowledge
Portal was designed to accommodate students with learning disabilities, it is
useful to a broad range of students, including immigrant-origin students and
second-language learners.

School Structures: Facilitating Optimal Conditions for Learning

In order to implement school-wide academic reforms, schools also have to
rethink the ways in which their structures affect the conditions in which
innovation can occur. Many of these conditions—including everything from
school staffing to the design and utilization of physical space—are often
overlooked by social-science researchers, but are well known in the practitio-
ner world to make or break innovation no matter how well intended (Balfanz,
Jordan, McPartland, and Legters 2002; Comer 1995). Each of the schools in
our study has experimented with structural ways of implementing curricu-
lar and instructional innovations while working explicitly to create a posi-
tive school climate inside the school. Three of the four schools were part of
a larger network of schools that had experimented with many innovations:
therefore, they were not reinventing the wheel and had the luxury of being
mentored through the process.

While in both Swedish cities and New York City the content of teaching
has largely become prescribed in order to prepare students for high-stakes
tests, nonetheless, all the schools managed to find ways to allow for teachers
to be part of the curriculum decision-making process. A teacher at World
Citizen High School observed:

My old school, it was just, we were treated in such a condescending
way. .. . Here, the administration, we're just treated with respect. . . . They
trust that we know our content, and we're motivated to teach our kids and
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A ninth/tenth-grade teacher at World Citizen High explained that the
team meetings, along with the advisory program, play a critical role in the
school’s high graduation rate: “We need to know everything that has been
done [and] want to make sure that the kids are getting all the help they
need.” The school structures are organized at these sites in such a way that
teachers have time to systematically communicate about students and col-
laborate around curriculum development and teaching. This allows a spirit
of collaboration between colleagues and a collective focus on the needs of
the students.

Enhancing Positive School Climate
All the schools work intentionally to create a school climate where students
feel welcome, respected, cared for, and safe. The advisory groups clearly help
to foster a connection among students as well as between students and teach-
ers. A twelfth-grade math teacher at World Citizen High School summed
up the school’s ethos by saying: “I think our school . . . it expects us to know
our students, and push them. And to care about them.” And another teacher
echoed this sentiment: “One of the things that I love about this place, . . .it’s
so much based on relationships, your personal relationships with kids, build-
ing that relationship, and being there for the kids, I think it's really impor-
tant. . .. I really think this school is very holistic in its approach.” Students
tended to report a positive climate at their schools. Students at both Berg-
slunden and World Citizen High Schools spoke highly of the learning envi-
ronments of their respective schools. Second-language learners at Bergslun-
den felt that for the most part, their teachers were great at meeting students’
needs. The second-language learners did not merely feel that their teachers
were facilitating linguistic competencies but were also sensitive to how stu-
dents were or were not adjusting to their new homeland. During interviews
and conversations, students reported that they could approach their teachers
not just for help with language improvement, but for other types of assistance.
One female student enthusiastically explained, “When I have problems in my
studies, I am free to go to my teachers and tell them. . . . I am free to go to the
teachers, the nurse, everything. . . . I can talk to them and I feel comfortable.”
Generally speaking, second-language learners felt immersed in a support:
ive learning environment and were eager to follow the directives of teach-
ers. At World Citizen High, similar to Bergslunden, the second-language
learners expressed positive sentiments about teachers always being accessible
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explained in an informal interview: “We have been best friends since third
grade. We study Arabic together. We are different religions but it doesn’t
matter to us. The people at this school are really different, from all over the
world, but they all get along really well. There are not many fights here. We
are family here.” Another student, whose family is from Sri Lanka, trans-
ferred from an clite school—where she was academically successful—to
Ekdalsskolan even though she would be required to repeat her first year. Her
reasons were based on a desire for a school that was, as she describes, “more
than a school™—that is, somewhere where the relationships between teach-
ers and students were personalized. As she explains, “You should be where
you are comfortable . . . the environment and teachers are better at Ekdalss-
kolan . . . students have a more special connection with the teachers and stu-
dents here, ] feel.” Positive student sentiments, like those presented above,
were frequently expressed across all four sites.’ The sense that teachers and
administrators cared, served to keep students connected and engaged.

Assessment Approaches
Complementing progressive approaches to content and delivery is a corre-
sponding approach to student assessment. The decisions about whaf to assess
have been adapted to match instructional goals. Yet each school also recog-
nizes that students are required to show certain forms of competency as dem-
onstrated through high-stakes national (Sweden) or statewide (New York)
exams in order to graduate. Consequently, the schools employ various ways of
assessing students in line with their visions, while at the same time working
to prepare students for standardized exams.

In day-to-day coursework, students have opportunities across all the
school sites to be assessed in multiple ways intended to allow them to dis-
play competency and to accommodate different learning styles, or to be more
representative of what students may find in the “twenty-first-century” world.
These multimodal assessments have included student-created video docu-
mentaries, graphic novels or other multimedia representations (Progressive,
World Citizen, and Bergslunden); classroom presentations using PowerPoint
(all four schools); laboratory experiments; portfolios; and, of course, tradi-
tional papers and exams,

Several of the schools used portfolio assessments as a way to evaluate stu-
dent progress. A chemistry teacher at World Citizen High told us:
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include issues related to lack of cultural familiasity with the testing format
(Solano-Flores 2008), language acquisition, vocabulary knowledge, timed-
testing (Amrein and Berliner 2002; Menken 2008; Solano-Flores 2008), and
stereotype threat (Steele 1997). Second-language learners are particularly dis-
advantaged when taking standardized exams; hence, time spent explicitly in
preparing students for exams can make a difference in how they perform,
regardless of their knowledge of the content being tested (APA 2012; Men-
ken 2008).

At World Citizen, for example, in a history class we observed, a quiz
incorporated questions resembling the format of questions on the state-man-
dated Regents exam (multiple choice, studying a document and answering
questions related to it, requiring the student to state an opinion with sup-
porting evidence, etc.). At Progressive, portfolio assessment is privileged
over standardized exams as a way to evaluate student competency. That said,
teachers still set aside time to prepare students for exams, generally in the
form of practice tests that are reviewed in class. Likewise, teachers at Berg-
slunden Gymnasium set aside time to give students assignments and pretests
that will help prepare them for the National Tests.

While test preparation was viewed as instrumental and important, many
teachers chafed at simply “teaching to the test.” Two English teachers at
World Citizen talked about how they tried to teach beyond the exams: ‘I
think the two of us are here to give a real kind of steroid to their literacy, so
that they can do well on all their exams. Not because all the exams are great
but because they have to pass them to graduate from high school.” Thus, the
teachers in the schools were not happy about having to use precious teach-

ing time to prepare their students for the high-stakes tests; nonetheless, they
conscientiously took on the challenge, viewing it as another learning oppor-
tunity. In addition, they sought alternative assessment strategies and taught
their students to present publicly—a skill that should serve their students

well in the world of work.

Providing Academic Supports and Enrichment Outside of Class
All four schools provide supplementary academic support in some form for
their students. In recent years, there has been a renewed interest in the rol
of after-school programming (Noam 2004). The students in several of the

schools in this study were encouraged to participate in multiple after-school

ded by the .

activities. The most common types of academic support provi
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critical for the twenty-first century—such as the ability to work collabora-
tively with others. In the following paragraphs, we describe some of the prac-
tices the four schools employ to help their students navigate the transitions to
university and the workplace.

Preparation for University Studies In both the United States and in
Sweden, there are specific processes to follow to apply and gain acceptance
to the university. These processes require what is referred to in the US litera-
ture as “college pathway knowledge,” or the tangible know-how to success-
fully navigate the process into the university. College-pathway knowledge is
often seen among the privileged dominant group as something that is “self-
evident” or “common sense,” but schools that work with immigrant-origin
youth or marginalized populations understand that for newcomer families,
especially those with no experience with higher education, how to get into a
university can be a mystery.

While both Sweden and the United States offer multiple pathways, full of
“second chances,” to higher education, the college-pathway process in Swe-
den is much more transparent and easier to follow than in the United States.
Tt is based on a point system calculated in terms of courses completed in high
school and performance in those classes as measured by the national exams.
While the process is fairly straightforward, there are nonetheless a number
of hurdles students must cross to get to a college or university. For exam-
ple, immigrant-origin students might need to learn more about the kinds of
options they have for higher education as well as about the schools them-
selves, have a clear understanding of the kinds of courses they need to take
and the grades they will need to be accepted at the school of their choice,
and get help completing the applications. Further, they need exposure to the
expectations and culture of college/university life, which may be quite differ-
ent from their personal experience.

At Ekdalsskolan Gymnasium, explicit preparation begins in the senior
year. Each student meets with one of the college counselors to discuss options
and the application process. At the beginning of the second semester, the
school holds a university fair during the school day. Universities, technical
colleges, and vocational schools from across the country send representatives
to encourage application by immigrant-origin youth. After an initial presen-
tation, the representatives disperse to classrooms, and students can choose
three different schools to check out through question-and-answer sessions. In
addition, the college counselor schedules campus visits for students, During
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outside of the guidance counselors’ office, which shows off photos and names
of alumni according to the colleges they are attending. The school provides
both group and individualized information, clearly articulating the college’s
access to the hidden “game.”

All eleventh and twelfth graders are required to take a “college prep” class,
which is run by the guidance counselors. In the class, students explore options
for their university education and learn how to complete applications, includ-
ing applications for loans and scholarships. During their junior year, the stu-
dents take a class trip to a well-known test preparation company, where they
complete surveys to identify what they are looking for in college. These inter-
ests, combined with performance information provided by the students (e.g,
grade point average), are matched by the company to universities in tiers,
ranging from “reaches,” schools where students have only a modest chance of
acceptance, to “safety schools,” where they have a high probability of getting
1. In addition, the guidance counselor gives students a list of summer pro-
grams where they can take college classes, explaining that this can enhance
their resumes and college applications. Other examples of in-class activities
include: practice filling out financial-aid applications, searching for universi-
ties, and lessons on deciding how many colleges to apply to, on writing appli-
cation essays and statements, and on procuring recommendations. Accep-
tances and rejections are shared and discussed in the more intimate setting of

the advisory program with their peers.

Formal instruction in college-pathway knowledge stands side by side
with a structured approach to providing individual support not just to the
student but to the parents as well, involving explicit instruction in college-
pathway knowledge and tangible help while fully engaging them in the pro-
cess. This approach also begins in junior year. A guidance counselor mects
with every eleventh grade student and his/her parents for thirty minutes in
the spring to discuss the application process/questions/next steps/how to
choose a college. One guidance counselor we interviewed explained that
immigrant parents often want their children to go to big-name schools. But
he also noted that Hispanic parents probably knew less about the process
and the names of schools than did Asian parents, who scemed to enjoy bet-
ter exchange of college information across socioeconomic class lines (Louie
2004). Thus, he confided that he strove to focus particular energies to help-
ing lower-income immigrant families. He also told us that while it was often

difficult for immigrant parents to come in to see him during the workday,
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student. At the forefront is the need to develop both the social and academic
language of their new country while mastering the content knowledge neces-
sary to be successful in the new society. Most graduation pathways are quite
unforgiving of the five to seven years it takes for most students to develop the
academic language to the point of competitiveness with native peers (Cum-
mins 2000; Hakuta, Butler, and Witt 2000). This is the level of language
competence required to be competitive on a timed multiple choice test, write
awell argued essay, or confidently join in a class discussion. Thus, immigrant
students often are tracked into non-college-bound courses, falter in confi-
dence, and fall behind their nonimmigrant peers (Menken 2008; Ruiz-de-
Valasco, Fix, and Clewell 1998; Sudrez-Orozco et al. 2008).

Further, it is important to keep in mind that immigration is a stressful event
(Falicov 1998; Sudrez-Orozco 2005), which removes youth from predictable
contexts while stripping them of significant social ties (Suirez-Orozco et al.
2008). Many have been separated from their parents for protracted periods of
time and may face emotionally complex reunifications (Suirez-Orozco, Todor-
ova, and Louie 2002). Immigrant children must contend with the particular
acculturative challenges of navigating two worlds (Berry, Phinney, Sam, and
Vedder 2006). They are often asked to take on responsibilities beyond their
years, including sibling care, translation duties, and advocacy for their fami-
lies (Faulstich-Orellana zoo1), which at times undermine parental authority.
These often highly gendered roles may have both positive and negative conse-
quences for development (Smith 2002; Sudrez-Orozco and Qin 2006). Chil-
dren of immigrants also face the challenge of forging an identity and develop-
ing a sense of belonging to their new homeland while honoring their parental
origins (Sudrez-Orozco 2004). This acculturative stress has been linked both
to psychological distress (APA 2012; Garcia-Coll and Magnuson 1997) as well
as to academic problems (Suirez-Orozco and Suarez-Orozco 1995).

Thus, we examined particularly innovative and promising practices that
served to ease the emotional and linguistic transitions of newcomer and sec-
ond-language learners at two school sites: World Citizen High School, which
serves only newcomer immigrant youth, and Bergslunden, whose dedicated
second-language-learners team gave the researchers full access to their work
and their program. These schools employ the following innovative strategies
t0 address both the academic needs of newcomer youth as well as their accli-

mation to their new environment: (1) support in helping students navigate the
cultural transition to the new country; (2) support for students who had gaps
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independent as possible and to constructively seek help from peers. A math
teacher at World Citizen High School said:
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SIFE students receive the same supports

and more. Particular emphasis is placed on literacy, Typically, these students
take longer than the standard four years

to graduate from high school—often
stretching to seven years, With the right amount of scaffolding, the daunt-
ing tasks of learning a new language, acquiring literacy, mastering content
knowledge of a new culture, accruing graduation credit courses, and passing
high-stakes tests are achievable for many students who would have given up
in another setting.

provided to other newcomer students
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mmins, Brown, and Sayers 2007; Hakuta, Butler,
and Witt 2000; Thomas and Collier 2002). Students with limited literacy in

their native language will need further time to solidify their academic skills

in a new language. An English teacher at World Citizen High School voiced
this as one of the challenge

s that teachers face on a regular basis;

We have students who are reading at grade level in English and they have
only been in the country for three or four years. And, we have students who

still struggle with basic spelling and sentence com
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meceting their needs well with content that still is interest-
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A teacher in Bergstunden Gymnasium’s newcomer program offered a similar

observation:

Some immigrant students succeed, but some need more time [to learn
Swedish, English, or Math]. For example, those who come from Bosnia
or China have usually been in educational systems of high quality that are
comparable to Sweden and can be prepared in one or two years. But other
students, like those from Afghanistan, who have grown up during wartimes
when the schools were closed, come needing far more time to prepare to
take the National Tests. . . . There is a general expectation that we can pre-
pare all students in one base year. . . . [but] the needs of our students vary.

Thus, immigrant students entering upper secondary schoals with little back-
ground in the language of instruction require systematic and effective long-
term curriculum plans for language education. Unlike schools in Sweden,
schools in the United States typically do not have systematic or consistent
bilingual or second-language acquisition policies and practices; this lack
places ELL students ata disadvantage.

Second-language instruction is most successful when learners are placed
into a progressive and systematic program of instruction that first identifies
their incoming literacy and academic skills (Christensen and Stanat 2007).
Research shows that consistency of instruction is essential for students as
frequent transitions place them at considerable disadvantage (Géndara and
Contreras 2008). Second-language learning is most successful when high-
quality second-language instruction is provided with continued transitional
academic supports—like tutoring, homework help, and writing assistance—
as the language learners integrate into mainstream programs (Christensen
and Stanat 2007). In order to ensure a smooth transition between grades as
well as the continual development of skills, teachers need to both understand
and conform to the instructional model ascribed to by the school or district
(Sugarman and Howard 2001). Further, assessment of skills growth should
be done annually using portfolio assessment as well as testing in order to
measure progress and adjust interventions (Christensen and Stanat 2007). In
Sweden, these supports are consistent with government policy; we also found
these supports available at World Citizen High School though they are cer-
tainly not the norm in US public schools.
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t 2 y limited atten-
Izn;{ :Saacadtiné; second-language acquisition in content areas (Augu:t T:d
Student:?:?l" amot and O’Malley 1994; Garcia 1993). It is a challenge for
srud © learn content across the academic disciplines while at the sa
e acquiring new language and literacy skills, and it poses an instructi mi
((:) ’;/I eillge to m:ug teachers as well (August and Hakuta 1997; Chamotlom:i
alley 1994; Garcia 1993; NCES 1 ' -
Mal : ; 999). The teachers at World Citi
I-?\g}l‘; n'lldpar.tl'cular were able to draw on the rich experience of (t)}l;e n(i:rzcﬁ
:ligor or. tC1t}1l.zen schools. The network had developed a well-thought oourt
ous teaching approach with an s
e e excellent track record of success over its
A meator teacher at World Citizen \High School explained the school’s

guage

}’ou bring in articles about the topic you're covering. . ., Teach them expli
itly how to summarize, and what it means to summarize, what it mea:slfc:
pa-mphmse. .- - We explicitly teach, what does it mean to analyze some-
thing. We go over the steps for different ways you can analyzcyin diff c
ent content areas. Sometimes different teachers in the team would sa hcru
want to target this word . . . it's a skill, it's a process-type word anj :hey
need to know what it means, so we'd all do it in our classes , And M
iound that when we ALL do it, and we all show them how to'l;s.e'it iI:1 d"v:
he:ent ;ontent- :1.reas, in different content, they are able to get it better Butl it
w:::»g; :ng::c;:ly; tta:.;L gnl:it, th; ;;e bstrxdy%ng this now. And tell them how
: ring it int i

word so they keep seeing it. . . . Tons of \ﬁ'iting,ot:?]: :)efs :::s:::itn?mcumr

All teachers i
. -
. fs in the World Citizen network receive extensive training in lan
-in i ,
cmii cure.nmre cu:;culum, where language learning is embedded across the
ricu e . ..
um. VVriting 1s not simply an activity for language-arts classes
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Students arc pushed daily to write and use their developing language skills in
every class.

A twelfth-grade math teacher stressed the importance of pushing the
second-language learners to be constantly writing in every class as a way to
develop their new language skills. Notably, teachers push kids to write in
essay format in preparation for their transition to college. Thus, second-lan-
guage instruction is embedded across every subject in every possible learning
opportunity throughout the high school experience. In this way nothing is
taken for granted, language learning is constantly reinforced, and students
are explicitly prepared for college entry.

Language-Learning Accommodations

At World Citizen High School students are encouraged to use their first
language to help them learn the second language, even if others don't know
their mother tongue. Informally, students are encouraged to translate for
the newest immigrants, read and write in their first language during silent
reading times, and carry bilingual dictionaries, but gently prodded toward
English over time. The mother tongue is thus used strategically to aid
the development of the new one. As one teacher at World Citizen High
explained: “We encourage our kids to continue to develop their native lan-
guage. [We encourage this] because we belicve it develops the second lan-
guage and it [acknowledges that] the base is the native language, and . . . it
becomes so much more difficult to build their second language if there is no
foundation. So because we encourage our kids so much, our kids feel free to
speak whatever language they speak.” Examples of the use of first languages
are commonplace at World Citizen and Bergslunden. At World Citizen,
after one small-group assignment, students were told to assess their group
with a twist; they had to answer questions such as “What worked well in
your group?” and “Whe made the group work particularly successful?” On
one side of a sheet of paper, students first had to translate the questions
into their native language; on the other side, they answered the questions
in English. At Bergslunden, second-language learners are not only encour-
aged but expected, during Problem-Based Learning assignments, to write
key concepts in both their first language and Swedish. Teachers encour-
age and expect individual students to maintain first-language fluency. The
tolerant attitude facilitated by Bergslunden teachers has had an unantici=
pated, yet welcome consequence. The diversity of language backgrounds
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n addition to the use of fir '
. st languages as 2 teach; .

- /1
:i:th/::::‘;h gr'adc m'atth teacher shared her strategy fornrgnaZ:lﬂmg ooh 2
fi Ras keeping up and understands: “I think it he| o that

ve minutes before the end of the class elps if I spend
]

o, v e reading the question, or the writing
m...and have them talk amongst themsel
ves to

;)t, and have other kids translate for the ones
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Implications for Policy and Practice

Immigrant-origj i

WhiChgarr;t :{:‘fll’; :::idzntl:)s bring a myriad of challenges to the classroom

B e (o :}:nd We ) y the late‘ twentieth-century climate of school’

e and clm' 2004), which has had a series of unintended con-

B ™ Ppopulation. Clearly there are no facile solutions to the com-
§ facing many of these students. The four schools examincd?n
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this chapter, however, exemplify beacons of opportunity. Our multiple-case
research strategy revealed a number of common denominators of promising
practice.

Many of the principles essential to serve immigrant students, highlighted in
this chapter, are simply sound educational practice. At the very core is 2 conflu-
ence of rigorous standards and high expectations coupled with a “pedagogy of
care” (Noddings 2003). Rather than taking a remedial approach, this education
is preparatory in nature. Rather than an education that is good enough for “other
people’s children” {Delpit 2006), it is an education that one would be happy to
see provided to one's own children. Further, the education is framed within an .
ethical, relational, caring context. These principles, we would argue, are sound '
canons of pedagogy to serve all students, whether or not of immigrant origin.
In addition, the schools described here provide an added layer of services that
address the specific needs of students from immigrant families.

Preparing Students for the Twenty-First-Century Global Era
More than ever before, education in the twenty-first century requires the
development of higher-order cognitive skills in order to be able to engage
with the marketplace realities of our global era (Bloom 2004; Sudrez-Orozco
and Qin-Hilliard 2004). However, the educational practices we presented in
this chapter are not limited to providing students with skills for the market-
place. Teachers diligently work to prepare students for life in general, regard-
less of whether they are interested in going on to college or taking other pro-
fessional paths.

The four schools we studied are rich with innovations that allow youth to
develop the ethics, skills, sensibilities, and competencies needed to identify,
analyze, and solve problems from multiple perspectives. These schools nur-
ture students to be curious and cognitively flexible, and to synthesize knowl-
edge within and across disciplines (Gardner 2004; Schleicher and Tremley
2006; Suirez-Orozco and Sattin 2007). The schools have an explicit agenda
to prepare their students to successfully navigate in a multicultural world
and impart skills deemed essential not merely to survive but to thrive in the
global era (Bloom 2004; Gardner 2004). These promising schools put rigon
relevance, and relationships (Gates 2006) at the core of their pedagogy. What
we found in them was the standard of rigor that we would hope for our ownl.
children. Unfortunately, however, rather than featuring such preparation.
agenda, all too many schools serving immigrant-origin youth, like schools
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Pimentel, and Martin 2009). The educational enterprise is characterized by
reciprocal interactions between teachers and students, in which teachers sce
their own destinies linked to the success of their students (Dance 2002).

In the schools we have highlighted, we saw students reflected daily in
the eyes of their teachers. In addition, these promising schools all have faced
head-on the specific challenges that immigrant-origin students bring to
schools that must operate within citywide and nationwide contexts of some-
times-heedless school reform. In this chapter, we pointed toa number of fun-
damental ways by which accommodations were made for newcomer immi-
grant students and second-language learners, providing them the opportu-
nity to catch up with their native-born peers. These efforts include assisting
immigrant-origin students in making psycho-social and cultural adjustments
during their initial transitions. They also involve tangible aid to make up gaps
in interrupted schooling. Further, these schools provide a series of language-
based accommodations while the academic language of the new land is being
acquired.

Though we have found most teachers and other school officials at the
four schools eagerly engaged in the implementation of the preparation
agenda, there are still challenges and obstacles to be overcome. For exam-
ple, the needs of immigrant students and the expertise of their teachers,
which are central to the preparation agenda, are not the ultimate arbitra-
tors of pedagogical practices and curriculum content. Instead, due to the

requirement that schools conform to standardized and/or national test
regulations, it is the state/nation-centered testing mandates that have the
final word. Even worse, the tests are not designed with the unique needs
of second-generation or newly arrived students who are second-language
learners in mind (APA 2012; Menken 2008). The demands of these stan-
dardized tests interrupt and hinder teacher efforts to achieve the goals of
the preparation agenda.

Successful schooling that encompasses a preparation agenda is not
facilitated by standardized examinations, which privilege superficial
knowledge, skills, and competencies. Successful schooling goes “beneath
surface meaning, first impressions, dominant myths, official pronounces
ments . . . to understand the deep meaning, root causes, social context,
ideology, and personal consequences of any action . . . text, subject mat=
ter, policy, mass media, or discourse” (Shor 1992, 129). A preparation

agenda relies upon ethical and dialogical pedagogical processes berWees
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The Swedish Government mandated, via “Propositionen om vaifrihet och fristi-

ende skolor (Prop. 1991/92:95)" that students had a right to choose clementary and

secondary schools.
Due to language constraints and the school 2

gram was not included in this research study.
about this project while holding follow-up

ing of 2008 and thought it typical of the

dministrators’ preference, this pro-
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-Janguage teachers invest in integrating language and content,
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effort that second
We should note, however,
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with teachers.
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