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In 1976, presidential candidate Jimmy Carter acknowledged that as a country “We become not a melting pot but a beautiful mosaic.  Different people, different beliefs, different yearnings, different hopes, different dreams.”   With nearly one million immigrants entering the United States each year, the mosaic is cracking in a political debate over border control, legal versus undocumented entry, national security, and the associated costs of educating new Americans.  Reflective of that greater community, today’s classroom has become a microcosm struggling to foster a shared civic culture while categorizing and reporting those differences.
Fundamentally, the landmark Supreme Court case Brown v. Board of Education of Topeka (1954) recognized the inherent role of an educational system in promoting and sustaining the American republic.  In the court’s decision, Chief Justice Warren asserted that: 

Today, education is perhaps the most important function of state and local governments. Compulsory school attendance laws and the great expenditures for education both demonstrate our recognition of the importance of education to our democratic society. It is required in the performance of our most basic public responsibilities, even service in the armed forces. It is the very foundation of good citizenship. Today it is a principal instrument in awakening the child to cultural values, in preparing him for later professional training, and in helping him to adjust normally to his environment. In these days, it is doubtful that any child may reasonably be expected to succeed in life if he is denied the opportunity of an education. Such an opportunity, where the state has undertaken to provide it, is a right which must be made available to all on equal terms.
            Beyond the equality of opportunity, the Congressional No Child Left Behind Act (2002) addresses the academic achievement of the disadvantaged.  The stated purpose of the legislation is to “ensure that all children have a fair, equal, and significant opportunity to obtain a high-quality education and reach, at a minimum, proficiency on challenging State academic achievement standards and State academic assessments.”   By meeting the needs of low-achieving students, the intent is to close the achievement gap between minority and non-minority students, and between disadvantaged children and their more advantaged peers.  The federal mandate has focused national attention on program development and instructional strategy to support the teaching, learning, and testing of defined student subgroups.  The subgroups include students categorized by race and ethnicity, disability, limited English proficiency, and/or economic disadvantage. 


Significantly, attention has been directed at educating non-English speakers as the number of immigrants living and working in the United States increases.  In the 1990s between 14 and 16 million immigrants entered the country, an increase from 10 million during the 1980s and 7 million during the 1970s.  The 1990’s immigration wave exceeded those of any decade in the nation’s history.  Whereas legal immigration ranged from 700,000 to more than 1 million people yearly during the 1990s, estimates of undocumented migration added another 500,000 foreign born each year in that decade.  The trend continued from 2000 through 2004, as the foreign-born population increased by over a million a year (Capps, Fix, Murray, Ost, Passel Herwantoro, 2005).

Immigration policy in the United States is a federal responsibility; however, the effects are felt most profoundly at the local level where immigrants live.  Consequently, immigration has become a political tightrope stretched between the federal and state / local governments.  
The tension between the state and federal roles in the education of immigrants was captured in 1982, when the U.S. Supreme Court struck down a state statute denying funding for public education to children who were unauthorized immigrants.  The ruling in Plyer vs. Doe, 457 U.S. 202, determined that children are entitled to an education regardless of their immigration status.

Public education is unlike any other public benefit because of the role it plays in sustaining our political and cultural heritage.  Because of Plyer vs. Doe, unauthorized immigrant children have the same right as U.S. citizens and legal permanent residents to receive a free public education.  (Santiago, pp. 1-3)
Faced with tightening budgets, both large and small school systems are recognizing the economic impact of per-pupil expenditures necessary to bring a student with limited English skills to average performance levels - calculated at an additional $10,000 per student (Camarota, 2001).   

A 2005 study analyzing U.S. immigrant elementary-age student population in the year 2000 revealed that over half of the students were born in Latin American (primarily Mexico) or the Caribbean.  The remaining foreign-born elementary students were from Asian countries (25%); Canada, Europe or Australia / New Zealand (17%); and Africa (4%) (Capps, et al., 2005).

“About three-quarters of all children of immigrants and foreign-born children in elementary school were Asian or Hispanic in 2000.  Fifty-three percent of children of immigrants and 51 percent of foreign-born children were Hispanic; 18 percent of children of immigrants and 24 percent of foreign-born children were Asian.  By 2000, immigrants represented one in nine of all U.S. residents, but their children represented one in five of all children under age 18” (Capps, et al., 2005, p. 5).
The study also documented that two-thirds of all immigrants, as well as 69% of all elementary school children of immigrants, resided in California, Texas, New York, Florida, Illinois, and New Jersey – states with the largest populations.   California had the highest percentage of children of immigrants in both PK to 5th grade (47%) and 6th to 12th grade (46%).  Nevada, New York, Hawaii, Texas, Florida, Arizona, New Jersey, Rhode Island, and New Mexico recorded above the national average of 19% (Capps, et al., 2005).
Though it is not uncommon for some large urban districts to have as many as 80 to 100 different languages represented among their students, smaller communities and rural districts throughout the United States are calculating the cost associated and the preparation required to meet the needs of a changing non-English speaking student population (Bell, 2004).
As a point of demographic illustration, the geographically-large State of Idaho had an estimated population of 1,429,096 in 2005, which was an increase of 33, 956, or 2.4%, from the prior year and an increase of 135,140, or 10.4%, since 2000. Immigration from outside the United States resulted in a net increase of 14,522, and migration from within the country produced a net increase of 61,273 people.  From 2004 to 2005, Idaho was the third-fastest growing state, surpassed only by Nevada and Arizona.  The 2000 Census recorded 4.9% of the state’s population was foreign born with 18.8% from Europe, 12.6% from Asia, .9% from Africa, .8% from Oceania, 7.1% from Canada, and 59.8% from Latin America (Grantmakers Concerned with Immigration and Refugees, 2007).  Consequently, individual school districts in Idaho include a classroom student population that ranges from zero to over 50% Hispanic, with many identified as non-native English-language learners (Idaho State Department of Education, 2007).
In their 1997 Report to Congress “Becoming an American: Immigration and Immigrant Policy,” the U.S. Commission on Immigration Reform (USCIR) identified that 

Immigrant children often come from countries with customs, traditions, and social and governmental structures that differ from those they encounter in the U.S.; some have little or no formal education and no understanding of the American school system; some arrive

with personal experiences of trauma and war; many older children come from countries where school ends at a younger age; many experience lengthy delays in being mainstreamed into regular English speaking classes; and some do not receive appropriate-level instruction in other academic subjects while they are learning English. (p. 37)

The report punctuated the difficulty associated with transitioning foreign-born children into U.S. schools.  Likewise, the research findings of Capps, Fix, Murray, Ost, Passel and Herwantoro (2005) added that “most immigrant parents do not have high school degrees; many have less than a 9th grade education.  Low parental education may inhibit immigrant parents’ school involvement, ability to help children with homework, and understanding of their children’s and school’s performance” (p. 23).
Classrooms with immigrant students who cannot speak English and have little knowledge of American culture present a challenge to the overall educational system.  Yet, the responsibility for integration and educating newcomers is, as it always has been, faced by the school district and tackled by the classroom teacher.  
In the 2000 revision of the Unit Standards for Teacher Preparation, the National Council for Accreditation of Teacher Education (NCATE) cited the importance of preparing teachers to apply the knowledge, skills, and dispositions necessary to help all students learn.

America's classrooms are becoming increasingly diverse; more than one-third of the students in P-12 classrooms are from minority groups. The families of an increasing number of students are immigrants, many with native languages other than English and from diverse religious backgrounds. Growing numbers of students are classified as having disabilities. At the same time, minority teachers are less than 15 percent of the teaching force. As a result, most students do not have the opportunity to benefit from a diverse teaching force. Teacher candidates need to develop proficiencies for working with students from diverse backgrounds and with exceptionalities to ensure that all students have the opportunity to learn. Regardless of whether they live in areas with great diversity, candidates must develop knowledge of diversity in the United States and the world, dispositions that respect and value differences, and skills for working in diverse settings (NCATE, 2000).
NCATE (2000) reiterated the importance of preparing “educators who can help all students learn and who can teach from multicultural and global perspectives that draw on the histories, experiences, and representations of students from diverse cultural backgrounds.” 


For the practitioner this means knowing from where your students come and being familiar with the history that each brings into the classroom.  “These students bring cultural, political, social, economic, and linguistic diversity with them.  These differences are often the source of stress and grave misunderstanding among groups” (Thomas-Clark, p. 1).  
For the school district, this manifests in curriculum that is multicultural in design, diversity-sensitive in selection, and educational programming that is inherently cognizant of individual student growth versus the reporting of subgroup academic proficiency.  Additionally, in recognition of the diversity that exists in the classroom, multicultural units should be integrated throughout the curriculum and avoid what JoAnn Parla (1994) refers to as a “tourist approach.” 
“Multicultural education is a method of education and instruction geared toward building consensus and respect within racial groups… (and) seeks to validate by incorporating the experiences of students and their families in the education process” (Thomas-Clark, p. 1).  


The concept of multicultural education recognizes that equal opportunity for learning should be available to all students without regard to gender, race, social class, or ethnic background, and that the efforts toward achieving this goal are never abandoned.


In “Educating Teachers for Cultural and Linguistic Diversity,” JoAnn Parla (1994) asserts that the purposes of multicultural education include:

1. Enhancing higher-order thinking and problem solving skills to increase academic performance of all students;
2. Increasing awareness and knowledge of the history, culture, and perspectives of all ethnic and racial groups in the United States, and eventually, the world;
3. Enhancing students’ self-esteem, self-awareness, and identity; 

4. Promoting the valuing of cultural differences so that they are viewed in an egalitarian mode rather than in an inferior/superior mode.  To identify differences, commonalities must be identified; and
5. Developing an understanding of the multicultural nation and interdependent world (p. 2).

In her work Parla also includes J.A. Banks’ six stages of ethnicity.  Culminating with Globalism and Global Competency, Banks identifies a progression from the understanding of self-identity to the ability to relate to others.  “Effective educational programs should help students explore and clarify their own ethnic identities.  To do this, such programs must recognize and reflect the complex ethnic identities and characteristics of the individual students in the classroom” (Parla, 1994, p. 3).

Although the demographics of many American classrooms are changing, some school districts still have limited opportunities to work with culturally and linguistically diverse groups.  Further complicating the intent of multicultural education are the  
… entrenched stereotype attitudes of teachers who are ill-trained and emotionally ill-prepared to implement the necessary measures.  To achieve the goals of multicultural education, teachers seek to reduce fear, ignorance, and disinterest.  This is only achievable if teachers and students face conscious and unconscious expressions of racisms and ethnocentrism. (Thomas-Clark, p. 2)

Citing Banks’ work, Parla (1994) suggests that when teachers “affirm this diversity as part of the American mosaic … it is enlightening for them to realize global perspectives and, hence, increase their world view” (p. 4).

The 2006 report “Education for Global Leadership: The Importance of International Studies and Foreign Language Education for U.S. Economic and National Security” by the Committee for Economic Development advocated “To have a citizenry that is knowledgeable of world regions, global issues, foreign cultures, as well as conversant in other languages, we will need to strengthen the curriculum of the K-12 education system as well as that of our colleges, universities, and professional schools” (p.25).                                                                                                                                   

Such reform, heralded by the Asia Society and their sponsorship of the States Institute on International Education in the Schools, has been evidenced in the call for internationally-themed schools.  One such in Nampa, Idaho, opened in August 2007 as a dual-language magnet school with half English speakers and half Spanish speakers immersed in a Spanish language classroom for the year.  “The goal, say school officials, is to end with a bilingual and bicultural class of students . . . All students will have experience with English, which is taught for about 45 minutes a day.  English-as-a-second-language students will use a program called Avenues, which includes reading and oral speaking.  Spanish-speaking students will also pick up English from other kids in the class and from the world around them.  Understanding other subjects in their native language also will help them be stronger academically” (Ashwill, August 29, 2007, p. 2 Main). 

More reflective of an integrative model for newcomers, the Nampa school is attempting to provide an educational opportunity for non-minority students that recognizes the contribution and presence of a growing minority culture. Located in an Idaho county that is approximately 20% Hispanic, the school-age population mirrors the regional demographics.

However, the No Child Left Behind Act is likely to promote programmatic changes for limited English-proficient students as “the law may alter language programs and produce an increased focus on rapid English acquisition.” (Capps, et al., 2005, pp. 1-2).
Criticized as a largely unfunded federal mandate, the No Child Left Behind Act has also drawn attention to a broader financial obligation to fund English instruction.   Providing opportunities for enhancement of English skills at a level necessary to pass a citizenship test and become an active civic participant carries a staggering price tag, estimated by the non-partisan Migration Policy Institute, of almost two billion dollars for legal immigrants with an additional $2.9 billion for illegal immigrants (Brulliard, 2007, p. 1).
The 2007 Migration Policy Institute report argues that English proficiency of immigrants is “the most important integration challenge” for the United States, and that the overall payoff is well worth the cost in terms of higher salaries and tax contributions, less dependency on government social programs, and increased economic prospects for the next generation.  “Given global economic competition and the stagnant growth of the native-born labor force, spending on English instruction should be seen as an investment” (Brulliard, 2007, p. 1).

An immigrant labor force is essential to the U.S. economy and its cultural contributions have enriched our society.  “Regardless of how these immigrants come to be here, their children virtually always make the United States their home” (Higgs, 2005, p. 5).
English proficiency has traditionally been the goal of immigrant education, achieved through a bilingual education program or English as a Second Language.
“Bilingual education is a method used to teach language-minority students in public schools.  The concept is that teaching English Language Learners (ELLS) partially in the native language will enhance their understanding of the curriculum and help them succeed in an otherwise English-based environment.  The hope is that once ELL students are fairly proficient in English, they can continue their education in classes with their English-speaking peers” (Education Commission of the States, 2007, p. 1).
The roots of today’s bilingual education programs lie in the 1968 Congressional Bilingual Education Act (Title VII).  This act requires schools to provide equal education opportunities for non-English speaking students and establishes enforcement through the Office of Civil Rights.

Few public school teachers, however, are adequately trained to fulfill this commitment.  “Only 30 percent of public school teachers instructing ELL students have received training for teaching such students, while fewer than 3 percent of teachers have earned a degree in English as a Second Language (ESL) or bilingual education” (Bell, 2004, p. 2).  In addition, the demand for ELL classes exceeds availability even though 1.8 million immigrants are being served annually (Schwartz, 1997).
Typically, in an English as a Second Language program, the instruction is in English to students of various languages with limited (or no) use of the students’ native languages.  “Usually ESL is taught during a specific school period, and students are involved in other mainstream, immersion or bilingual classes during the day” (ESC, 2007, p. 1).
The “Idaho Statesman,” Idaho’s main newspaper, reported that “Boise has seen a surge in refugee arrivals since May (2007) … 1,305 refugees have arrived in Boise; 123 are from Burundi but have been living in refugee camps in Kenya for 15 years or more…new ELL students include several Spanish speakers, a fifth-grader newly arrived from China and young children from Burundi and other African countries.  They go to class with their English-speaking peers. ‘The current practice is you drop them in, into total immersion’” (Allen, August 28, 2007, p. 2Main).
Though the students are“dropped in” for language immersion, according to the General Accounting Office’s February 2001 report, English proficiency for non-native speakers requires four to eight years of study (ECS, 2007).
The contributions of these immigrant children to American society should not be overlooked.  In a 21st Century global economy, a multilingual workforce is a valuable resource, and the interaction among cultures within our borders provides the United States with an equally valuable tool in the world market.  If given the opportunity to gain proficiency in the English language, immigrant students are generally academically motivated and accomplished (USCIR: Becoming American, 1997).

The success of the United States as a multiethnic nation is due chiefly to its large-scale immigration.  According to the 1997 report “Americanization and Integration of Immigrants,” by the U.S. Commission on Immigration Reform, the following truths constitute the distinctive characteristics of American nationality:
· American unity depends upon a widely-held belief in the principles and values embodied in the American Constitution and their fulfillment in practice: equal protection and justice under the law; freedom of speech and religion; and representative government;

· Lawfully admitted newcomers of any ancestral nationality – without regard to race, ethnicity, or religion – truly become Americans when they give allegiance to these principles and values;

· Ethnic and religious diversity based on personal freedom is compatible with national unity; and

· The nation is strengthened when those who live in it communicate effectively with each other in English, even as many persons retain or acquire the ability to communicate in other languages (p. 1).

The Declaration of Independence states that all individuals are created equally and as such have inherent rights to life, liberty, and the pursuit of happiness.  The United States Constitution identifies that the role of government is to ensure these rights.  The idea that diversity will lead to ethnic division need not be feared in a country where individual rights take precedence over those of the group (USCIR: Americanization and Integration of Immigrants, 1997).
Today’s America is, and will continue to be characterized by ethnic and linguistic diversity…Perhaps the best place to see the future demographics of America is in our classrooms.  To meet the challenges ahead, it will be necessary to do more than educate our diverse immigrant populations.  We must prepare all students to deal competently with the world both inside and outside our shores.  Failure to do so will result in a diminished ability to foster the communication among our citizens that is essential to maintaining our civic culture (Committee for Economic Development, 2006, pp. 10-11).
Beyond any pragmatic discussion of the impact of an immigrant population on economic prosperity and national security, integrating and educating newcomers speaks to a core value in the American educational system.  “Ask immigrant children about school and they are likely to tell you, ‘School is great, school is my future, school is my life’” (Coeyman, p. 3).                                                                                                 

In an 1874 speech to the British House of Commons, Benjamin Disraeli reminded his countrymen that “Upon the education of the people of this country the fate of this country depends.”   We would be well reminded that the fate of the United States is one that will be shared by all – refugee, immigrant, and citizen alike.  Though striking in their individual differences, the tiles will continue to create but one American mosaic - most visible in its classrooms.
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