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INTRODUCTION
Last semester I had the great honor to work with a third grader who had recently
migrated from Mexico.

Upon her arrival to Michigan, she was placed in a traditional

third grade classroom.

When I first met her, she could not comprehend what was

occurring in the classroom and was simply mimicking the actions of the other students.
She never spoke aloud or participated in the classroom activities.

It became my job, as

her reading tutor, to help her bridge the gap between what she had learned in her native
language and what she was now being expected to learn in English.

Yet, how could I

reach this student, a student whose native language I did not speak or understand?
The purpose of my thesis, an investigation of the education of multiliterate
students, is to provide teachers with selected background knowledge about second
language learners and strategies that enhance the learning process of English as a second
language for students within traditional classrooms.

Through the review of literature, I

will also identify the four stages of language development and cultural adaptation that
these children experience, along with listing several effective teaching strategies for each
stage of development, discuss key principles in the field of ESL, introduce the idea of
using real-time inquiry in lesson planning and evaluation of ESL learners, and identify
several ways to foster multiculturalism within the classroom.
Throughout this paper I will refer to these students with the abbreviations of
ESL/ELL.

These abbreviations both refer to someone who is learning English as a

second language. ESL is the abbreviation commonly used for English Second Language,
while ELL is the abbreviated version of English Language Learners.
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RATIONALE FOR THESIS
Why is the literacy education of the ESL/ELL important to us?

According to

results obtained from 1990 census data, there were 42,791,000 students enrolled in
elementary and secondary schools in the United States.

During the 1991-1992 school

year, approximately 6% of those students were language minority students; that is,
students who are in the process of learning English as a second language. Furthermore,
according to data from the 1993-1994 Schools and Staffing Survey, "forty-two percent of
all public school teachers (had) at least one ELL in their classes" (Ernst-Slavit, Moore,
and Maloney, 2002, p.117.)
In addition to these findings, census 2000 data indicated that the total number of
foreign-born children enrolled in elementary (not including kindergarten) and secondary
schools throughout the United States was 2.6 million (Ernst-Slavit et aI., 2002). ErnstSlavit and other researchers (Grant & Wong, 2003) have estimated that this number
would increase to over 12 million students if we were to include children who were born
in the United States to foreign-born parents. Although not all students from these figures
would be ESL students, a large number of them are likely to be. These figures suggest
the imminent reality that all teachers, at some point during their career, will have at least
one of these students within their classrooms.
What Does This Mean for Educators?
First and foremost, educators need to find out who their students are. As I
mentioned earlier, ESL students may be very different from other learners in their
background, skills, and past experiences. Some of these students will arrive in the United
States having come from war-torn countries or areas of natural disaster where attending
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school on a consistent basis was an impossibility.

These children will need a lot of

support and instruction in order to adapt to the pace demanded of them.

Still other

students may have attended school regularly and have a large knowledge base upon
which to build (Ernst-Slavit et aI., 2002).
The resources and needs individual students bring are therefore likely to be very
different.

It is imperative that we find out who our students are and where they come

from before we can begin to appreciate the resources they bring to the classroom and to
completely understand their needs.
It is also important that today's educators are able to identify the four stages of
language development and cultural adaptation that these children experience, to use the
process of inquiry to revise and adapt their lesson plans and curriculum, to advocate for
change in the education of the ESL students, and to foster multiculturalism within their
classroom.

REVIEW OF LITERATURE
Learning Needs of the ESL/ELL
While ESL students may be very different from traditional students they all have
similar learning needs. However, ESL students also need to maintain their first or native
language.

Studies conducted in 2003, by Schwarzer, Haywood, and Lorenzen, point to

the fact that the more the child's native language is supported within the classroom, the
more these students are able to achieve academically in the second language. They also
need to begin building up their oral English language skills and start acquiring reading
and writing skills, all in addition to the various, state-mandated curriculum.

4
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Some multicultural students will have other needs that make the task of learning
English more difficult. For example, students whose first language is Chinese or Arabic,
are not always familiar with the Latin alphabet (Ernst-Slavit, et aI., 2002). Their writing
system may be completely different; the language may be written from right to left and
top to bottom; letters may be written to extend both above and below the line; or letters
may not be joined and punctuation not always precise. For many of these students, the
transition to the Latin alphabet will become an additional source of confusion (ErnstSlavit et aI., 2002).
Some ESL students may come to the United States having attended school
regularly, and they will bring with them a large repository of literacy skills and content
knowledge in their first language.

In 1989, Cummins found that it is likely that these

students will have an easier transition into an academic setting than students who may
come from a war-torn country or from a natural disaster area where schooling was not
always available or accessible.

Many others will belong to low-income families, even

though some of their parents may have been highly educated in their own country and
may have once held professional positions.

Four Stages of Language Development and Cultural Adaptation
In the sections above, I mentioned briefly the importance of identifying the four
stages of language development and cultural adaptation that have were identified by
educational researchers, Ernst -Slavit et aI., in 2002. They include:
production.

2nd Stage,

Early

Production;

3rd Stage,

Speech

1st Stage, Pre-

Emergence;

4th Stage,

Intermediate Fluency.
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In addition to being able to identify the four stages, Ernst-Slavit et ai. (2002) urge

us to remember that students acquiring a second language are usually involved in a
predictable pattern of both linguistic and cultural processes. The ability to determine the
stage the student is passing through and what strategies are effective in a given stage can
provide both teacher and student with a means of communicating effectively at any point
in the language-acquisition process.
They remind us to remember that the duration of each stage will vary according to
the student's age, language background, proficiency in the first language, individual
personality, and motivational factors, among other things. This means that some students
might be able to progress through all four stages within one year, while other students
may need as much as two years before reaching the second stage.

Individual factors

including personality, motivation, reasons for leaving the homeland, socioeconomic
status, language, and cultural backgrounds can greatly influence a student's response to
the stages (Ernst-Slavit et aI., 2002)
In the following sections I will briefly summarize the four stages of language
development and cultural adaptation that Ernst-Slavit et ai. identified and defined in
2002, along with listing several of the teaching strategies that they recommended

to

accompany each individual stage of development.

Stage One: Pre-production
What are the characteristics of the students? During the first stage of learning a
second language, the child communicates with hand gestures, actions, or simple phrases
such as "no, thank you" or "I don't know." The child listens and watches other students
carefully, trying to learn information about their new school system such as what is
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considered acceptable behaviors and how do the other students sit, stand or address the
teacher. All of this requires a lot of concentration cognitively, and the child may appear
withdrawn, confused or distracted as they try to make sense of all they are observing.
While often misinterpreted by teachers as an unwillingness to participate, ErnstSlavit et al. (2002) found that the silent period plays a crucial role in language acquisition
and cultural adaptation.

During this stage, the second-language learner is beginning to

build the parameters of how their new school system works, such as how the other
students interact with each other and the teacher.

Observations such as this draw

tremendous amounts of attention away from the task at hand, which often happens to be
the ongoing lesson.
During the silent period, student's participation in class is limited because most of
their energy is spent absorbing the information they see and hear.

Typically, student

behavior at this point includes minimal oral and written production, distractibility, and
confusion.

What are some effective teaching strategies? Effective teaching strategies suggested
by Ernst-Slavit
conversations

et al. (2002) during this stage include carrying

on face-to-face

with the student, using lessons that focus on building receptive and

recycled vocabulary (key words in a lesson or unit that are visited more than once);
activities that focus on listening comprehension (using a tape player to hear a target piece
of literature or lectures where a target piece of literature is broken down into short
passages); as well as the use of visuals, manipulatives, or real world objects to assist their
comprehension.

"
, .
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Ernst-Slavit et al. (2002) found that providing a stress-free environment,

where

students are able to say pass and not respond, is a necessary requirement at this stage.
For most ESL students, it is very comforting to know that the teacher will not single them
out by turning the spotlight on them and requiring a response when they are not able to
provide one. By reducing student anxiety in the classroom, it will be much easier for
teachers to support their student's progress to the second stage of language development
and cultural adaptation.
Stage Two: Early production

What are the characteristics of the students? The second stage of language
development and cultural adaptation is called early production and is often referred to as
adaptation fatigue (Khols, 1984).

During this stage, students are in the process of

assimilating basic vocabulary, and have grasped the concept that the English language is
a system derived of rules, patterns, and sound-symbol relationships.

Students will begin

to speak using one or two words. In some cases, these researchers have found that short
phrases, as well as chunks of social language, are also produced.
At this point, the student's frustrations with the language and culture come to a
peak.

Students begin to tryout

new behaviors and make their first tentative steps

communicating with the new language. This is most likely where they will experience
difficulty

and become frustrated as they begin to try to become a part of their

surroundings.

This period of frustration

was identified

in 1984, by educational

researcher, L.R. Khols.
As defined by Khols (1984), adaptation fatigue is the general unwillingness to
interact due to the constant emotional and cognitive drain of interpreting both linguistic
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and cultural signals and then responding accordingly.

In the public school environment,

ESL students spend an average of six hours a day absorbing a massive amount of
information to which they essentially have no way to respond. During this stage of early
production, they must summon huge amounts of emotional energy to make their first
attempts into becoming a participant in this new environment (Wells, 1986). Whether
ESL students' risk-taking results in a positive encounter, or sadly, an embarrassing one,
they are often exhausted from the effort.

Observable behaviors that may occur in the

classroom, during this stage, include daydreaming, boredom, and an inability to cope
with seemingly insignificant issues.

What are some effective teaching strategies? A good strategy for teachers during
this time, is to suspend judgment and continue to provide ample and safe opportunities to
facilitate students'

experimentation

with the new language (Cummins,

Castle, & Frostad, 1992; Grant and Wong, 2003).

1989; Ernst,

While taking risks with a new

language, it is important for teachers to monitor student errors with great sensitivity.
Modeling the correct response, without calling attention to the error, allows students to
hear the information again while they formulate a correct response of their own.
During the early production stage, Ernst-Slavit et al. (2002) identified several
strategies have proven to be successful.

Anticipation guides used before reading the

target literature allow students to identify and think through their positions in relation to
complex abstract concepts such as truth, war, honor, or responsibility.

Providing learners

with a list of key terms for previewing and ample opportunities to use the new vocabulary
more than once will increase student's

participation.

Audiotape recordings of the

assigned readings for previewing and of the lecture or class activity for review are also
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useful.

As always, clusters, semantic webs, Venn diagrams, T-graphs, and graphic

organizers are good tools for all students but especially for second-language

learners

(Collie & Slater, 1987).

Stage Three: Speech Emergence
What are the characteristics of the students? The third phase of language
development is called speech emergence.

In this stage, the student's linguistic

capabilities have increased in ways that allow for successful participation in small-group
activities.
purposefully

Students are also able to demonstrate comprehension
to clarify, request, interrupt or apologize.

and use language

From the ESL student's

perspective there is a great sense of relief during this stage as the students finally begin to
feel in control of their situation. Their feelings of isolation begin to fade, and they begin
to recover from the frustration they experienced in the earlier stages. While they are still
under great pressure, students have gained control over their lives and can participate in
the school environment.
In a study conducted in 1989, Cummins discovered that a student's acculturation
can be facilitated greatly by the teacher and the classroom environment.
believed that the teacher's

awareness of this general adolescent

Cummins

need to reinvent

themselves can be facilitated through a classroom environment that encourages students
to explore their own identities within the context of the greater social and psychological
themes that are expressed in the world's greatest stories.

What are some effective teaching strategies? In their study conducted in 2002,
Ernst-Slavit et al. discovered that lessons that focus on key concepts rather than just key
terms have now become accessible to these students, and that the narrative mode of
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thinking was an excellent way in which to introduce such otherwise abstract concepts. It
stands to reason, then, Ernst-Slavit et al. (2002) argue, that literature is one of the best
ways to establish a common experience amongst students from which discussions
involving abstract concepts can be built.

Students can be encouraged to tell their own

stories that relate to the text being read.

This allows the students, through their own

experiences and voices, to make personal connections to the concepts and find it easier to
describe and talk about them (Ernst, Castle, & Frostad, 1992).
In addition to these concepts, teachers can begin introducing expanded vocabulary
and asking open-ended questions, such as "How would you change the ending of this
story," or "Describe how the main character reacted to the other characters in the story."
Using open-ended questions should stimulate student's language production (Ernst, 1994;
Goodman, 1982).
Strategies that are especially helpful for assessment purposes during this stage
include activities that provide for frequent comprehension

checks.

Through their

research, Ernst-Slavit et al. (2002) found that performance based assessments, can be
extremely useful to evaluate these student's comprehension during this stage.

Stage Four: Intermediate Fluency
What are the characteristics of the students?

The final stage of language

development and cultural adaptation identified by Ernst-Slavit et al. (2002) is called
intermediate fluency. This stage is characterized by the student's ability to successfully
engage in conversation with others and produce connective narratives.

At this point,

students begin to view reading and writing as a way to acquire and process new
information.

In the classroom, their understanding of the content is evidenced by student
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participation in activities that require higher levels of language use (Ernst-Slavit et aI.,
2002).

What are some effective teaching strategies? The level of student response to
teacher questions develops considerably during this stage, as is demonstrated by their
ability to answer the following types of questions:
"How do you think the story will end?"

"What is your opinion on this story?"

Their answers to these questions could be

organized with semantic maps or outlines that could, in turn, form the basis for essay
writing given the student's greater ability to produce written narratives and connected
discourse at this stage of language development (Ernst et aI., 1992).
The fourth stage of language development finds the student functioning well in
school (Ernst-Slavit et aI., 2002). As teachers, we need to celebrate the achievements of
our ESL students who have arrived at this stage.

Having successfully learned a new

language and navigated through an ocean of cultural clues and contexts, they are now
able to ask for assistance share their insights, and voice their opinions. More importantly,
Ernst-Slavit et aI. (2002) discovered that these students have made friends and are now
able to critically examine information,

suggest solutions, and hypothesize possible

outcomes.
Ernst-Slavit et aI. (2002) urge educators to remember that not all children will
progress through the stages at the same pace, nor is there any guarantees that they will
progress through the all the stages smoothly. It is quite common for students to remain at
one stage for a period of time, or to regress during periods of anxiety/stress.

12
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Principles and Complexities of Second-Language Learning
In the next section, I will discuss a few of the theoretical principles that ErnstSlavit et aI. (2002) have identified that address some of the complexities and needs of
second language learners.

These theoretical principles are based on the work of

educators Ernst et aI., 1992; Goodman, 1982; and Wells, 1986, and is focused in the areas
of language and literacy learning, second language acquisition, and the anthropology of
education.

First and foremost, it is important to understand that the student's first
language plays an essential role in the acquisition of a second language (Ernst-Slavit et
aI., 2002; Ramirez, Yuen, & Ramey, 1991). Evidence of the influence of native-language
development on academic achievement in a second language derives from program
evaluation studies conducted in the 1980s and early 1990s. In 1991, studies conducted by
Ramirez,

Yuen, and Ramey demonstrated

that the more the native language

is

academically supported, in combination with a balanced second-language development,
the more ESL students are able to academically achieve in the second language.

Education programs need to include what students bring with them and
educators need to focus on what students have rather than on what they lack (Ernst,
1994). Teaching and learning can be extended and enhanced when a student's own
experiences are mixed with those generalizations and conceptualizations that are offered
in most schools.
construct

Such acknowledgement

meanings

by connecting

often stimulates learning and helps students

what they already know and what the new

environment offers them (Ernst, 1994).
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Learning a second language is a long and difficult process (Ernst-Slavit et ai.,
2002). It can be emotionally difficult for children and adults to take the step into a new
language and culture. Children can be shy and easily embarrassed around others when
trying out beginning language skills.
Fluency in the hallway does not necessarily mean proficiency in the classroom
(Collier & Thomas, 1989; Cummins, 1989). Good conversation skills do not necessarily
mean that students are equivalently fluent in literacy skills.

The work of Collier and

Thomas (1989) has clearly demonstrated the different levels of language proficiency
needed depending on the context. In their study conducted in 1989, Collier and Thomas
found that proficiency in everyday language can be achieved in one to two years;
however, the proficiency in the language needed to succeed in content area classes can
take five to seven years or more, especially when academic reading and writing is
included

in the consideration

Furthermore,

of proficiency.

in classrooms

where

instruction occurs in English only, they found that it may take 7 to 10 years for children
who do not speak English to reach age- and grade-level norms.

Learners acquire a second language in different ways (Ernst-Slavit et ai., 2002;
Wells, 1986). There are many similarities in how a second language is learned, but there
are also differences based on individual student characteristics and language background.
For example, outgoing students may begin to imitate phrases and expressions very early
and try them without worrying about making mistakes. Other learners may not use their
new language for sometime; instead, they may observe others quietly until they are sure
of what they should say (Collier, & Thomas, 1989).

14
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Errors can indicate progress and can actually have a positive outcome (ErnstSlavit et aI., 2002).

Many language errors are developmental and will eventually be

replaced by appropriate forms without teacher intervention.

For students in the early

stages of language acquisition, errors that impede communication may be corrected in a
sensitive and natural way, especially those involving vocabulary.

Direct correction of

errors, on the other hand, can hinder student's efforts and discourage further attempts to
use the newly acquired language. Rather than direct correction, a better strategy that does
not hinder communication is to model the correct form (Collier & Thomas, 1989).

Language develops best in a variety of settings that promote interaction and talk
(Cummins,

1979; Ernst, 1994; Goodman, 1982).

Talk and interaction not only help

students understand new concepts but also provide a scaffold for learning through the
other language modes of reading and writing.

Through talking and listening to one

another and working on activities involving reading and writing, learners are able to
develop increasing facility in all language modes and increasing control over social
interaction, thinking and learning (Ernst, 1994).

Literacy is part of language; thus, reading and writing develop alongside
speaking and listening (Ernst-Slavit et aI., 2002). According to Goodman (1982) the two
most important resources that language learners have are their competence in oral
language and their undiminished

ability to learn language, as it is needed for new

functions.

The role of literacy instruction in school is to teach learners to use these

resources.

In 1982, Goodman discovered that ESL students benefit when working in

classrooms

where speaking and listening are regarded as integral to the process of
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negotiating

knowledge,

exchanging

personal

experiences

and thoughts,

and the

development of language and literacy abilities.
The basic principles listed above demonstrate the importance for the need of

teachers and public educational facilities to demonstrate an appreciation and respect for
cultural diversity within the classroom.

However, providing an equal opportunity for all

students depends on the degree to which classroom teachers are able to implement
classroom practices and develop curriculum that responds to the diversity represented
within their classrooms (Ernst, 1994). Yet, developing an awareness and sensitivity to
the student's culture is only a small step toward ensuring that teachers will have the
knowledge and skills necessary to provide literacy education for language-minority
learners that is based upon their specific needs (Collier & Thomas, 1989).

Accepting Responsibility for ESL Educational Needs
In the past, mainstream literacy professionals have often failed to accept their role
of helping language-minority learners develop skills in English reading.

However, the

growing numbers of students who speak other languages, as well as the demands for
more standards and higher test scores in literacy and other areas, means that teachers
must begin to address the needs of children from different language backgrounds (Grant

& Wong, 2003).
Because of the growing concern over the achievement gap in reading between
native-English speakers and children learning English, educational researchers, Rachel
Grant and Shelley Wong (2003) feel that future educators will need to know more about
literacy development and first- and second-language acquisition in order to be able to
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employ effective strategies for helping English language learners develop reading skill at
levels comparable to their native-English speaking classmates.

Advocating for Change
In addition to asking educators to reexamine their personal and professional
attitudes about teaching language-minority

learners, educational researchers Grant and

Wong (2003) have identified six changes that they feel are necessary in preparing regular
teachers to work with language-minority

students.

In the following section, I have

summarized the suggestions Grant and Wong (2003) feel should be implemented to help
narrow the performance gap for language-minority students.
1) Adjust programs of study in reading to include information about secondlanguage

acquisition,

ESL methods,

cross-linguistic

Reading specialists must begin to understand
students'

cultural,

linguistic,

and cognitive

transfer,

and culture.

the complex interweaving
development.

This

of

may be

accomplished through specific courses, by having ESL education faculty make
presentations to students, or by offering special topic seminars.
2) Include information about second-language

literacy in all reading methods

courses. Prospective teachers need to know why and how to conduct a linguistic
audit of their classroom to celebrate and know how to use the cultural funds of
knowledge (Grant & Wong, 2003; Moll & Greenburg, 1990) within immigrant
communities, to be aware of home literacy practices, and to promote firstlanguage literacy for parents and children.
3) Provide clinical experiences for reading specialists that involve English-language

learners. Reading programs should offer a variety of pre-service clinical models.
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Faculty can work with local schools to ensure that language-minority children are
invited to participate. The clinical experience is optimal for understanding what it
will take to meet the literacy needs of language-minority learners.
4)

Become strong advocates for biliteracy.

A high level of literacy in the first

language correlates to development of literacy in the second language (Cummins,
1989; Ernst-Slavit et aI., 2002; Grant & Wong, 2003).

Parents should be

encouraged to read to children in their first language and involve children in
community activities where either their first language or English is spoken in
order to support cognitive growth and literacy development.

The teacher can

work with the reading specialist, parents, ESL teachers, and library personnel to
make available text and videos for children and youth in a variety of settings and
languages.
5) Work to change tests and testing practices
nonnative-English

speaking

backgrounds.

that disadvantage children from
Students

need enough

language

proficiency to understand the language being used for the assessment.

"Because

language and content are intricately intertwined, it is difficult to isolate one
feature from the other in the assessment process" (Carrasquillo & Rodriguez,
1996, p.31).

States and districts vary widely in their policies for assessing

English-language learners. Literacy professionals must begin to work with ESL
educators at state and district levels to address the challenges language-minority
learners encounter on high-stakes tests. Grant and Wong (2003) urge us to assist
in developing clear guidelines for accommodation,

adding our voices to "the
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chorus of educators who are working to ensure that assessments actually measure
the knowledge or skill of particular students or groups of students" (p.393).
6) Engage in collaborative research with ESL education faculty on second-language
reading. Researchers in each field can work together to answer critical questions
regarding the nature of the relationships

between language proficiency

literacy, between first- and second-language

and

literacy, the nature of optimal

literacy instruction, and the acquisition of content knowledge.
Achieving Academic Success
It is clear that we live in a complex and educationally competitive world where
effective, formal schooling is a critical component
(Schwarzer, Haywood, & Lorenzen, 2003).

for success in the 21 st century

Literacy is an important precondition for

organizing and understanding the past, the present, and the future to determine one's role
in the world (Thomas & Collier, 1997). Academic success for language minority learners
can also be achieved through culturally inclusive theoretical frameworks for research
methods and literacy assessment, as well as literacy instruction (Meacham, 2000-2001).
In 2000, Wong-Fillmore suggested that educators should begin placing emphasis on the
preservation

of the student's

home languages, and begin recognizing the negative

consequences of language loss.
The need to create culturally sensitive classrooms is definitely not a new idea.
However,

in most cases, classroom

multicultural

teachers

have felt that they have created a

classroom if they gave different foods, music, visuals, and literature

prominence in the classroom at different times of the year. For instance, celebrating the
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enormous contributions of Martin Luther King, Jr. to the Civil Rights Movement, during
Black History Month only (Ernst, 1994).

Learning is a Social and Cultural Process
Educational researchers Ken Pransky and Francis Bailey (2003) have proposed
that learning is "primarily a social and cultural process" (p.370).

While they do not

diminish the role of the individual, they believe that an individual's thinking is strongly
influenced by cultural assumptions and beliefs. These researchers believe that because
all communities do not think, believe, or learn in identical ways, there may still be much
that is confusing

to or misunderstood

by children

with language,

culture,

and

socioeconomic differences.
Pransky and Bailey (2003) also emphasize the fact that successful teachers must
be willing to "learn not only who their students are but also who they, themselves, are as
cultural beings and how that strongly colors their teaching style and ability" (p.371). To
emphasize the importance of this idea, they have presented the findings of their research,

conducted in 1992, when they observed and participated in a variety of public school
classrooms.
Real- Time Inquiry

Through a series of classroom vignettes, they explored the nature of mismatches
between home and school that may place ESL students at risk. They approached their
work with these students through an ongoing process of inquiry, based in teacher
research, an important tool for teachers wishing to improve their practice in the flow of
'real-time'

teaching (Freeman, 1998).

In this process, which they termed real-time

inquiry, Pransky and Bailey (2003) felt it was important to engage in dialogue with the
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students to try to discover the understanding the students had of the lesson task or
interaction and that the spirit of inquiry was best embodied in a reflective process that
they have reduced down to four simple steps, which I will briefly summarize.

Step One: Breakdown in Communication. In step one of Pransky and Bailey's
(2003) real-time model of inquiry, the teacher notices a breakdown in communication or
an inability or unwillingness of a student or group of students to perform adequately on
an academic task.
Step Two: Inquiry Process Begins.
inquiry.

The next step involves the process of

The teacher examines the nature of the lesson and begins to identify cultural

assumptions that may negatively affect ESL students.

The teacher may need to draw

upon professional literature, the perspective of someone who is familiar with the home
cultures of the students and any previous inquiry experiences.

Step Three: Reconceptualization.
recommend

that the

teacher

use

the

In step three, Pransky and Bailey (2003)
information

obtained

from

step

two

to

reconceptualize his or her perspective on the students, the lesson and/or the curriculum,
or the school culture.

Step Four: Restructuring Lesson.

The final step identified by Pransky and

Bailey (2003), focuses on the lesson itself.

The lesson is revisited, revised, or

restructured, and instructional decisions are changed based on these new conceptions.
Pransky and Bailey (2003) believed what an educator could learn from this
process "would expand their awareness, and thereby transform their teaching style and
ability" (p.372).

They felt that as one develops more awareness, knowledge,

and
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experience with a cultural perspective on learning, one is better able to reconceptualize
and then redirect or refocus one's teaching within the flow of the lesson.

Challenges Faced by ELL/ESL Students
Through these vignettes, Pransky and Bailey (2003) found that one of the main
challenges for many second-language learners, who are placed in a traditional classroom
setting, is the ability to bridge the gap between their home cultures to the culture of the
classroom or school.
researchers.

This idea is not a new one and has been supported by other

For instance, in 1996, Delpit found that if a student's home life and culture

are not closely aligned with the school culture, these children's

success in school

becomes much more precarious.
In 1987, Fine found that children are "trained to think, feel, believe, value and in
ways that identify them as members of their particular group.

Students whose home

cultures are dissimilar to the school's are often at a distinct disadvantage, coming into
classrooms with quite different understandings of school success, literacy, appropriate
interaction between teacher and student, and so on" (p. 168).
What's Going On?
In their first case study, which they entitled "What's Going On?" Pransky and
Bailey (2003) observed a first-grade inclusion classroom in which Cambodian students
were being taught in traditional classroom setting, with the help of a Title I Cambodian
paraprofessional.

The lesson they observed was about identifying and working with

positive and negative behaviors in preparation for working on a heterogeneous group
project.
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In this instance, the researchers wanted to determine whether all the students
would be fully able to participate and advocate for their own learning needs when placed
in heterogeneo~s groups.

Previous research has suggested otherwise (Carrasquillo &

Rodriquez, 1996; Cohen, 1994). In Cohen's study, conducted in 1994, issues such as
gender, socioeconomic

class, ethnicity,

and academic

standing intruded on group

interactions, significantly affecting the ability of at-risk students to access the learning of
the group.

These issues had been proven to arise regardless of how the groups were

structured (Cohen, 1994).
In their case study, Pransky and Bailey (2003) found that when the Cambodian
paraprofessional entered the classroom, all of the Cambodian children eagerly went back
and sat around him.

During the lesson, while most of the other children took great

delight in pointing out the mistakes the teacher's

were intentionally

Cambodian children would whisper with the paraprofessional

making, the

from time to time, but

never raised their hands to call attention to the teachers' negative behavior.
In attempting to discover why the Cambodian

children weren't

willing to

participate, the researchers directly asked the students what they thought of the first
teacher when he ripped the book out of the second teacher's hand saying, "Give me the
book,

you're

too slow!"

paraprofessional,

The Cambodian

students

spoke quietly

then looked down in apparent embarrassment.

with their

The researchers

continued to ask these children several more questions, allowing significant wait time
between questions, but still received no response from the children.
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Pransky and Bailey (2003) began to wonder if the students did not know the
difference between the positive and negative behaviors exhibited or whether they had the
language skills required to relay their ideas to the teachers.
In this vignette, it became apparent that cultural assumptions about the nature of
the teacher/student

relationship

strongly affected

the lesson.

According

to the

paraprofessional, the Cambodian American children had come from a culture where it is
very inappropriate to critique their elders. Therefore, in order to actively participate in
this lesson, these students had to negotiate a cultural maze of assessing and balancing
their conflicting identities. When viewed in this light, the fact that they were reluctant to
participate was not surprising.
Pransky and Bailey (2003) discovered
classroom

teachers

would often view student

during their observations,
failure

that the

as the result of essential

characteristics of the individual (e.g. laziness, lack of intelligence, learning disability) or
some deficiency in the students' homes or communities (e.g. lack of bedtime reading,
parental indifference, too much television).

However, as this research has shown, it is

much more productive and empowering for the children when their teachers inquire about
the cultural assumptions

underlying their classroom

lessons and interactions

with

multicultural students.
The wide variety of instructional events in a school day such as sharing time,
reading group, math lesson and morning meeting, involve complex uses of language and

draw upon an array of cultural assumptions about the nature of teaching and learning
(Bloome & Bailey, 1992). Each type of lesson has its own particular structure: who can
talk and when, and how learning will be assessed and demonstrated.

The cultural
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background of many at-risk children may limit their ability to fully participate in
classroom activities, not because they come to school ill-prepared or culturally deprived,
but rather that they simply have not had some, or even many of the same experiences, as
their mainstream classmates (Mehan, 1979).
When the Cambodian students became uncomfortable and did not participate, the
researchers did not try to assume the cause.

They spoke with the paraprofessional to get

a clearer understanding of the problem. Once they had done this, it became clear that the
lesson structure itself, was a barrier to participation, as it challenged important values in
the children's

home;

most

particularly their teachers.

importantly,

a prohibition

against

criticizing

adults,

So while it may appear at times that ESL students are not as

academically proficient as other students, it is not always due to a cognitive deficiency, a
lack of thinking ability, or a diminished academic potential. It may be that one element
or a combination of elements of the sociocultural fabric of the lesson that are confusing
or in direct conflict with a students' experiences.
To use this information to enhance these students' learning, the researchers, with
the assistance of the paraprofessional, took the opportunity to instruct the children about
the school's expectations for good students, making the implicit assumptions about
school explicit, thereby allowing the students to join in the school culture.
The paraprofessional helped the students see it really was safe to act differently at
school.

Even though their home community had trained them differently, they could

follow the teacher's lead in the classroom.

In other words, the result of the researchers

inquiry was to shift the main lesson focus for those students.

The students learned

explicitly that it is not wrong, at least in this case, to act differently in school than their
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home cultural norm.

They learned implicitly that their school success will partly be

based on applying this same concept in the future.
When they presented the same type of lesson the next day, the researchers found
that the Cambodian children eagerly participated in the lesson, and had learned to discern
the difference between the expectations of their home culture from that of their schools.
In this case, the process of inquiry led both the researchers and the students to a mutually
satisfactory conclusion.
What They Discovered
In using real-time inquiry, Pransky and Bailey (2003) found that teachers "must
carefully consider all aspects of the inquiry process, make the implicit explicit, and be
prepared to support students in areas in which they struggle" (p.374).
They discovered that a teacher's willingness and ability to explicitly connect
school learning to a student's life experiences can promote learning for ESL students.
Differentiating between cognitive skills and the particular social and cultural context in
which those academic skills occur can also yield better learning opportunities.
One advantage Pransky and Bailey (2003) identified when using the process of
inquiry in the learning process is that it
does not add quantitively

to a teacher's

workload, but instead qualitatively

transforms that which they already do. Teachers need only look more deeply and
carefully into what is already in front of them, connecting ideas, experience, and
theory beyond their culturally, personally, and even professionally

informed

beliefs, values and assumptions, all of which is the process of a reflective practice
(p.382).
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CONCLUSION
As the research I have presented identifies, any teacher can foster multi-literacy in
the classroom without being a speaker of those languages. The first step is to understand
the importance of first-language literacy in the teaching of English as a second language.
Many teachers are unaware of their students' native languages and believe that their main
job is to foster English literacy development.
they may deny children the opportunity

By forbidding native language literacy,

to experience their home language as an

important gift and inheritance, as an integral aspect of their identities (Schwarzer et aI.,
2003).
Monolingual classroom teachers can foster multiliteracy in children's
languages.

native

However, native languages continue to be overlooked as a crucial aspect of

multicultural education.

Very few teachers further use students' native languages as a

resource to enhance their multicultural curriculum (Reyes, 1992).
Teachers should inquire about their student's languages, not simply as part of the
home language surveyor for district reports, but also to locate someone in the school and
home communities who can help to foster the students' languages within the classroom
(Grant & Wong, 2003).

Biliterate community members can also help teachers assess

students' native language proficiency.

Schools and communities can become partners in

the development of individuals who are aware that their native language and literacy is a
precious resource for the school community.
Since learning is fundamentally a social and cultural process, instructional tasks
are simply social and cultural tasks in which a student makes meaning based on their
previous life and school experiences, school community training, and understanding the
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language (Pransky & Bailey, 2003). Understanding this forces us to look at our students,
our classroom, and ourselves in a different light and to acknowledge

the learning

dynamics occurring within our classrooms.
In the end, by avoiding hasty assumptions and carefully attending to the reality of
what unfolds, both in front of us and within us, we can make our classrooms more
accessible, comfortable, comprehensible, and successful places of learning.

Some ways

to do this include implementing the use of real-time inquiry, advocating for change in the
current educational practices and skill development

strategies, and by being able to

identify the four stages of language development and cultural adaptation.

As a result of

our efforts, we are able to work towards a more equitable learning environment, one in
which no one loses and we all gain.

CLASSROOM IMPLICATIONS
While there are a variety of ways to foster multiculturalism within the classroom,
I will briefly discuss five simple ways to support/develop

multiculturalism

within a

traditional classroom setting. Fostering multiculturalism can be achieved by all educators
who are willing to promote the multiculturalism that is present within their communities
and their classrooms.
The first way educators can foster multiculturalism within their classrooms is by
teaming up with the community; tapping into its resources, identifying possible mentors,
and making use of whatever is available.

Parents of other students make excellent

mentors and most often are more than willing to ease another child's adjustment.

If there is a local community college or learning center nearby, establish a
partnership with them to provide opportunities

for mentors to come and assist these
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students, either after school or during school hours.

High school students enrolled in

foreign language classes could also acquire "hands-on" learning experiences through the
mentoring of an ESUELL, enhancing the educational opportunities of both participants.
Acquiring books or posters in the student's native languages and hanging them
throughout the room is something that anyone can do and is relatively inexpensive. This
simple act shows the student that you recognize and appreciate the diversity of their
cultural heritage.

We can also contact the local Lions Club or VFW Chapters.

Sometimes these organizations are able to provide the funding necessary to purchase
multicultural materials and resources for use within the classroom or community.
Educators can incorporate multicultural literature books into their curriculum.
There are a wide variety of book styles that may be used to incorporate aspects of a
student's culture within the curriculum. One type of book that may be used contains the
words to the story in both English and Spanish. Another type of book that may be used
contains some Spanish words interspersed throughout the text, which is mainly written in
English. Other types of supportive literature would be those that focus certain aspects of
their culture, such as important holidays, legends or folktales and are readily available at
the larger bookstores or libraries. (See attached lesson plans).
Teachers

can also begin learning words and phrases in the student's

language, such as "hi/hola, good job, etc".

first

They can make it a point to learn a new

phrase every other day, or at least, one new phrase a week. If they post these phrases
within the room the other students may begin to use them.

Using 5x7 note cards or

pieces of construction paper, they can begin labeling frequently used items within the
classroom in both the student's native language and in English.

Teachers might also
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attempt to incorporate the use of these words in their instructions to their students.

For

instance, when asking the children to retrieve a book from the library, they could ask
them to retrieve a libro from the library. In this way, the English-speaking students will

begin to use some of their classmates words in their everyday language. Not only does
this help the multicultural student begin to feel accepted and valued, but their Englishspeaking classmates are also rewarded by learning that there are other languages and
cultures used throughout the world besides their own.
Teachers can also conduct choral reading activities in which one verse is written
in English, the next written in the child's native tongue. The multicultural students or
their parents might teach their classmates the portion of the poem in their native
language.

The parents of these students, or the students themselves, could also teach a

game or song to their classmates.

This will help other children understand the ESL

students' culture and backgrounds, thereby reducing stereotypes or misconceptions that
could otherwise develop.
When teachers use the process of real-time inquiry to continually revise and
update lesson plans they are able to better reflect the needs of the students within their
classroom.

Teachers need to continually reevaluate their preconceptions

and beliefs

about multiculturalism and diversity to better understand how these ideas influence their
beliefs and attitudes about multicultural students and their diverse heritage.
By recognizing the four stages of language development and cultural adaptations
that occur, educators can begin correctly applying the teaching strategies and scaffolding
necessary to assist and support these students in their academic endeavors.

Teachers

need to remember that a classroom environment that establishes trust and understanding
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will help these children progress through the stages of language development at a much
more rapid pace, than an environment of mistrust and ridicule.
Teachers should also advocate for change and understanding, by teaming up with
the district's reading specialist, ESL professional, school librarian or principal to create a
curriculum and school attitude that celebrates and supports diversity.
Every school district should establish a "No Tolerance policy" against bullying,
and work together to break down stereotypes and misconceptions.

Organizing school

assemblies and in-services to educate faculty and students, obtaining multicultural books,
and working together to develop a curriculum that promotes understanding and celebrates
diversity that spans all grade levels are just a few of the ways to accomplish this.
Finally, teachers should integrate aspects of the student's culture and experiences
into the curriculum. This is easily done with the use of multicultural literature as well as
books written in the student's first language. All students love to share stories about
themselves and their families with their classmates.

At the same time incorporating

aspects of their culture into the curriculum demonstrates that you value the student's
culture and past experiences. The teacher's model will help the other students develop an
understanding and tolerance of diversity.

Multicultural Lesson Plans
In the following section I have developed three lesson plans that may be used for
implementation within a traditional classroom setting. Since my experience working
with an ELL centers around Spanish-speaking

students, I have geared these lessons to

reflect their culture; however, these plans could be modified for use with any other
culture.
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In the first lesson, the students learn about the Spanish holiday, Fiesta of the Day
of the Dead, which is similar to the American holiday of Halloween. During this festival,
which is celebrated during the last three days of October, the children dress up, receive
candied treats, and celebrate the lives of their loved ones who have passed away. In this
lesson, the children are asked to list similarities and differences that exist between the
two holidays.

Through this lesson, the students will be able to identify the many

similarities that exist between these two holidays.
In the next lesson the book, Rosita's New Friends, is used to introduce the
children to some of the words used in the Spanish language. This book is a good choice
for use in a school setting because its story centers around a new child entering school in
a different country.
within the story.

Throughout the text, Spanish words are introduced, and then defined

In this lesson, the students are asked to identify the Spanish words that

are presented, to make predictions about the meaning of the words, and then are
instructed to use them in a sentence of their own creation.
The final lesson plan uses choral reading to introduce the poem, The Fountain, to
students.

In this adaptation of the poem, every other verse is written in Spanish. Once

the poem has been read aloud and modeled by the teacher, the students will be asked to
identify the different tempos and inflection presented by the teacher as she read the poem.
They will then be broken down into two groups, learning either the English or Spanish
verses of the poem. If you have a Spanish-speaking

student, you could invite either the

student or hislher parents to teach the Spanish verses of the poem.

If they are not

comfortable or are unavailable, the ESL coordinator or Spanish instructor could be asked
to assist in the teaching of the lesson. However, if none of these options are available, the
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lesson can still be implemented by simply using a tape recorder to present the Spanish
verses of the poem. When tape recording these verses, be sure to speak clearly and
slowly.
As the above lessons demonstrate, it is really quite simple to include aspects of a
student's culture into your classroom and school environment. By planning ahead,
making small changes to your curriculum, and placing value in the diversity, everyone
can learn to appreciate and embrace the multiculturalism that is present throughout the
world.
Including aspects of multiculturalism into your curriculum prepares your students
to succeed and function within the multicultural society in which they live, and onc'e
students have learned about other cultures they are less likely to develop prejudices and
negative stereotypes and are more likely to embrace the differences that are present.

So

often, we focus on the differences that exist, but if we teach children to embrace these
differences and discover the similarities that exist between each other, they will be much
more likely to view one another with respect and tolerance.
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Spanish Holidays
Tammara Schober
GRADE LEVELS: 3-5
PURPOSE:
After reading the book, Pablo Remembers: The Fiesta of the Day of the Dead, written by
George Ancona, the students will be able to identify ways that other cultures celebrate
and identify similarities and differences between the Fiesta of the Day of the Dead and
those of Halloween.
OBJECTIVES:

.
.

.

Students will be able to appreciate the diversity of their classmates by reading
books that explain aspects of different cultures and their celebrations.
Students will be able to identify ways that the Spanish culture celebrates the lives
of their loved ones during the three-day holiday called the Fiesta of the Day of the
Dead.
Students will be able to compare and contrast the Spanish holiday the Fiesta of the
Day of the Dead to the ways they celebrate Halloween.

MATERIALS REQUIRED:
1. The books, Pablo Remembers: The Fiesta of the Day of the Dead, by George
Ancona and Halloween. Tricks and Treats by Marcia Talbot.
2. The book, Celebrate in Central America. by Joe Viesti and Diane Hall, and any
other books that explain the celebrations of the Spanish culture.
PROCEDURE:
3. Read aloud the book, Halloween. Tricks and Treats by Marcia Talbot.
4. Ask the students to discuss the ways that they celebrate Halloween.
5. Read aloud the book, Pablo Remembers: The Fiesta of the Day of the Dead, by
George Ancona.
6. Ask the students to discuss the ways that the Spanish children celebrated October
31.
7. Break the students down into groups of 4-5, and ask them to identify ways that
these celebrations are the same or different.
8. Once every group has had time to identify at least three similarities/differences,
ask for volunteers to write their findings on the board.
9. When all groups have identified their similarities/differences, discuss the results.
FOLLOW UP: To extend this lesson to include other cultures that may be present within
the classroom, ask the students to identify one other holiday that another culture besides
their own celebrates, and instruct them to write a short summary of what they know about
this holiday. Continue this lesson by studying the celebrations of cultures.

34

--

Incorporatin2 Spanish with Literature

Tammara Schober
GRADE LEVELS: 2-3
PURPOSE:
To incorporate aspects of the Spanish language, the book, Rosita's New Friends, by
Allison Davis, will be read aloud to the students. During the reading, the students will be
introduced to several words written in the Spanish language.
OBJECTIVES:

.

.
.

Students will be able to identify three words within the text that are written in
Spanish.
Students will be able to explain the meaning of the three Spanish words they have
identified.
Students will be able to use these Spanish words in a short sentence.

MATERIALS
1.
2.
3.

REQUIRED:
Book, Rosita's New Friends, by Allison Davis.
Chalkboard or other large writing surface.
Paper and pencil for each student.

PROCEDURE:
1. Ask the students if they know any Spanish words.
2. If any words are known, write them on the board and ask the student to explain
what the words meaning. For example, Hola! means "hi" in the Spanish
language.
3. Instruct the students that you will be reading them the book, Rosita's New
Friends, that will introduce them to some Spanish words.
4. Ask the students to listen carefully to the book, so that they will be able to
identify some of the Spanish words that are introduced. Instruct them to write
down any words they hear during the reading of the text that they think are
Spanish words-instruct them that they may use their invented spelling.
5. Read aloud the book, Rosita's New Friends, by Allison Davis.
6. Ask the students for volunteers to identify some of the Spanish words that were
introduced by the text-write them on the board using the correct spelling of the
word.
7. If you have a Spanish-speaking student in the classroom, they could be invited to
teach the correct pronunciation of the words to the class. After the correct
pronunciation has been modeled, ask the students to repeat the word aloud with
you, repeating the correct pronunciation several times.
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8. Once several of the Spanish words have been identified-reread the text. This time
instruct the students to try to identify or predict the meaning of the words they
have identified.
9. Ask the students for volunteers to explain one of the Spanish words that are listed
on the board-write a short definition of the word on the board.
10. Once all the words have been defined, ask for one or two volunteers to use one of
the Spanish words in a sentence. You may need to provide them with an example
to get them started. For example, you may use the Spanish word libro (book) in
the sentence, "I went to the library and checked out a !ibro," or the word maestro
(teacher) in the sentence, "My maestro assigned a lot of homework."
FOLLOW UP: Ask the students to work independently to incorporate three of the
Spanish words into sentences. They should use the correct spelling of the Spanish
words in their sentences, and may look at the board for assistance with the correct
spelling.
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Choral Readin2-The Fountain

Tammara Schober
GRADE LEVELS: 3-4
PURPOSE: The purpose of this lesson is to introduce the students to inflection and
fluency via a choral reading of the poem, The Fountain, which can be found in the book,
Arroz con leche: Popular songs and rhymes from Latin America, Delacre, L. (1990).
This book contains both the Spanish and English words to the verses of this poem.
OBJECTIVES:

.

.
.

Students will be able to read their parts of the poem aloud and in-sync with their

classmates.
Students will be able to correctly pronounce the Spanish verses assigned to their
group.
Students will be able to develop fluency and incorporate inflection into their
assigned verses of the poem.

MATERIALS:
1. One copy of the poem for every student with either the Spanish or the
English verses highlighted.
2. The book, Arroz con leche: Popular songs and rhymes from Latin
America, Delacre, L. (1990).
3. ESL instructor, or other Spanish-speaking individual.
PROCEDURES:
1. Ask the students to gather around you as you read the poem, The Fountain, aloud
to the class, modeling the correct tempo and inflection. (See attached poem.)
2. Discuss the meaning of the poem with the class. Ask them to identify which
verses of the poem were written in Spanish and which were written in English.
Could they identify/interpret the Spanish verses of the poem?
3. Ask them if they noticed the tempo and inflection you used while reading the
poem. Review the meaning of these terms.
. TEMPO-how fast or slow the poem is read,
. INFLECTION-any emphasis, emotion applied to certain words of poem
4. Reread the poem aloud, asking them to pay close attention to your inflection and
tempo. After you have read the poem, ask them to identify any words you placed
emphasis on, or any places in the poem where you paused, before proceeding to
the next line or verse.
5. Reread the poem, instruct the students that this time you will read the poem one
line at a time, and would like them to repeat the lines aloud after you-a version of
echoic reading.
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6. Divide the class into two large groups, and distribute copies of the poem to each
student. Instruct the students that they will only be reading the highlighted
version of the poem they have received.
*/f you have a Spanish speakinglbilingual student, high school Spanish student,
or ESL instructor invite them to teach the Spanish verses of the poem to the
students assigned these verses. If none of these resources are available pre-record
the verses using a tape recorder.
7. Allow several minutes for the students to practice their assigned verses of the
poem. Assist as needed.
8. Circulate around the groups providing feedback and modeling the correct tempo
and inflection. Remind the students that they should all be reading at the same
pace and tone.
9. Practice reading the poem aloud with each of the groups, before combining both
groups.
10. Read the poem as a group, offering praise and feedback.
11. Reread poem several more times as a group, noting the improvements made in
their fluency and inflection.

FOLLOW UP: The next day the students could switch groups and learn the other verses
of the poem before presenting it to the school during an assembly or during Spirit Week.
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The Fountain
There in the fountain
a little streamlet
would swell so grandly
then wither so sadly
Alia' en la fuente
habia un chorrito;
se hacia grandote,
se hacia chiquito;

It could not but shed a tear,
it felt too hot,
the poor little dear.
Estaba de mal humor,
pobre chorrito
tenia calor.
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. Stage two: Early Production

.

Stage fOllr:

Speech emergence
Intermediate

l

'; I

'

Pre-production-the

silent

period

Fluenc~

. Communication nccurs via hand
gestures and simple phrases
. Silent obsener-taking it all in
. Increased cognithe activit}' ~
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Slide 11
Effective Teaching Strategies

. Carr~ on face 10face comersations
. Use
visuals.manipulativ es. and real
ohjerts
. Create a stress-frec en' ironmcnt
. Establish relationship and build Irust
. Build
upon reccpti, e/n'c~ dcd 'ocahular~
and listening \'llmpreh,'nsion

.

Early Production-adaptation
fatigue
Begin assimilating vocahular~

. l'nderstand

.

Slide 12

English b a s~strm dcri,ed
from rules. pallerns. and sound-s~mbol
rdalionships
Esperienee

increased

frustration

ne" language and culture-h,'come

\\ ith

~'3
~

un\\illingto intera,'t

~
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Slide 13
Effective Teaching Strategies

. Handle errors" ith caul ion
. :\Iodel correct beha, ior
. Pro,ide
a list of ke~ terms or create an
anticipation guide for readings
. mapping.
l'w graphic organizers such as semantic
Venn diagrams. etc.
. Fat'ilitale
experimentation" ith ne"
language

Slide 14

Speech

emergence

. Experience relief and decreased
frustralion
. \\'illingl~ participate in small groups
. Demonstratl' language comprehension
. l'se language purposefull~ ~'3
. Feel in control
~

W~

Slide 15
Effective

Teaching

Strategies

. Foeus on ke~ eoneepts
. Cse literalure 10make connections
. Introduce expanded 'oeahular~
. Ask open-ended questions
. Creale
em'ironment Ihat encourages
idenlil~ exploralion

Intermediate

Fluency

. Engage in comersations
. Produce connective narrati,es
. Participate in activities that require
higher le,els of language de,elopment
. suggest
Criticall~ examine information aU\!
solutions
,,'-'3
. Askfor assistance"hen needed ~

Slide 16

Functioning "ell in school

~

Slide 17
Effective Teaching Strategies

. Teaeh basic slud~ Inote taking techniques
. Encourage use of semantic maps/graphic
organizers
. Ask higher le'el thinking questions

. Support and praise aeademic
de,elopment

Things to remember

Slide 18

.
.

~

E,er~ student "ill progress through tlie
stages dit1'erentl~
Regression and plateaus frequentl~ oceur
There are no guarantees that students
"ill m"'e through each stage smoothl~ in
order to reach the next stage
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ESL Resources

. The ""lion"1

.
.

Cle"ringhouse for
Bilingu"1 Educ"tion
Te"chers of English
10 Speakers of Other
L"ng,mgc.' ,TESOL J
The ""tionol ,\'soc,
of Bilinguol
Educ"tion

. ('enter of Applicd
Lingui,"ics
The Internel TESL
Journal
""lion"1
Cle",inghouse for
ESL Lilerar)
Education
,,"CLE,

.
.
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