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Abstract 

For the past 7 years in a public Midwestern school district, 75% of the English learners 

(ELs) in 3rd, 4th, and 5th grades have performed below proficiency on the state 

examination. To address the declining academic achievement, district administration 

required that K-5 teachers attend professional development (PD) that featured culturally 

and linguistically responsive (CLR) instructional practices for ELs. Despite district wide 

PD, school administration did not monitor implementation of these practices and student 

achievement continued to decline. This qualitative bounded case study was grounded in 

Vygotsky’s constructivism and Krashen’s second language acquisition theories. The 

purpose of this study was to explore teachers’ perceptions and use of CLR instructional 

practices when teaching ELs. Data were collected via 23 individual interviews with and 

22 observations of teachers, who had taught ELs within the last 3 years. Data were 

analyzed using typological analysis and a priori codes were established based on the 

typologies. Teachers reported they were using academic language and native language in 

class, but these instructional practices were not supported in observation data. 

Furthermore, teachers reported that using the student's native language, incorporating 

language and content, lack of instructional time, and a need for further training in how to 

teach ELs were barriers that affected implementation of CRL instructional practices. 

Based on the findings, a 3-day professional development was created to increase teachers' 

knowledge of how to develop ELs' academic language, to use ELs' native language in the 

classroom, and to overcome classroom barriers. These endeavors may contribute to 

positive social change when administrators provide teachers with CLR instructional 

practices, ELs may increase their academic performance.  
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Section 1: The Problem 

The Local Problem 

 In 2001, congress passed the No Child Left Behind (NCLB) law requiring school 

districts to demonstrate 100% student achievement for all “major racial and ethnic 

groups, low-income students, students with disabilities, and LEP (limited English 

proficient) students” by 2014 (U. S. Department of Education, 2010, p. 3). President 

Obama then reauthorized NCLB in 2015 as the Every Student Succeeds Act with changes 

in academic expectations ensuring all students will be college and career ready by the 

time they graduate high school (U.S. Department of Education, n.d.). The LEP category 

as defined by the law refers to students who are English Learners (ELs) between the ages 

of three and 21 enrolled in an elementary or secondary school, and have limited English 

skills (NCLB, 2002). ELs may be born in the United States or another country and are 

identified in most districts through a home language survey. These students account for 

more than 9% of the U.S. K-12 student population (National Center for Education 

Statistics, n.d.a).  

Out of 563 districts in Missouri, 180 districts contain ELs (30,136 students). Out 

of those 180 districts containing ELs, nearly 50% of the school districts have failed to 

meet the required achievement percentages for the past seven years, including the district 

being examined (Missouri Department of Elementary and Secondary Education [DESE], 

n.d.a). In response to the increasing requirements for more students to pass state 

examinations due to NCLB, the local district implemented a district wide reform in 2008 

requiring all teachers to learn and utilize culturally and linguistically responsive (CLR) 
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instructional practices for ELs (district documents). All teachers were given a book, 

trained during multiple sessions, and were supported with in-person coaching and an 

online platform. New teachers hired by the district were required to participate in the 

training before beginning the school year.   

Despite this comprehensive reform effort utilizing CLR instructional practices, 

the local district of interest has not met state requirements for ELs’ progress for the past 

seven consecutive years and is currently in Title III District Improvement Year 4. This 

status places the district at risk of losing accreditation as well as facing sanctions 

including modifying curriculum, instruction, and programs; losing funds; and replacing 

staff (DESE, 2013). In addition to not meeting achievement percentages and NCLB 

requirements, the local district has consistently had a 25% gap in the graduation rate of 

ELs and non-ELs for the past four years (DESE, n.d.b). ELs in the local district drop out 

of high school at nearly twice the rate of English only learners (EOs). Although the 

district has taken steps to address this lack of achievement for ELs through required 

ongoing professional development on instructional practices for ELs, there is little 

knowledge of implementation of these practices in the classroom.  

Rationale 

Evidence of the Problem at the Local Level  

The state of Missouri requires all teachers to have 10-15 hours of professional 

development (PD), depending on their certification level (DESE, n.d.c.). The local 

district imbeds these hours into the academic year by using one day per month (eight total 

for the year), focusing on various initiatives aligned with building, district, and state 
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goals. In 2008, the district leadership focused on implementing CLR instructional 

practices to improve EL achievement across the district. The district offered training 

sessions to all of the building leaders and then the building leaders trained the teachers. 

All teachers were trained within one year and any new staff member was required to 

attend a five-hour mandatory training during teacher orientation week. Teachers were 

supported over the next few years through books, websites, and coaching sessions.  

In 2014, the district leadership again received improvement status (Year 4) after 

six consecutive years of not meeting NCLB requirements. Using a state-required Title III 

plan, the district leadership responded to DESE as to why certain criteria were not met for 

the district, including an explanation about why ELs were not demonstrating proficiency 

as required by NCLB. The Title III plan was submitted with specific academic 

improvement strategies outlined for ELs in 2014-2015. In this plan the district leadership 

acknowledged a problem with consistency and fidelity in a statement addressing 

concerns, “Although training and coaching has been provided to support teachers in the 

implementation of linguistically responsive pedagogy, the fidelity and consistency of 

implementation continues to present a challenge” (internal district documents, 2015, p. 

5). In EL department meetings and conversations among teachers, district administrators 

have reiterated the need to have instructional practices investigated. A district assistant 

superintendent stated, “At this time, we have no way of knowing whether our teachers are 

using the instructional strategies for ELs, but our state achievement data would suggest 

they are not” (M. LaChance, personal communication, September 9, 2014).   
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Although the district PD department and administration had incorporated EL-

specific PD, the achievement rates of ELs were still in decline. Students in Missouri 

participate yearly in the Missouri Assessment Program aligned with the Show-Me 

Standards (based on Common Core Curriculum Standards) in the spring. Students in 

grades three through eight complete grade level assessments in mathematics and English 

language arts. In addition, students in Grades 5 and 8 complete science assessments to 

measure achievement gained in elementary and middle school. The state of Missouri 

reports test results in four categories: below basic, basic, proficient, and advanced. 

Student must score in the proficient or advanced range to demonstrate mastery of grade 

level content. Over a four-year period, an achievement gap exists between EL and EO 

students. The following three tables show the combined percentages of proficient and 

advanced third, fourth, and fifth grade ELs and EOs in English language arts, 

mathematics, and science. From the tables, an overall trend in the achievement gap across 

all of the subjects between ELs and EOs is confirmed; however, all students have made 

some progress with the exception of mathematics in fourth grade and fifth grade and 

science in fifth grade. When comparing ELs to EOs percentage of students proficient and 

advanced, the gap ranges from 4.8% to 32.8%. In third grade, the gap between ELs and 

EOs in English language arts has decreased steadily over the past four years; however, 

there are still fewer ELs than EOs passing the state examination in third grade English 

language arts and mathematics (Table 1). In fourth grade, the gap had been decreasing in 

English language arts, but rose to10.9% in 2016.  The gap in mathematics has decreased 

from 20.7% in 2014 to 5.3% in 2016 (Table 2). Fifth grade has the widest gap of the three 
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grades with a 19.9% gap in English language arts, a 13.7% gap in mathematics, and a 

14.3% gap in science (Table 3).  

Table 1 
 

Third Grade Level Assessment Mastery Scores – Local District 

 

Content Years ELs 

(proficient + 

advanced) 

EOs 

(proficient + 

advanced) 

Total Gap % 

(ELs - EOs) 

English language arts 2013 15.2% 40.1% -24.9% 

English language arts 2014 8.3% 28.7% -20.4% 

English language arts 2015 29.7% 45.3% -15.7% 

English language arts 2016 41.1% 48.1% -7% 

Mathematics  2013 26.1% 38.7% -12.6% 

Mathematics 2014 20% 37.2% -7.3% 

Mathematics 2015 29.9% 38.9% -10.0% 

Mathematics 2016 31.9% 36.7% -4.8% 

 

Note. Missouri Department of Elementary & Secondary Education (n.d.d). Missouri 

comprehensive data system. Retrieved from http://mcds.dese.mo.gov/Pages/State-

Assessment.aspx 

 

Table 2 
 

Fourth Grade Level Assessment Mastery Scores – Local District 

Content Years ELs 

(proficient + 

advanced) 

EOs 

(proficient + 

advanced) 

Total Gap % 

(ELs - EOs) 

English language arts 2013 10.2% 41.4% -31.2% 

English language arts 2014 8.3% 33.3% -25.0% 

English language arts 2015 38.2% 45.9% -7.7% 

English language arts 2016 35.1% 46.0% -10.9% 

Mathematics  2013 23.5% 38.7% -15.2% 

Mathematics 2014 10.0% 30.7% -20.7% 

Mathematics 2015 23.7% 36.5% -12.8% 

Mathematics 2016 29.0% 34.3% -5.3% 

 

Note. Missouri Department of Elementary & Secondary Education (n.d.d). Missouri 

comprehensive data system. Retrieved from http://mcds.dese.mo.gov/Pages/State-

Assessment.aspx  
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Table 3 
 

Fifth Grade Level Assessment Mastery Scores – Local District 

Content Years  ELs  

(proficient + 

advanced) 

EOs  

(proficient 

+ advanced) 

Total Gap 

% 

(ELs - 

EOs) 

English language arts 2013  9.6% 34.5% -24.9% 

English language arts 2014  8.0% 38.6% -30.6% 

English language arts 2015  21.4% 46.6% -25.2% 

English language arts 2016  28.6% 48.5% -19.9% 

Mathematics  2013  28.8% 39.9% -11.1% 

Mathematics 2014  25.0% 40.7% -15.7% 

Mathematics 2015  11.4% 31.4% -20.0% 

Mathematics 2016  26.6% 40.3% -13.7% 

Science 2013  21.2% 31.9% -10.7% 

Science 2014  7.7% 31.3% -23.6% 

Science 2015  4.5% 37.3% -32.8% 

Science 2016  11.6% 25.9% -14.3% 

 

Note. Missouri Department of Elementary & Secondary Education (n.d.d). Missouri 

comprehensive data system. Retrieved from http://mcds.dese.mo.gov/Pages/State-

Assessment.aspx 

 

As shown in Table 4, the difference in achievement is evident in the Missouri 

grade level assessments when comparing the mastery scores of the local district with the 

state results in the LEP third, fourth, and fifth grade subgroups for English language arts, 

mathematics, and science. Overall, the achievement scores for all ELs in the state of MO 

are lower than EOs, but the district scored lower than state results in all three categories 

(DESE, n.d.d).  
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Table 4 

 

Third, Fourth, and Fifth Grade Level Assessment Mastery Scores – District vs. State LEP 

Data 2016 

GLA Local District 

(proficient + 

advanced) 

State of MO 

(proficient + 

advanced) 

Difference 

(local district – state 

of MO) 

English language arts 3 41.1% 47.2% -6.1% 

Mathematics 3 31.9% 40.2% -8.3% 

English language arts 4 35.1% 47.6% -12.5% 

Mathematics 4 29.0% 37.9% -8.9% 

English language arts 5 28.6%  44.6% -16% 

Mathematics 5 26.6% 32.9% -6.3% 

Science 5 11.6% 22.3% -10.7% 

 

Note. Missouri Department of Elementary & Secondary Education (n.d.d). Missouri 

comprehensive data system. Retrieved from http://mcds.dese.mo.gov/Pages/State-

Assessment.aspx 

 

Evidence of the Problem From Professional Literature 

 With the increase of ELs in the United States, much research has been published 

about implementing research-based instructional practices to increase achievement (Cole, 

2014; Delacruz, 2014). The most effective way to ensure academic success for ELs is for 

teachers to use high-quality instructional practices on a consistent basis (Farbman, 2015). 

Implementation with fidelity of these instructional practices creates positive outcomes for 

ELs. Effective education for ELs is also influenced by the quality of instruction and the 

capacity of educators to continually make the best decisions for students (Brisk, 2012; 

Farbman, 2015). Teachers decide how to develop students’ understanding and how to 

link that understanding to prior knowledge on a daily basis. Brown and Broemmel (2011) 

equated inadequate instructional choices in a classroom to “throwing a child who is not 

proficient in swimming into water without a life preserver, knowing they will either sink 
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or swim. Even if they manage to swim, we cannot reasonably expect them to enjoy being 

in the water” (p. 34). A sink or swim mentality is not beneficial for ELs and often leads to 

frustration in the classroom.  

 Although the problem being investigated in this study is the implementation of 

instructional practices, the achievement gap between ELs and EOs is an indicator of 

effective classroom instruction. The achievement gaps between ELs and EOs are well 

documented nationally in English language arts, mathematics, and science (Valle, 

Waxman, Diaz, & Padrón, 2013). The Center for Education Statistics publishes yearly 

reports based on the National Assessment of Educational Progress (NAEP) assessment 

documenting achievement gaps in reading and mathematics both nationally and by state 

in grades four and eight. Fourth grade achievement will be discussed in this section since 

this study involved upper elementary students. The achievement gaps in fourth grade 

literacy skills on the NAEP between ELs and EOs have been longitudinally documented 

over the past 10 years (Kena et al., 2014). The gap has remained steady between 35 and 

38 points. Nationally, performance of ELs has fluctuated between one and two points 

whereas EOs’ performance has steadily gained five points over the 10-year period. In 

2015, EL students in Missouri scored 197, a gain of eight points and EOs scored 223, a 

gain of two points. These data shows a slight increase in EL achievement levels, but ELs 

are still 26 points below EOs on reading NAEP reading assessments in Missouri, which is 

one point below the national average of ELs.  

 Although mathematics achievement has increased since NAEP started recording 

scores in 1990, ELs’ achievement still lags behind EOs. According to the national NAEP 
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results in fourth grade mathematics, the gap has been consistent with a change of two 

points over the past 10 years (Kena et al., 2014). In 2003, the average scale score for ELs 

was 214 while EOs earned an average score of 237. This is relatively consistent with the 

25-point gap in 2013 with scores of 219 for ELs and 244 for EOs. Longitudinally, ELs 

have gained five points and EOs have gained seven points over the last 10 years. In 2005, 

ELs scored 224 on the mathematics assessment and EOs scored 235, which is an 11-point 

gap. However, in 2011, ELs scored 217 compared to 241 with EOs, which is a 24-point 

gap and one point less than the national average.  

The purpose of this study was to investigate the implementation of instructional 

practices by mainstream classroom teachers for third, fourth, and fifth grade ELs in 

English language arts, mathematics, and science. Although there has been continuous, 

mandatory PD about instructional practices used with ELs provided for the past seven 

years, ELs are still achieving below the required state standards. There has also been no 

attempt to identify what instructional practices teachers are using for ELs in the 

classroom.  

Definition of Terms 

Academic language: Academic language is the language used in a classroom 

environment. Students need this language to meaningfully participate within an academic 

context (Frantz, Bailey, Starr, & Perea, 2014). 

Activating background knowledge: Activating background knowledge is the 

process of connecting a student’s prior knowledge about a specific subject or concept to 

the new knowledge being taught (Turkan, Bicknell, & Croft, 2012).  



10 

 

Cooperative learning: Cooperative learning is when two or more students work 

together to complete an objective without direct teacher guidance (Cole, 2014).  

English learners (ELs): ELs refers to students who are in the process of acquiring 

English because they have another language as their native or primary language. ELs may 

be born in or outside of the United States and are identified through a testing process 

when they first enter a U.S. school. This process varies from state to state (Trevino, 

Calderon, & Zamora, 2014).  

Instructional practices: Instructional practices are techniques teachers use to help 

students understand new information. These techniques should address the needs of 

learners and in this case, ELs (Sanford, Brown, & Turner, 2012). 

Limited English proficient (LEP): LEP is the designation that Missouri uses to 

identify students who are receiving EL services (DESE, n.d.a).  

Scaffolding/Supports: Scaffolding is the technique used to provide various 

supports to help students access a specific concept or word and may vary from full to 

minimal support. These supports may be in the form of background knowledge, native 

language, visuals, accessing background knowledge, etc. (Athanases & de Oliveira, 

2014).  

Sheltered instruction: Sheltered instruction is the use of instructional supports to 

assist in the learning of grade-level academic material and skills for ELs (Goldenberg, 

2013). 

Tiered vocabulary: Tiered vocabulary is a system of grouping vocabulary words 

according to their frequency of usage. Tier I words are everyday words that are not 
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content specific. Tier II words are mostly used in academic settings across disciplines. 

Tier III words are content specific and only used in that setting (Gomez-Zwiep, Straits, & 

Topps, 2015).  

Significance of the Study 

This study has the potential to benefit the teachers, ELs, and the local district. 

Research in instructional practices for ELs could provide valuable information to the 

local district about the instructional practices being used across the district to support 

ELs. This study has potential for social change by raising awareness and strengthening 

instructional practices being used by the teachers in the local district, which could lead to 

increased achievement for ELs. Raising achievement for ELs will help district 

administration maintain accreditation, which will benefit the entire community.  

Research Questions 

 In this study, I explored the implementation of instructional practices being used 

by general education teachers with third, fourth, and fifth grade ELs because it was 

unknown which instructional practices were used in the mainstream classroom after 

seven years of PD and declining achievement. The content areas of this study focused on 

English language arts, mathematics, and science because those areas were measured by 

the state examination for accountability purposes. I posed two questions to investigate the 

instructional practices used across the district.  

 The following research questions will guide this study:  
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 Research Question 1: What instructional practices are implemented by general 

education teachers for third, fourth, and fifth grade ELs in English language arts, 

mathematics and science in mainstream classrooms? 

 Research Question 2: What factors enhance and/or constrain implementation of 

instructional practices by general education teachers for third, fourth, and fifth grade ELs 

in English language arts, mathematics and science in mainstream classroom?   

Conceptual Framework 

The two theories used to frame this study were constructivism and second 

language acquisition theory. In constructivism, learners generate new understanding by 

building upon previous knowledge and experiences (Yoders, 2014). According to Yoders 

(2014), the tenets of constructivism are:  

• Learning is characterized by cognitively active learners; 

• Learning should happen in context and be structured around 

related themes or primary concepts; 

• New knowledge constructions are built upon prior knowledge; 

• New knowledge should be applied and feedback provided; 

• Learner self-reflection on the learning process is a key learning 

activity (p. 12). 

The work of Vygotsky and Krashan in second language acquisition theory under 

constructivism was used to frame this study. Vygotsky’s research on sociocultural theory 

focused on the social process of learning, which is essential to creating a shared context 

for learning with diverse learners (Valdés, Kibler, & Walqui, 2014). According to 

Vygotsky’s sociocultural theory, social experiences shape the way students think and 
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learn (Vygotsky, 1978). He believed that meaning was first associated socially and then 

psychologically. Therefore, cognition occurs in a social situation where a student uses 

language to negotiate meaning.  

Vygotsky’s early research also introduced the zone of proximal development 

which was defined as "the distance between the actual developmental level as determined 

by independent problem solving and the level of potential development as determined 

through problem solving under adult guidance, or in collaboration with more capable 

peers" (Vygotsky, 1978, p. 86). In essence, this is the area outside of what a learner can 

do autonomously. Therefore, learning is a dialogical process where students are actively 

learning through participation in cooperative learning (Valdés et al., 2014). This research 

set the groundwork for others to develop research-based classroom instructional practices 

that increase achievement such as the use of cooperative learning and differentiated 

instruction (Norton, 2015).  

 Krashen (2003) contributed to second language research through connecting first 

language (L1) and second language (L2). Krashen’s research is based on the 

understanding that literacy in L1 influences literacy in L2. Therefore, students who read 

fluently in L1 will also read fluently in L2 (Krashen, 2003). Krashen also developed 

comprehensible input hypothesis, which explains that all people have a language 

acquisition device functioning in their brains (Anthanases & de Oliveira, 2014). When 

the language acquisition device receives meaningful messages, it must acquire language. 

However, the affective filter can mentally block language from reaching the language 
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acquisition device; therefore, lowering the affective filter helps students acquire more 

language and leads to achievement.  

 Along with the work of Vygotsky and Krashen, Brunner’s work on pedagogical 

scaffolding influenced and shaped sociocultural theory. Brunner studied how a tutor used 

the scaffolding process to help children solve a problem (Wood, Bruner, & Ross, 1976). 

He identified several scaffolding functions including recruitment, reduction in degrees of 

freedom, direction maintenance, marking critical features, frustration control, and 

demonstration. Recruitment involves getting students involved in a task by creating 

interest. The teacher then scaffolds the activity or reduces the degrees of freedom 

according to the needs of the student, adjusting while he/she progresses through the 

activity. The teacher guides students through the activity (direction maintenance) and 

continually reminds them of the objective throughout the activity. The teacher will then 

mark critical features of what is correct and what the students has produced. Reducing 

frustration during problem solving is also important as the teacher encourages the student 

to keep working without exploiting errors made. Lastly, providing a demonstration or 

modeling throughout a lesson is critical to the scaffolding process. Using these levels of 

scaffolding, a teacher can guide students to successful outcomes.  

 Scaffolding is the technique used to provide various supports to help students 

access a specific concept or word and may vary from full to minimal support (Athanases 

& de Oliveira, 2014). These supports may be in the form of background knowledge, 

native language, visuals, and accessing background knowledge. Scaffolding “stimulates a 

critical and independent orientation to meaning-making within the context of their 
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disciplines, and assists students to achieve well beyond their current ‘zone of capability’” 

(Wilson & Devereux, 2014, p. A-91). Scaffolded learning can be divided into two types: 

designed-in and contingent support. Designed-in support refers to scaffolding that 

teachers plan throughout the lesson and anticipate prior to teaching a lesson. Continent 

support is unplanned and provided in the moment as students need it.  

Review of the Literature 

 This literature review consists of a discussion of sheltered instruction, common 

instructional practices for ELs, and barriers to implementing effective instructional 

practices for ELs. The literature review for this study was conducted through the use of 

Walden’s online database and Google Scholar. The databases searched have been 

predominantly in the topic of education including Eric, Education Research Complete, 

and SAGE Premier. The search terms included culturally responsive teaching, ELL, ESL, 

EL, language minority, instructional practices, second language acquisition, sheltered 

instruction, SIOP, limited English proficient, academic language, inquiry based 

instruction, achievement, and linguistically diverse students.  

Sheltered Instruction 

One of the more common systems for instructing ELs is called sheltered 

instruction. Sheltered instruction is a system of organization, which provides teachers 

with instructional supports to increase achievement for ELs. Supports and modifications 

include:  

• Building on student experiences and familiar content 

• Providing students with necessary background knowledge 
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• Using graph organizers or organize information and clarify 

concepts 

• Making instruction and learning tasks extremely clear 

• Using pictures, demonstrations, and real-life objects 

• Providing hands-on, interactive learning activities 

• Providing redundant information (gestures, visual cues) 

• Giving additional practice and time for discussion of key 

concepts 

• Designating language and content objectives for each lesson 

• Using sentence frames and models to help students talk about 

academic content 

• Providing instruction differentiated by students’ English 

language proficiency (Goldenberg, 2013, p. 7). 

There are several different instructional programs that were developed using sheltered 

instruction including content-based learning and Sheltered Instruction Observation 

Protocol. Content-based instruction is provided by specialists with a focus on language 

learning while supporting academic vocabulary, background knowledge, and assignments 

needed to be successful in content classes (Short, 2013). The Sheltered Instruction 

Observation Protocol is an instructional model that provides structure for lesson planning 

and delivery. Although there is some research published on this instructional model, the 

achievement is not statistically significant based on current studies and all of the research 

has been conducted with secondary ELs. 

Common Instructional Practices 

There are several instructional practices used with ELs that have helped students 

understand and access curriculum in the mainstream classroom. Because instructional 
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practices can have several parts, I have identified four categories of instructional 

practices most commonly found through a review of the literature including: 

scaffolding/supports, activating prior background knowledge, cooperative learning, and 

developing academic language. It is important to note that these instructional practices 

are beneficial for all learners, but they are also the most common in second language 

acquisition research.  

Scaffolding/Supports. I divided this first instructional practice, 

scaffolding/supports, into five parts because of the amount of research published on this 

topic. The five parts are using native language support, utilizing multiple modalities, 

incorporating organizers, conducting individual and small group instruction, and 

supporting mathematics and science with literacy strategies.  

Scaffolding increases the level of comprehensibility of the text for ELs by making 

the text more accessible or easier to understand and reducing the cognitive load 

(Athansases & de Oliveira, 2014). There are three instructional conditions that must be 

considered when using scaffolding. The first, contingency, is responsiveness to the 

learner’s needs such as instructional decisions, the amount of help given, and the level of 

difficulty of assignments. The second condition, fading, is gradual release of 

responsibility where less supports are put in place as students make steady progress. This 

stage is crucial because the teacher must know the level of the student and anticipate 

his/her instructional needs appropriately for academic success. Lastly, transfer of 

responsibility, is where students complete tasks/assessments with little to no supports. 

Scaffolding can be used before, during, and after reading. Scaffolding used before 



18 

 

reading, called priming, is a form of activating background knowledge where vocabulary 

may be pretaught or cultural knowledge may be developed. Scaffolding during reading, 

called navigating, can be used to help guide students through a series of activities, which 

focus on explicit vocabulary instruction or review questions in the text. Scaffolding used 

after reading, called amplifying, allows the teacher to facilitate a discussion where 

meaningful connections to the text are made to strengthen understanding. Deep 

scaffolding through explicit instruction is beneficial for all students, but especially for 

ELs because appropriate supports help to create meaningful input.    

The first way that teachers can help ELs make meaning is to use native language 

support in literacy, mathematics, and science instruction (Goldenberg, 2013). Native 

language is commonly referred to as language one (L1) or the home language (Cole, 

2014). When teachers use L1 in class, students have an opportunity to use the language in 

which they are the most familiar to understand the target language, referred to as 

language two (L2). The L2 in this discussion is English. There are two common ways to 

use the L1 during instruction. Teachers can deliver academic content in the L1 through 

bilingual instruction. The teachers would need to be fluent in both languages as 

instructional is provided in both languages. Teachers could also use the L1 as support, but 

deliver the content in the L2. Support devices such as a tablet or a dictionary can be used 

to support the L1.  

In literacy, using the L1 as a support has been seen to improve achievement in 

vocabulary and comprehension (Goldenberg, 2013). Teachers can use cognates to show 

shared meanings between the two languages (English and Spanish). ELs can access their 
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L1 and compare it to the L2 to increase understanding (Barrow, 2014). This practice is 

especially helpful for ELs who have strong literacy skills in their L1, which then carry 

over to their L2. More literature about vocabulary will be covered in the last section 

under building academic language.    

Using an L1 also allows students to negotiate meaning in content areas such as 

mathematics (Turner, Dominguez, Empson, & Maldonado, 2013). For example, students 

may have learned about order of operations in mathematics using their L1, but did not 

understand the English words for order of operations’ concepts. Students need to have 

time to be able to discuss and negotiate what they do not understand. A practice referred 

to as a shared communicative space can be used to negotiate through a specific learning 

objective. The purpose of this space is to create shared meanings and understandings 

about mathematical concepts through discussions in L1 and L2. Turner et al. (2013) 

found that ELs struggle to explain their ideas to others in English, but when students were 

allowed to use a common native language, they discussed meanings, reconciled 

confusion, and explained ideas to improve mathematical understanding. The teacher 

linked these mathematical understandings back to the L1 to increase achievement on state 

examinations. Tran, Martinez-Cruz, Behseta, Ellis, and Contreras (2015) also found that 

providing students with bilingual support increased problem-solving performance in ELs. 

Student participation and engagement increased in mathematics lessons when provided 

with L1 support. Students were taught through everyday situations that connected to the 

mathematics lessons with some explanations in the L1. This real life application is 
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important for all learners, but especially for ELs who are sometimes disconnected 

because of the language/cultural barrier. 

Use of L1 can also be beneficial in science instruction. Teachers can explicitly 

support students’ native language to optimize participation (Stevenson, 2013). This 

explicit L1 support can occur through classroom collaboration, discussions, or assistive 

technology. Teachers can also provide previews and reviews of lesson content in the L1. 

This practice allows students to connect with the lesson before hearing it in the L2. 

Students can also use the L1 for clarification or to negotiate meaning of various science 

concepts and objectives. By seamlessly incorporating linguistic resources, such as 

translation applications on tablets or dictionaries in the classroom, student learning is 

facilitated and achievement increases because all students have access to link their L1 to 

the target language. In some online curriculums, websites, and textbooks, students can 

view instruction in both languages and then develop meaning using whichever language 

helps them to understand the information. When meaning is clarified, students can 

demonstrate understanding on assessments.   

L1 support can also be used during inquiry-based lessons in multiple content areas 

(science, mathematics, literacy). Ulanoff, Quiocho, and Riedell (2015) studied 

questioning techniques during inquiry-based lessons to understand how academic 

language and discourse develop in L1. ELs in third grade worked with ELs in 

kindergarten. Even though students were not specifically taught questioning techniques, 

students asked questions and responded appropriately while working on inquiry-based 
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activities. Students developed their own questioning techniques when given new 

information, which demonstrated academic language development. 

Contrary to the research about L1 support, Cheung and Slavin (2012) conducted a 

study of outcomes in reading programs for Spanish-dominant ELs from 1970-2012 and 

found that the language of instruction was second to the quality of instruction. Students 

who were taught in Spanish or through bilingual education had no difference in reading 

outcomes than students who were taught in all English.  

Another way teachers can provide scaffolding/supports for ELs is through 

multiple modalities including visuals, technology, videos, animations, and multi-sensory 

activities. Multiple modalities make content comprehensible for ELs by reducing the 

language demand and creating a picture of what is being taught (Sanford et al., 2012). 

While students are reading a story in English language arts classes, teachers can use 

technology such as an iPad to help students create pictures or find pictures to enhance 

understanding for all ages. Studies have shown that using tablets with elementary 

students has increased achievement (Delacruz, 2014). The use of visuals in guided digital 

reading programs increase reading levels for struggling readers by differentiating lessons 

based on a student’s literacy level.  

Visuals like charts and graphs can also be used to provide immediate feedback to 

students about their answers during a guided reading lesson (Delacruz, 2014). Visuals can 

help students understand their own progress and create more engagement in their own 

learning through providing choice and opportunities to manipulate the text. Because ELs 

often have learned a concept or word in another language, using a visual helps the teacher 
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to bridge the gap in learning the new word. Visuals are especially helpful in vocabulary 

development across content areas because the linguistic demands are reduced and 

students see the concept or new word (Lee & Buxton, 2013a). All of these supports 

would help student achievement by increasing meaning and allowing students equal 

access to the literacy curriculum.  

Multiple modalities can also be used to improve science instruction and increase 

student achievement. Effective vocabulary instruction includes purposeful, frequent 

opportunities to practice the new language. Teachers can use interactive word walls to 

increase understanding through visuals and interactive-multisensory activities (Jackson & 

Narvaez, 2013). In science, vocabulary acquisition increases through the use of hands-on 

labs and real-life experiences. Alt, Arizmendi, Beal, Nippold, and Pruitt-Lord (2014) 

studied the connection between mathematics and language using experimental tasks with 

reduced language demand in second and third grade students. Students responded to a 

visual game on the computer using a racing dinosaur to demonstrate number competency. 

The dinosaur would then respond with a facial expression and a noise to indicate if the 

answer was correct. If the answer was correct, the race would begin and students were 

given feedback through animation at the end of each race. The students had four attempts 

to answer the prompt correctly before receiving visual feedback. Through this program, 

students demonstrated what they knew or did not know without the language demand 

interfering with the understanding.  

The use of graphic organizers can also increase achievement for ELs. Graphic 

organizers help students to organize information and aid in clarifying relationships 
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(Sanford et al., 2012). Scaffolding can be used to support writing development in literacy. 

O’Hallaron (2014) studied differentiated instruction through the use of genre-specific 

scaffolds to support argumentative writing development in fifth grade. Using an 

argument-specific organizer helped develop argumentative writing; ELs consistently used 

evidence to support their arguments. The use of graphic organizers also increased 

academic achievement of ELs in science and mathematics.  

Teachers can provide support for ELs through one-on-one and small group 

instruction. ELs have different academic and linguistic needs based on when they first 

entered a U.S. school and their prior educational background. Differentiation through 

one-on-one support or in a small group is an effective way to address the variety of needs 

in a typical class or school. Ross and Begeny (2011) used a fluency intervention with 

second grade ELs in both one-on-one and small group support. Although students 

showed fluency growth in both types of interventions, one-on-one was more effective due 

to individualized attention on specific skills. ELs also derived long-term benefits from 

individualized phonics and comprehension interventions (Vadasy & Sanders, 2012). 

These lessons focused on explicit individualized instruction in “code-oriented skills 

(alphabetic and phonics)” as well as “word recognition skills (decoding and word 

identification)” and “not to represent spoken words in accurate spellings” (Vadasay & 

Sanders, 2012, p. 837). EOs benefitted from the spelling intervention, but ELs did not 

have long-term retention rates with these interventions.  

ELs can also be supported through using comprehension strategies in mathematics 

and science instruction. Problem-solving skills in mathematics are often intertwined with 
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language and comprehension strategies to mitigate misunderstandings in instruction 

(Orosco, 2014). Teachers can explicitly incorporate the type of language students may 

see in word problems in a lesson to increase understanding. For example, in an upcoming 

algebra lesson, a teacher may pre-teach vocabulary used in that specific lesson. Then, 

when the lesson is taught, the student does not have to learn the language and the content 

at the same time. This practice reduces the language demand (Cho, Yang, & 

Mandracchia, 2015).  

In addition to mathematics instruction, ELs also benefit from reading 

comprehension strategies in science instruction. Specifically, the use of text-based 

questioning improves academic achievement (Taboada, 2012). ELs who demonstrate 

text-based questioning skills have higher achievement in science because they interact 

with the text while thinking about the topic in context. Use of questioning helps ELs to 

focus on the specific key concepts within the bigger context.  

Activating prior background knowledge. Activating prior background 

knowledge assists students in moving from the known knowledge they possess to the new 

knowledge being acquired (Turkan et al., 2012). This instructional practice is especially 

important for ELs because they may have different background knowledge and 

experiences than EOs based on their culture, prior schooling, and language. Building 

background knowledge ensures that all students have the same information about a topic 

before beginning a lesson and facilitates comprehension. For example, a teacher may use 

a text that assumes students already know about cultural norms such as seasons, Native 

Americans, or gender roles in society. Using lessons to build understanding of these 
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various concepts will increase understanding and lead to higher achievement for ELs. 

Building background knowledge fills in the gaps of knowledge regardless of what is 

already commonly known. Teachers can also build background knowledge by asking ELs 

to share experiences from their culture and/or prior classroom experience. Sharing 

cultural/prior experiences leads to increased motivation and classroom inclusion by 

incorporating prior knowledge from ELs (Tahtinen-Pacheco, & Merchant, 2014).    

Using background knowledge also helps teachers pre-assess knowledge before 

beginning a lesson (Turkan et al., 2012). Teachers can differentiate the content of the 

lesson based on students’ academic needs. Pre-reading activities such as predictions can 

also activate prior knowledge and give a purpose for reading (Bui & Fagan, 2013). 

Predictions lead to an increase in comprehension because students are thinking about 

what may happen before they read the story. Background knowledge can also be 

connected to academic language. Because ELs have background knowledge of an 

academic term in a home language, the teacher needs to bridge the gap to support 

language acquisition. This gap is bridged through asking the student about the academic 

term and what he/she knows about the term. Then, based on this pre-assessment, the 

teacher can adjust the content needed. 

Cooperative learning. The use of cooperative learning increases achievement for 

ELs. The students may vary in age and/or language proficiency level and the group may 

vary in size. The teacher’s role in cooperative learning is to facilitate the lesson while the 

student’s role is to participate in the lesson. Cooperative learning has many benefits for 

ELs including allowing students to work together and increasing motivation and 
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engagement (Bui & Fagan, 2013). Most students enjoy working together and learning 

from each other.  This instructional practice is as effective as one-on-one instruction and 

more effective than large group instruction (Cole, 2014).  

ELs who participate in cooperative learning also have opportunities for authentic 

academic discourse in literacy and science contexts. Inquiry-based learning also uses 

cooperative learning strategies to promote authentic communication about science 

knowledge and practice through hands-on learning (Tahtinen-Pacheco, & Merchant, 

2016). Through collaborative inquiry, students communicate with each other while 

practicing their listening and speaking skills to solve real-world problems using a 

scientific process. Then, when students were assessed, they produced the scientific 

process using the correct language practiced during collaborative inquiry.  

Cooperative learning approaches improved literacy outcomes when compared to 

teacher-centered or individualistic instruction because small groups are used (Cheung & 

Slavin, 2012; Cole, 2014). In small groups, ELs have more opportunities to participate 

and contribute with less risk than in a large group environment, which is true for all 

learners. When ELs work with EOs, they will hear models of pronunciation and language 

frameworks in a rich linguistic environment. ELs can also construct meaning with peers 

in a safe, supportive environment through cooperative learning. Students may discuss 

characters, plot, setting in an environment where they negotiate meaning and arrive to a 

conclusion (Turkan et al., 2012).  

In addition, cooperative learning provides ELs with an opportunity to see some of 

their home cultures reflective in classroom practices (Bui & Fagan, 2013). In some 
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countries, completing a task together is the expected norm. ELs with this background 

would naturally feel more comfortable working in a small group. In some classrooms, 

these cooperative groups are referred to communities of learners who explore and learn 

together (Johnson, Bolshakova, & Waldron, 2014).  

Despite all of the research discussing the benefits of using the instructional 

practice of cooperative learning in a diverse classroom, this practice might hinder 

development of reading skills. Liu and Wang (2015) studied the effectiveness of using 

cooperative reading activities (pair and small group) versus independent reading activities 

in fourth grade. Overall, they found that cooperative reading activities might interfere 

with reading development. In this study, ELs developed their reading skills using 

individual practice to become independent readers. The researchers further concluded 

that when ELs reach upper elementary stage, they have already moved from regulation to 

self-regulation and they no longer benefit from reading through socially constructed 

interaction (Vygotsky, 1978). Instead of cooperative learning, it is recommended that ELs 

improve reading through sustained independent reading, which may lead to increased 

comprehension and fluency.   

Developing academic language. Academic language acquisition plays the most 

significant role in acquiring language (Chung, 2012). It is a significant predictor of 

comprehension because students need to understand 98% of the vocabulary in a text 

before independent comprehension occurs. Vocabulary errors are the most frequent type 

of error in literacy and often lead to miscommunication for ELs. In addition to errors, 

there is a disparity in the breadth and depth and knowledge of ELs and EOs, which 
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widens as students get older. New ELs coming into the school system may know few to 

no English words whereas EOs may have already learned as many as 6,000 new words by 

kindergarten. The depth of word knowledge includes literal meaning, connotations, 

syntactical forms, morphological forms, semantic relations, and collocations. ELs have 

limited meaning of words and these are less diverse when compared to EOs’ depth of AL 

knowledge. There are two types of academic language including general and discipline-

specific (Nagy, Townsend, Lesaux, & Schmitt, 2012). In the general category, providing 

multiple opportunities for students to practice the new words; providing multiple 

exposures across disciplines; and using authentic contexts increases acquisition. In the 

discipline-specific category, using explicit vocabulary instruction, graphic organizers, 

student collaboration, and videos improves proficiency.  

Vocabulary not only affects language development, but also oral language. The 

gap in patterns of growth of oral language in ELs compared EOs suggests a 

developmental lag and has implications for instructional practice (Mancilla-Martinez & 

Lasaux, 2011). ELs need to learn the all types of vocabulary (social and academic) at an 

accelerated pace in order to catch up to their peers. ELs need to be exposed to explicit 

lessons where they can learn word parts and function of words during instruction. Using 

meaningful, age-appropriate language instructional practices to build word knowledge is 

imperative to the development of academic language. Oral decoding also improves 

students’ memory for recalling the meanings of vocabulary words (Rosenthal & Ehri, 

2011). When meanings are explicitly taught with visuals, students could use the meanings 

of new vocabulary words when retelling the story. They also used more vocabulary 
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words in their discourse while discussing the story versus students who did not have the 

oral decoding strategy used synonyms. Therefore, through the oral decoding strategy, 

students were better able to understand and retain vocabulary words for later use. 

Although academic language has always been developed in English language arts, 

the New Generation Science Standards now require students to use academic language in 

science to construct answers, demonstrate argument with evidence, and formulate 

questions about science (August, McCardle, & Shanahan, 2014). If students simply 

memorize academic language in science, they will most likely be unable to access higher 

order thinking skills required to succeed in science. One of the instructional models is the 

5R Instructional Model, which teaches science vocabulary through repeating, revealing, 

repositioning, replacing, and reloading (Weinburgh, Silva, Smith, Groulx, & Nettles, 

2014). The 5Rs are not in any order, but are used as needed. In repeating, the students 

utilize systematic repeating of scientific words or concepts, which increases 

understanding. During revealing, students encounter a new word in which they have no 

everyday word to explain it and must construct meaning. Repositioning and repeating 

were also used to increase science achievement. Teachers used repositioning to provide 

opportunities for students to use the science term in a new situation and repeating was 

used to practice science terms over again. Lastly, reloading is where students revisit the 

teams on a daily basis. Students learned academic language in science through the 5R 

Instructional Model and science achievement increased.  

In addition to science, developing academic language in mathematics has been 

shown to increase conceptual understanding when solving word problems (Orosco, 
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2014). Student achievement increased with mathematics word problems using Dynamic 

Strategic Mathematics, which incorporates the academic language of mathematics into 

instruction. ELs learned basic mathematics vocabulary while practicing with simple word 

problems. As students learned more language, they were able to solve more complex 

word problems. Because students already had mastery in number operations and 

computation in their home language, they were able to use this instructional practice to 

focus on the academic language of the mathematics problem to improve problem-solving 

skills. ELs were also able to learn more complex word problems than the control group 

because of their language levels.  

Barriers to implementing instructional practices. Even though there are many 

instructional practices that can help to increase ELs’ achievement, there are also several 

barriers to implementation of these practices in the classroom. One of the barriers is the 

lack of instructional support concerning ELs from school administration (Elfers & 

Stritikus, 2014). In a study about how school districts support teachers of ELs, a 

fragmented system was discovered relevant to instructional practices. The first concern 

was about high-quality instruction in all classrooms. Since ELs were in general education 

classrooms, district leaders agreed that support for ELs through professional 

development, access to interventions for ELs, and opportunities to build teacher capacity 

were needed. The other theme related to instructional support by creating a common 

rationale. This rationale included prioritizing instruction for ELs and supporting staff 

through instructional opportunities. ELs are part of the regular student population and 

need to be taken into account during all instructional decisions.  
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The lack of preparation and/or competence teachers have had in effectively 

instructing ELs is another barrier. In a recent research study, 35 schools that received 

federal funds reported that 20% of PD time was related to ELs (Boyle, Golden, Le Floch, 

& O’Day, 2014). Administrators from three of these 11 schools reported that they 

considered teachers’ EL expertise and experience when hiring new teachers. However, 

because ELs spend the majority of their day in the regular education classroom, all 

teachers need to have a basic understanding of second language acquisition and 

instructional practices that help ELs achieve in the content classroom (Bunch, Kiebler, & 

Pimentel, 2013).  

 ELs lack the opportunities to practice academic language in the classroom 

(Chung, 2012). There is a connection between teacher-dominated classroom discourse 

and low levels of academic language. Because ELs often speak another language at 

home, their opportunities to use academic language in English occur predominately at 

school. Oral language skills have strong correlation to reading comprehension and ELs 

are more successful in a classroom with rich discourse (Shea, Shanahan, Gomez-Zwiep, 

& Straits, 2012).  

 In mathematics instruction, a barrier can be found in the lack of reading and 

linguistic support for ELs in solving word problems (Moschkovich, 2013). ELs perform 

higher on assessments when the language demand is reduced. Mathematics curriculum 

materials typically show how to teach the process of solving a word problem with little 

attention to teaching the language used to understand and answer a word problem. This 

has caused skewed results in mathematics data because the assessments measured 
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language in addition to mathematical knowledge. Although mathematics assessments 

might show ELs mathematics proficiency, heavy language demand often masks students’ 

true mathematical knowledge (Alt et al., 2014). Teachers need to be aware that these 

assessments may not provide an accurate picture of an ELs’ mathematical competencies. 

Teachers need to teach the language of mathematics so that ELs understand the meaning 

of the words and how to write the answer in their second language to demonstrate their 

mathematical knowledge. Some suggestions for how to teach the language include visual 

examples, diagrams, and use of L1.  

A consistent barrier mentioned in the literature to implementing a new 

instructional practice is lack of support that affects sustainability and fidelity of the PD 

(Teemant, 2013). Teachers need ongoing, job-embedded PD to support implementation 

of new instructional practices (Johnson et al., 2014). PD may be provided through 

meetings, coaching sessions, observations, etc. to help teachers use the new practices 

correctly. Support during implementation provides the opportunity for teachers to receive 

constructive feedback to hone the new skill (Cheung & Slavin, 2012).  This feedback 

should not be punitive or connected to evaluation and should be supportive in nature.  

Teachers’ attitudes or perceptions of the importance of the new practices and/or 

students impede progress of a new instructional practice (Hamann & Reeves, 2013; 

Trevino Calderon & Zamora, 2014). Frustration with a new instructional practice can 

cause the teacher to put less importance on its implementation or abandon it altogether. 

Johnson et al. (2014) found that fidelity of implementation increases when teachers 

believe in the strengths of ELs instead of focusing on the deficits. In addition to fidelity, 
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student achievement rose from 6% to 48% growth in the number of students who scored 

proficient on the state science test. In fact, ELs surpassed the growth for EOs and all 

other control groups in the district.  

Implications 

 The district personnel are responsible for educating more than 600 ELs per year 

and more students are enrolled in the program each year (DESE, n.d.b). The decline in 

ELs’ achievement affects all stakeholders. Because the district has not met the required 

percentage of student achievement for the past seven years, a thorough look at the 

implementation of instructional practices in third, fourth, and fifth grade was needed to 

make changes as the district moves forward to guarantee all students access to the 

curriculum to increase achievement. Based on the findings from the research, a potential 

project of a district-wide three-day PD plan was developed and presented to the local 

district. This plan focuses on the needs of the district and includes all the materials 

needed for three days of PD. 

Summary 

 All students should receive the appropriate instruction to access the required 

curriculum and demonstrate achievement as they progress through the public school 

system. The purpose of this qualitative study was to investigate the implementation of 

instructional practices being used in the district and the factors that enhance or constrain 

implementation of those practices. In section two, I will discuss the methodology 

including the research design and approach, participants, data collection, and data 
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analysis procedures.  In section three, I will discuss the project. In section four, I will 

discuss the reflections and conclusions of the final study. 
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Section 2: The Methodology 

Research Design and Approach 

 The purpose of this study was to examine the implementation of instructional 

practices for ELs in third, fourth, and fifth grade general education classes. The 

implementation of instructional practice was unknown in this district despite required PD 

efforts focusing on ELs for the past seven years. To investigate the implementation of 

these practices, two research questions were posed:   

 Research Question 1: What instructional practices are implemented by general 

education teachers for third, fourth, and fifth grade ELs in English language arts, 

mathematics and science in mainstream classrooms? 

 Research Question 2: What factors enhance and/or constrain implementation of 

instructional practices by general education teachers for third, fourth, and fifth grade ELs 

in English language arts, mathematics and science in the mainstream classroom?   

 These research questions logically lead to a qualitative design because 

participants provided responses to interview questions regarding the implementation of 

instructional practices they employ. Understanding more about which instructional 

practices are used, how they are chosen, and why they are used could not be developed 

through the use of quantitative methods. According to Bogdan and Biklen (2007), 

qualitative research is naturalistic where the researcher spends time collecting data and 

building understanding by being on location, in contrast to a quantitative approach where 

data are most often collected offsite. There were two separate criteria for participants in 

interviews and observations. In this particular study, all data were collected within the 
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district buildings. Qualitative research also requires descriptive data in words or pictures 

whereas quantitative research utilizes data in numbers. Data were collected through open-

ended interviews where participants described their experiences, thoughts, and ideas. I 

also observed participants to gain a deeper understanding of how the instructional 

practice was taught. Using a qualitative design allows researchers to focus on process 

rather than product. In this case, I was interested in understanding what may possibly 

enhance or constrain implementation of instructional practices for ELs. Qualitative 

research is also an inductive process in which the understanding is built from the bottom 

up instead of top down in quantitative research. This process can also be referred to as a 

funnel approach. A funnel approach begins more generally and becomes more focused 

through the various data collection methods (Bogdan & Biklen, 2007). After I conducted 

an interview with each teacher, I then observed a lesson to understand how the identified 

instructional practices were taught.  

 In this section, I provide an overview of the research design and approach to 

understanding the implementation of instructional practices for third, fourth, and fifth 

grade ELs in a suburban, Midwestern district. Then, I discuss the participants including 

access to participants and protection of human subjects. Following that, I discuss data 

collection procedures for the interviews and observations and my role in the study. Then, 

I discuss how the data will was analyzed using typological analysis. Finally, I discuss the 

data analysis results including the project deliverable.  
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Qualitative Research Design 

Although all qualitative research is centered on discovering and understanding the 

perspectives of those being studied, there are six different types of qualitative design: 

phenomenology, ethnography, grounded theory, narrative analysis, case study, and 

critical research (Merriam, 2009). Phenomenologists study the human lived experience 

and are interested in understanding the fundamental basic structure of an experience 

(Merriam, 2009). Ethnography is a process and product where researchers study the 

beliefs, values and attitudes of a group or culture of people (Merriam, 2009). In grounded 

theory research, a theory emerges from the data (Lodico, Spaulding, & Voegtle, 2010). 

Narrative analysis is used when a researcher wants to tell a person’s story in a narrative 

form (Merriam, 2009). Case study research is used when a researcher would like to 

investigate a bounded system (Merriam, 2009). Researchers use critical research to 

critique and challenge a context through the use of power dynamics to change society 

(Merriam, 2009).   

A case study was the type of qualitative research design chosen for this study. 

According to Creswell (2012), a case study is “an in-depth exploration of a bounded 

system based on extensive data collection” (p. 465). The bounded system for this 

particular case study was third, fourth, and fifth grade general education teachers in six 

elementary schools in one district. Specifically, this study was a multisite case study 

because I investigated the implementation of instructional practices in six different 

schools (Merriam, 2009). Use of a multisite case study enabled me to create a 

comprehensive review of the instructional practices used across the district in three 
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different grades. Because multisite case studies can be difficult to manage, I attempted to 

interview and observe teachers at one school before moving on to the next school.  

Justification of the Choice of Research Design 

 A case study was the most relevant choice for this study because it allowed for the 

study of a phenomenon within a specific context. I was most interested in understanding 

the implementation of instructional practices from a group of upper elementary teachers 

within a district.  I also considered the other six qualitative research approaches when 

planning my study before selecting a case study. A phenomenological study would not be 

appropriate for this study, because they are used to investigate the lived experiences of 

participants from the perspective of the individual or group. I was not trying to 

understand the lived experiences of teachers, but the implementation of instructional 

practices. An ethnographic study would not be appropriate for this study because I was 

not investigating a specific culture (Lodico et al., 2010). Grounded theory would not be 

appropriate for this study because I was not developing a theory based on my data and it 

requires prolonged engagement in the field. Narrative analysis would also not be a 

suitable approach because I was not interested in telling people’s stories in narrative 

form. Critical research would also not be appropriate because I was not criticizing a 

theory or challenging beliefs. Therefore, a qualitative multisite case study was the most 

appropriate approach.   

Participants 

 The population for this study included third, fourth, and fifth grade general 

education teachers in a suburban, public school system in a Midwestern district, 



39 

 

containing six elementary schools. Third, fourth, and fifth grades were chosen for this 

particular study because research has shown that ELs at the elementary level need to be 

in school at least three to five years to close the gap in achievement with their peers 

(Farbman, 2015). The majority of ELs in the local district enroll in kindergarten, so 

children who had enrolled in Kindergarten would meet the requirement to close the 

achievement gap as mentioned by Farbman (2015), since they would have been in school 

for at least three years. Also, state testing begins in third grade, so assessment data are 

readily available for the three grades being investigated.  

 The participants were based at the six elementary schools in the district. All 

participants had experience with teaching ELs within the past three years. To quality for 

an interview, participants must have taught ELs in the past three years. To qualify for an 

observation, participants had to have ELs in his/her classroom during the time of data 

collection. One participant qualified for an interview, but not an observation due to the 

fact that she had no ELs in her classroom during the interview time. All teachers in the 

six schools are highly qualified as required by the state of Missouri and four were 

certified to teach EL based on interview data. The teaching experience of the participants 

ranged from 2 to 25 years. Out of the population of 60 teachers across the district, the 

majority of teachers had an EL within the last three years, but the number of teachers 

who qualified for the interview varied greatly from school to school.  In some schools, all 

of the ELs were clustered with one or two teachers per grade level; however, in other 

schools, ELs were dispersed among all teachers in the grade level. The sampling 

approach for this study was purposeful sampling since I intentionally selected 



40 

 

participants to participate in my study based on the criteria for interviews and 

observations (Creswell, 2012).  

Criteria for Selecting Participants 

There were two separate criteria for selecting participants in this study. For the 

interview, the third, fourth, and fifth grade teachers must have had ELs in their classroom 

within the past three years. For the observation, the third, fourth, and fifth grade teachers 

must have had ELs in their classroom during the time of data collection. At the onset of 

the study, the exact number of participants was unknown, but at the minimum there was 

at least one teacher per grade, per school who would fit the criteria because there are ELs 

at every grade level in every school.  

Justification for the Number of Participants 

In qualitative research, the number used in a study varies with the depth of inquiry 

(Creswell, 2012). If the sample is too small, too few participants provide insufficient data 

to address the problem, yet if the sample is too large, the depth of inquiry may not be 

sufficient. In this case, I wanted to include participants from grades three, four, and five 

from each of the six schools so that I could provide a complete in-depth description of 

instructional practices being implemented in the district with ELs. The inclusion of these 

grades will ensure sufficient data to address the problem. Prior to data collection, the 

minimum number of participants desired was 18, which hopefully included at least one 

teacher per grade, per school. There were 23 teachers interviewed and 22 teachers 

observed, based on the criteria. Although the goal for this study was to have equal 

participation across all schools and grades, I was unable to interview a teacher in fourth 



41 

 

grade at school A and a fifth grade teacher at school B. All other schools and grades were 

represented by at least one teacher. The total number of teachers interviewed was as 

follows: third grade – 9, fourth grade – 9, fifth grade – 5. It was difficult to interview and 

observe fifth grade teachers because of the timing of the data collection. Since it was the 

end of the year, most classes had finished early and were on field trips or participating in 

various ceremonies.  

Access to Participants 

To gain access to the participants, a letter of cooperation to conduct research 

within the district was submitted with my Institutional Review Board (IRB) application. 

After IRB approval was granted (04-11-16-0341693), I emailed each administrator 

requesting permission to conduct research in his/her school. Even though I already had 

permission from the district, it was important to ask the local administrator since I will be 

conducting research in his/her building. I used the same letter for the site administrators 

that I used for the district administrator except for the personal information of each site. 

All six administrators gave me permission to conduct research in his/her school. After 

permission was granted for each building, an email was sent to each third, fourth, and 

fifth grade teacher in the district requesting participation. Names and email addresses 

across the district are public knowledge and listed on the district webpage.  This email 

also included the same information about the study that was sent to administrators along 

with a consent form. 
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Establishing Researcher-Participant Working Relationship  

 To establish a researcher-participant working relationship, I originally planned a 

meeting with third, fourth, and fifth grade teachers after their monthly faculty meeting to 

explain the purpose of the study, the consent form, and answer any questions. However, 

because of the timing of the school year, attending staff meetings before school finished 

was not possible. After the initial email to all teachers, I personalized each email and 

explained the important role that the participant plays in this study. To build trust I 

reminded the participant that I was a peer and in no way connected to the evaluation 

system of the district or state. I also explained that I was bound by confidentiality and if 

violated, my research would be compromised. I also explained that all identifying 

information would be removed from the data before presentation to stakeholders or 

publication. I also told participants that the research for this study would only be used for 

this study and no other purpose. Participants were informed that data would be secured 

and destroyed after five years. I explained their right to withdraw from the study at any 

time. In some cases, teachers called me to ask questions and arrange a date for the 

interview and observation. Other teachers sent an email indicating their interest in the 

study. Participants signed the consent form when I came to their classroom for our 

interview. 

Methods for Ethical Protection of Participants 

 Protection from harm applies to both physical and emotional harm (Lodico et al., 

2010). Although there is no treatment applied to participants, it is important to note that 

the study may cause slight emotional discomfort due to a high stakes testing environment 
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in education. In the age of accountability, explaining inadequate achievement of any 

group of students may cause distress for a teacher since teacher evaluation is tied to 

achievement in this district. I reminded teachers that the district administration did not 

mandate this research and that I have no evaluative connection to the district. Teachers 

were also reminded that their participation is voluntary and not connected with the school 

district. Participants were informed that they could withdraw at any time without 

explanation.   

 Confidentiality was of utmost importance during this project study. Participants’ 

confidentiality was strictly protected with no identifying information on the data. To 

further protect confidentiality harm, participants were identified using an alphanumeric 

system relating to the school, participant number, grade level taught, and data collection 

type. For example, A13I was a participant from A school, first participant, grade three, 

and interview as the data type. This system of confidentiality was explained to 

participants to further alleviate concerns about privacy. I was the only one with access to 

the data. All files were protected with a passcode only known by myself. All hard copies 

of data are protected in a locked cabinet in my personal home office. All data will be 

stored for five years in a locked cabinet and then securely destroyed. 

Data Collection 

 In qualitative data collection, the researcher uses general, broad questions in order 

to allow participants to share their views unrestrained and unbiased (Creswell, 2012). 

Collecting several forms of data from multiple perspectives allows the researcher to 

systematically learn more about the central phenomenon. In this case, I collected data 
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using interviews and observations to understand the implementation of instructional 

practices for ELs.  

Interviews   

 I conducted open-ended, one-on-one interviews with third, fourth, and fifth grade 

general education teachers to identify the instructional practices used for ELs. Open-

ended questions allowed the teachers to express their experiences without any constraints 

on the way a response is created (Creswell, 2012). An interview was the appropriate 

choice for data collection at this phase because I wanted to gain an understanding of the 

implemented instructional practices being used in the classroom.  

 I used an interview protocol based on instructional practices from the literature 

review and the professional development provided to the district (Appendix B). The 

interview began with explaining the purpose of the study and the confidentiality 

procedures. I also asked the participant for his/her verbal permission to record the 

interview on a digital recorder. In an attempt to get to know the participant and gain trust, 

I asked a few questions about him/her and a general question about choosing instructional 

practices for ELs.  

 Each participant was interviewed one time for approximately one hour. As 

determined by the participant, most interviews took place in the participant’s classroom 

after the workday. One interview took place in my classroom, which was the participant’s 

choice. To ensure privacy of the participant and to safeguard against interruptions, a DO 

NOT DISTURB sign was placed on the door. The interview was recorded using a digital 

recorder. When the interview was complete, the file was immediately uploaded to my 
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personal computer and encrypted with a password. I am the only one who knows the 

password of the file.  

Observations   

 The observations occurred predominately before the interviews and usually on the 

same day, depending on schedules. The observations allowed me to gain more 

information about how the instructional practices are taught. The teacher chose the date, 

class, and time in which I observed him/her. Each participant was observed once for an 

average of 30-45 minutes. During the observation, I looked for information about how 

the instructional practices are taught using an observation protocol.   

 The observation protocol was created by me, but I modeled it after a walk through 

template used by the district (Appendix C). This template is used by district 

administration on a monthly basis to identify implementation of various building 

initiatives, such as, behavior supports, systems thinking, instructional practices, or 

classroom management strategies. This form has not been utilized to identify 

instructional practices specifically for ELs. As indicated before, all staff members have 

participated in district-wide, comprehensive, PD focused on research-based instructional 

practices for ELs used on the form. The form is divided into the four areas of 

instructional practices as identified by components in the literature review and developed 

in the district professional development sessions: scaffolding and/or supports, building 

prior background knowledge, cooperative learning, and academic language. Indicators 

are included on the form to help with identification of the instructional practice in class. 

For example, under academic language, I may see a teacher developing academic 
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language using word maps, student-friendly definitions, chunking, synonyms, antonyms, 

or word parts. These indicators aided in identifying instructional practices through 

various individualized forms. I used the form to record which practice(s) is/are being 

used and how they are used.   

Procedures for Gaining Access to Participants 

As stated before, I used the public school email system to gain access to 

participants after IRB approval was granted. I first emailed the administrators in each 

building requesting permission to conduct research in his/her school. Even though I 

already had verbal permission from the district, it was important to ask the local 

administrator since I would be conducting research in his/her building. I used the same 

letter for the site administrators that I used for the district. After receiving permission 

from each building administrator, an email was sent to each third, fourth, and fifth grade 

teacher in the district requesting participation. This email also included the same 

information about the study that was sent to administrators along with a consent form. 

Role of the Researcher   

During the time of data collection, I was employed in this district as an EL teacher 

and worked at both of the middle schools and high school for 11 years. Although I was 

viewed as a colleague, I had not worked directly with any of the participants in this study, 

but some may have heard my name through district communication. Because I worked in 

the district and was considered a subject matter expert in EL, some bias may be present. 

There is only one EL teacher in each building and he/she is considered the subject expert 

in second language acquisition, which also applied to my position. Teachers may have 
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felt some discomfort answering questions about their own instructional practices. During 

the interview, I assured participants that I highly value their opinions and that I was 

objectively looking for instructional practices, not judging their competency of second 

language acquisition.    

My experiences and expertise may have presented a bias in this study. Following 

protocols (interview and observation) reduced bias and helped me to objectively study the 

participants (Bogdan & Biklen, 2007). Throughout the study, I kept a journal of emerging 

understandings and reflections to help limit my biases about ELs and how they learn. 

Using a journal helped me to evaluate my own thoughts about subjectivity and the data.   

Data Analysis 

 To analyze the instructional practices that teachers are using in the general 

education classroom with ELs, I used typological analysis as this best fit the research 

design for this study (Hatch, 2002). The purpose of this study was to identify the 

instructional practices and the factors that enhance or constrain implementation. I 

followed the steps in typological analysis as defined by Hatch (2002). The first step in the 

analysis procedure was to identify the typologies to be analyzed, based on the literature 

review and professional development provided in the district. The typologies used to 

code the data were: scaffolds and supports, background knowledge, cooperative learning, 

and academic language. I analyzed the interviews and the observations separately and 

then compared them to identify any patterns between the two data sources. 

  To answer the first research question, I transcribed the interview data from the 

audio file to a password protected Word document. During the initial coding, I carefully 
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read the transcripts and highlighted each typology in a different color (Appendix D). 

After the preliminary reading, I read the transcripts a second time to make sure I had 

highlighted the typologies correctly and included all relevant information. Then, I went 

through each highlighted section to identify themes through adding comments. I 

transferred the themes to a summary sheet and added percentages of how often the theme 

occurred based on the number of times the question was answered in the interview 

(Appendix E). I created an excel sheet with the themes to identify which themes were 

more prevalent in each typology. Then, I carefully transferred the highlighted sections 

into a Word document summary sheet and organized them by typology, participant, and 

themes (Appendix F). After coding and identifying themes throughout the interview, I 

tallied all instructional practices observed and transferred any notes from the observation 

protocol to a summary sheet (Appendix G). I triangulated the data to compare what was 

observed to what was mentioned in the interviews to identify additional evidence to 

support the themes.    

 To answer the second research question, I listed the barriers identified by the 

teachers and combined them into a single file. I followed the same coding procedure as 

with the first research question. After coding all of the data, I identified themes and again 

transferred the themes and supporting evidence to a Word document. Three themes 

emerged from the similarities in the patterns and the connections in the relationships from 

the data including: instructional scaffolding, language scaffolding, and content area 

scaffolding (Table 5). Instructional scaffolding is the scaffolding that teachers use to help 

guide and support instruction. For this study, that included: visuals, small groups, hands-



49 

 

on activities, graphic organizers, and cooperative learning. Language scaffolding is the 

type of language teachers use during instruction or to support instruction. This includes 

academic language and native language. The last theme is content area scaffolding and 

this includes the background knowledge needed for teachers to be able to help support 

ELs in content areas such as science and mathematics. After all of these steps were 

completed, I selected evidence from the data to support the themes. Additionally, I kept 

an audit trail to illustrate my methods of data collection and analysis (Appendix H).  

Table 5 

 

Strategies Discussed (interview), Strategies Observed (observation), Percentage of 

Teachers Who Indicated Barriers Needed to be Addressed in PD, and Barriers Named (in 

interviews) 

  

Strategy Discussed 

usage 

Observed Indicated 

barrier  

Barriers  

Instructional Scaffolding    

Visuals 91% 86% 50% None  

 Small groups 100% 41% 18% Class sizes and time; 

supporting all students 

including ELs 

Hands-on 96% Not part of 

protocol   

 None 

Multiple 

modalities 

100% 86%  None 

Graphic 

organizers 

61% 18% 27% Difficult organizers 

    (Table continues) 
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Theme 1: Instructional Scaffolding  

 Instructional scaffolding refers to any type of support that teachers use while 

trying to explain a concept or idea and “typically targets the gap between current 

performance and levels learners may reach without assistance” (Athanases & de 

Oliveiera, 2014, p. 265). Instructional scaffolding occurs daily throughout all lessons and 

can vary from full support to minimal support. Teachers gradually release support 

(scaffolds) as students learn language. To protect the teacher’s identity, a code was 

Strategy Discussed 

usage 

Observed Indicated 

barrier  

Barriers  

Cooperative 

learning 

96% 68% 83% Difficulty with students 

working together; ELs 

unwilling or unable to 

contribute to group; 

accountability for all 

students 

Language scaffolding    

Native 

language 

83% 0% 100% Language barrier  

Academic        

language 

91% 32% 88% Teacher requested training; 

time; too much vocabulary 

to teach 

Content area scaffolding    

Content 

literacy 

strategies 

65% 36% 88% Difficulty of learning 

language and content 

together   

     

Background 

Knowledge 

55% 23% 75% Lack of student 

background knowledge; 

Lack due to language and 

culture 
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assigned to each teacher and will be used throughout the data analysis. Teacher C-4-2 

explained how she scaffolds lessons for ELs to increase success, “At first, I would read 

the questions together and then I would scaffold more how I frame the question. It is 

more like find the word or fill in the blank. Then, I moved to more constructed response. 

It was more strategy-based instead of me guiding the student. They have gotten better 

with learning how to rephrase a question, but I really had to scaffold how they learn to 

answer these questions.” Throughout the data, teachers explained how they supported 

ELs through the use of following subcategories: visuals, small groups, hands-on 

activities, multiple modalities, graphic organizers, and cooperative learning. All of these 

strategies were mentioned by more than half of the participants. The subcategories 

naturally overlap during a lesson. For example, a teacher may use visuals in working with 

a small group or some teachers might consider graphic organizers a form of a visual for 

students. When these overlaps occurred, I explained how the data chosen supported the 

theme.    

Visuals. Although the subcategory of visuals was listed as an indicator of 

instructional practice within the multiple modalities category on the observation protocol, 

visuals were mentioned in nearly every question from a majority of teachers during the 

interviews. Therefore, I created a separate subcategory for visuals in order to explain it in 

more detail. For the purpose of organization, visuals in the data referred to anything that 

teachers used to provide visual support including: videos, charts, pictures, webs, and 

mind mapping. The majority of teachers said they used visuals and a majority of teachers 

were observed using visuals. In the classrooms where visuals were being used, all of the 
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teachers used projectors and an interactive white board to show pictures, examples, and 

videos. Teachers expressed that they used visuals frequently and in most subjects. Several 

teachers explained they used visuals as much as possible. Teacher B-4-1 stated, “I try to 

use pictures as much as I can if there is something that can be illustrated.” Other teachers 

(F-3-2, E-5-1, and F-4-2) mentioned their frequent usage of visuals: “I use a lot of 

visuals. I think that is very important. With everything, there is always some type of 

visual. I try to use as many pictures as possible so they can make those associations. We 

do a lot of things visually.” Through the interviews, the teachers did not express any 

barriers with using visuals. All of the conversations were positive about using visuals and 

teachers acknowledged that visuals helped support students and were easy to use. 

 Although teachers mentioned using visuals in all areas, vocabulary was most 

frequently mentioned when discussing visuals. Teacher B-3-1 mentioned her combined 

approach when teaching vocabulary, “When I do vocabulary, it is with English and 

Spanish and I have visuals. I make sure the whole class does a web with vocabulary 

words with examples, pictures, visuals, that whole thing.” Teacher B-4-1 explained how 

she starts with pictures and then moves to sentences, “Just connecting the vocabulary 

with a picture. They can add sentences as they get a better understanding.” When 

teaching science vocabulary, teacher A-3-2 stated, “In science, I try to draw through 

pictures as much as I can to help them make the connection. So, when we are talking 

about continents, we can draw it and see it. Academic language is so hard so I try to do as 

much drawing and modeling and using it correctly.” 
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Teacher B-4-2 described her visual process when teaching mathematics, “All of 

our mathematics books are graph paper because their models can be more effective using 

the graph. We make a lot of bar models, which is a visual reference for them. Lots and 

lots of visuals. And showing that there are lots of different visuals and they all look 

differently and we don’t care which one you use as long as it is effective every time.”  

Teacher B-3-1 explained how he uses visualization in mathematics and science 

class to help support students, “In math and science, I ask my kids to close their eyes a 

lot. I ask them to visualize, especially with word problems.” Teacher C-4-1 explained that 

she uses a word wall in mathematics, “We have a math word wall. We have it up. It is a 

visual, it is there.” In addition to mathematics, the teacher also mentioned science has 

visuals, “A lot of science has pictures and is picture-based so student can see everything. 

It is very visual-based learning.” 

Modeling was another visual scaffolding technique that teachers used to help 

students understand exactly how to approach an activity. Teachers explained how they 

used modeling in mathematics, reading, and writing. Teacher B-4-2 mentioned that she 

models everything, “One of my big things is we model everything. I want you to 

understand the concept, not just the algorithm.” Teacher E-4-1 explained how she used 

scaffolding as a support for students, “We do a lot together – I’ll do, we do, you do. The 

first time I model. Then, we do some together. Finally, they try it on their own.” 

Additionally, teacher C-4-1 explained her approached to support struggling ELs, “I’m 

going to model this for you and you are going to try to do what I am doing with this 

model, but at a lower level, kind of idea.” This scaffolding of support gradually releases 
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responsibility from the teacher to the student. Teachers extensively talked about modeling 

in writing lessons through the use of sentence frames, modeling paragraphs, and writing 

together as a class.     

Small groups. Because small groups are a form of cooperative learning, I will 

focus on the data where teacher specifically mentioned using small groups as a way to 

support instruction for ELs. During the interviews, all teachers mentioned they used small 

groups in their classrooms, but less than half of the classrooms observed were using this 

type of instructional practice. Small groups are used for many purposes, according to the 

data collected during the interviews, including re-teaching, peer support, and usage of 

flexible grouping. In more than half of the classrooms observed, teachers could be seen 

supporting students by walking around the classroom and offering assistance as needed 

during small group instruction. Overall, it seems that the teachers interviewed teach a 

lesson with the whole class and then use small groups to differentiate instruction and 

support struggling learners. Teachers explained that reading has been taught in small 

groups at the elementary level for a long time in this district. Teacher D-4-2 stated, “I 

have throughout the year not just a homogeneous model, but also mixed ability groups in 

reading. Especially when you want that modeling feature or you want the strong to 

support the weaker to set that example or build understanding between them. It has so 

many purposes. Small group is important.”   

Teacher A-5-1 discussed using small group to reteach a concept, “Usually re-

teaching is a big one. So, when they get to me for mathematics, then we kind of reteach 

and go over it. I usually have a lower/high, so you can go back and reteach.” Teacher E-
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3-2 discussed how she teaches a mini-lesson and then pulls her struggling ELs right after 

the lesson to support them, “I will do a 15 or 20 minute mini lesson and I know that 

might not 100% reach my ELLs, but those low ones will be in the first group that I pull 

right away. I will pull them in right after and go deeper into it with them.” For those 

students who did not understand the whole class lesson, small groups offer the 

opportunity for teachers to explain it further or for students to ask questions as teacher C-

4-2 explained, “It is very helpful for the ones that are not catching it in the big lesson 

because it is too overwhelming or they didn’t catch something or if they are too 

intimidated to ask the question. It is easier to catch the misconceptions when they are 

with you.”  

One conflict that came up within analyzing the data is the way to structure groups 

in cooperative learning. The teachers described two different opinions when matching 

learning partners or groups. On one hand, teachers stated that pairing ELs with other ELs 

provides support from the same culture and language. Teacher A-3-1 explained how she 

supported a newcomer using cooperative learning, “I think it is really important. She 

needed that support and she needed it from someone from her cultural language.” Pairing 

ELs together also creates a safe place where they can ask questions as teacher B-3-1 

illustrated, “They had to work in small groups to decide on the format of the podcast, 

ideas, and questions to ask. This gave ELs a safe space to ask questions or share ideas 

because everyone was participating.” Teacher F-3-2 mentioned the benefit of pairing an 

EL with an English only speaking student (EO) to help increase understanding after a 

whole group lesson. She stated, “Sometimes when I have had a student who is not fluent 
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with English, I pair them up with another Spanish speaking student to help them. They 

will be able to talk through what it is.” 

 On the other hand, teachers stated that ELs should be paired with EOs in order to 

overcome any misconceptions, build classroom community, and to hear native 

pronunciation.  Teacher A-3-2 discussed how she creates groups, but usually does not put 

ELs together, “So, if I do groups, I very rarely have an EL and a non-EL together because 

if there are any misconceptions or language misconceptions somewhere, then the non-EL 

will hear it from the EL. Unless it’s an EL that is near proficient and then I will pair them 

with another EL.” Teacher C-4-1 expressed a positive opinion about mixing ELs and EOs 

in the same group, “My kids that are native English speakers, they are like, home 

language, this is what I speak, but they get so excited when they have a Spanish speaker 

in their group because they are like, oh, I get to learn this work in Spanish. So, I think this 

really allows my ELs to kind of shine and they feel pride.” Teacher A-3-1 discussed the 

importance of sociability in addition to academics, “I think just building the rapport with 

each other and learning each other’s cultures. I think you know, so there is a social piece 

to it. It is not just about the academic piece. That social piece building respect for each 

other’s cultures.” Teacher B-3-1 also explained how using cooperative learning provides 

strong social models for ELs, “This is vital because ELs can learn and process with 

others. It also gives them a good social model for discussion and social structures that are 

used.”  

One barrier that teachers discussed in using small groups is that they are not 

feasible because of class sizes and time. Teacher C-3-1 explained her struggle with trying 
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to meet the need of a larger class size in a short amount of time, “I have a class of 25. 

Even with my groups, I have five different groups with five or six students per group – 

that is a lot of children in that 13 minutes that I am allotted to get a lesson in.” Teacher D-

4-1 simply stated, “I think just time like everything else. Just time is really the biggest 

barrier.”  

Teacher B-4-1 discussed her struggle to support a newcomer when she has small 

groups too, “But I think that was a barrier for me. How do I make sure everyone is being 

supported because I can’t let the needs of the group fall by the wayside because I am 

trying to support this person who needs more intensive support than everybody else? So, 

it is almost like I had to reconcile that for myself as a teacher, but also find a way to make 

sure they still felt supported.” When trying to provide support for all students, teacher E-

5-1 stated, “I would love to be able to do that more with time, it is hard and very difficult. 

I think with my Spanish speaking students only that has been a little difficult to give him 

the attention he needs while trying to support the other students.”   

Hands-on. All but one teacher discussed using hands-on activities in their lessons 

to help support ELs. Although this instructional strategy was not included as an indicator 

on the observation protocol, I have included it as part of the first theme because it was so 

frequently mentioned in the interviews. During one of my observations, I noted that a 

teacher used physical movement in her lesson to act out vocabulary words. In the 

interview data, hands-on refers to students using their hands to create or manipulate 

something. It is also important to note that I did not specifically ask about barriers to 

using hands-on activities and the teachers did not mention any. 
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Several teachers commented about using manipulatives in mathematics to help 

students stay engaged and to “see” answers to problems. Teacher A-3-1 commented, 

“…actually working the manipulatives so being able to just handle things and work with 

thing with their hands makes a difference.” Teacher D-5-1 discussed her use of 

manipulatives while teaching more difficult fraction concepts, “I try to pull in lots of 

hands-on experiences, movement for them. We do some manipulatives with decimals at 

the beginning of the year. We use base 10 blocks when we get into fractions when the 

problems get so long and complicated.” Teachers commented that they used base 10 

blocks and fraction strips frequently to help students understand mathematical concepts. 

Teachers also used body movements as a way to increase understanding and to keep 

students engaged in a mathematics lesson. In order to help students understand various 

geometry terms, teacher A-3-2 discussed using body movements, “For every definition, 

ray, and segment, we had a body movement to go with it to try to incorporate movement 

as much as I can.” Teacher A-3-2 explained her preference for using movements for 

mathematics and science, “It just lends itself easier to math and science when I can do 

movement with a bunch of different things than it does with reading.” 

Drama was another hands-on technique that teachers said they used frequently.  

Teacher A-5-1 mentioned she uses plays as a way to build classroom community and to 

help students feel comfortable speaking in front of a class, “We do plays as part of our 

unit. When they performed, I was so amazed. It really allowed their personalities to shine. 

I feel like they were supporting each other and they were comfortable.” This is important 

because one of the problems that teachers mentioned with cooperative learning is that 
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students are too shy to speak in a group (to be discussed later). Using drama allows 

students to practice their speech and become more confident.   

Multiple modalities. Multiple modalities means using several different ways to 

teach the same content or lesson (Sanford et al., 2012). During the interviews, I 

purposefully tried not to lead teachers into specific modalities, although some teachers in 

this district associated multiple modalities with the four modalities of language 

acquisition, which include reading, writing, listening, and speaking. Several of the 

already mentioned categories could also be incorporated together in multiple modalities. 

Visuals were included under the multiple modalities category on the observation protocol 

and as mentioned before, visuals were observed in a majority of classrooms. In addition, 

teachers used videos, technology, physical movement, and music during lessons. During 

the interviews, no barriers were mentioned in reference to multiple modalities.   

In the interview data, teachers explicitly talked about using several different 

scaffolding techniques to teach the same concept in order to keep students engaged or to 

help all students to understand the lesson. As teacher C-3-1 explained, not all students 

learn in the same way, “I may be teaching drawing conclusions, but I may teach it is a 

different way for this particular student. So, it depends on the group. But definitely, 

consistently saying it in a different way. If this doesn’t work, you have to try something 

else.” Teacher B-4-1 simply stated her approach to meeting the needs of her students, 

“For me, I really just do whatever they (students) need me to do. I do the same lesson in 

one day four different ways because each class is going to need it a little bit differently.” 

Teacher D-4-2 also explained that using multiple modalities is best practice for students, 
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“It is just best practice for all kids whether you are EL or not. So, trying to deliver things 

through all four modalities (reading, writing, listening, and speaking) gives us the best 

change of getting it to stick.” 

Using multiple modalities helps teachers to support all of the learners in their 

classes. Teacher C-4-2 explained her use of different techniques and strategies, “I think it 

is useful if they can see it in a different way or use a different strategy. Some of them are 

more visual, some like more hands-on stuff…whatever kind of learning they are.” 

Teacher F-5-1 discussed the importance of using multiple modalities in her classroom, “I 

think that is obviously really important. Like today, first I had already touched on the 

lesson a bit, but we watched a video so they could see it first, then, I talked about it and 

then we wrote it. Then, we went outside and actually found it and did it with our own 

hands. I just think it will last more. We will remember it better if you can use your body, 

words, pictures, and sounds to explore all of those avenues.”    

Graphic organizers. In the data, graphic organizers are often mentioned along 

with visuals. To help reduce repetition, I used this subcategory to explain how teachers 

are using graphic organizers to support instruction. More than half of the teachers 

discussed the usage of graphic organizers, but only 18% of the teachers were observed 

using them. During observations, the graphic organizers used in class were for organizing 

information during a lesson. Teachers discussed using graphic organizers in reading, 

writing, mathematics, and science. Overall, teachers had a positive opinion about 

organizers and felt they helped students organize their thinking and create meaning. 

Teacher A-3-2 stated, “I use them all the time. I use graphic organizers all the time for 



61 

 

anything I can possibly think of. Daily I use them.” Throughout the interviews, teachers 

mentioned different types of organizers including t-charts, Venn diagrams, tables, charts, 

webs, Frayer’s model, outlines, and story maps. 

In reading, graphic organizers helped students to understand the parts of a story 

and create a summary. When teaching reading, teacher F-3-1 described how she uses this 

scaffolding technique, “It also help them to know when you are going to summarize the 

story, you are going to use the parts that happen at the beginning, the middle, and the end. 

For them to see that, it is easier than just saying here is a loose-leaf paper. Write a 

summary.” Teachers also used this type of scaffolding to help student create character 

development. Teacher F-4-2 stated, “We did a three column chart yesterday where they 

use it as an organizer and come up with which character was the hero and which was the 

villain and why.” Several teachers also discussed using story maps to help students 

include all of the required elements in a story.  

Teachers also use graphic organize in writing to help students organize their 

thoughts and generate ideas. Teacher C-4-2 stated, “I love graphic organizers. It keeps 

you more organized with your thoughts. They like using them for writing, brainstorming, 

that kind of stuff.” This teacher also addressed the need to help students focus on the 

purpose of an organizer, not just an act of completing an assignment, “I try to tell them it 

is really more about organizing your thinking, it is not about filling in every one. I want 

them to focus on the thinking of it, not the logistics of it.” Teacher A-5-1 explained how 

to get a student with limited language skills started on a writing assignment using a 

graphic organizer, “We were just free writing, but I gave him a web and I said okay, here 
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is your trip, what happened. I do feel like it gave him more guidance and helped him 

organize his thoughts.” Several teachers also mentioned that graphic organizers help 

students create a plan when they are writing. Teacher E-4-1 stated, “I feel like graphic 

organizers help students to know where they are going. I feel like it gives them a plan.” 

Teacher C-5-1 explained her use of organizers to initiate writing, “It gets their thoughts 

down and then they start writing. So, if you have a good plan, you know it is just like 

going on a trip.” Teachers also stated they used organizers to help with elaboration of 

details. Teacher F-3-2 stated, “Details in writing is so much so when you want to actually 

visualize and see the details and your write it down in a web and it is a lot easier to see. I 

think the visual aspect of it is really great.” 

In fifth grade, teacher F-5-1 mentioned using a specific type of organizer that is 

modeled after a hamburger that reminds students what goes in a paragraph and how to 

develop an essay. This teacher explained that without graphic organizers, her students 

would not be able to complete the assignments. She stated, “This is why we always first 

have a graphic organizer, the three main ideas. I get my hamburger organizer, so let’s 

organize our sentences. So, it is very scaffolded until the point we are going to write the 

rough drafts. Now, we just need to provide some explanation. So, it is steps at a time and 

makes them feel more comfortable. If I just told my students to sit down and write an 

essay, it would be very difficult for them.” Another fifth grade teacher (D-5-1) discussed 

her usage of outlines to support students, “We provide a lot of outlines that break down 

and help them organize their ideas when they are writing.” 
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In science, teachers explained they used graphic organizers to help organize 

information and also to make comparisons. Teacher F-4-2 discussed her usage of a triple 

Venn diagram in science, “We actually used one in science today because we were 

comparing features, hair, and scales.” In mathematics, teacher A-3-2 explained how she 

used graphic organizers, “I kind of gauge if students are having difficulty, then I will pull 

them back and do some things with them. I provide a lot of graphic organizers to make 

things connect.” Teacher E-5-1 explained her usage of flow charts in mathematics to 

increase understanding in errors, “We use flow charts a lot in math. This is step 1 and so 

on. That way in math, when they say, ‘I don’t know what I am doing,’ I can say, ‘okay, 

go back to step 2. This is where you made the mistake.’ It makes it very clear for them to 

find their mistakes.”  

Teacher B-3-1 addressed the need for students to have ownership and autonomy 

when using graphic organizers instead of just copying down something from the board 

with no meaning. “I like to start the year with using a few different organizers for 

different things, but then I kind of notice which one they get comfortable with and then I 

will stick with those for my instruction for the rest of the year.” Teacher C-5-1 mentioned 

giving student choice in writing, “I think we almost need to introduce them to a bunch of 

them and then have them pick the one they want to use.”  

A barrier mentioned with graphic organizers is the unknown complexity or 

unfamiliarity of the organizer when using them with students. One third grade teacher (A-

3-2) explained the difficulty she has had when choosing an appropriate organizer, 

“Sometimes I pick an organizer that is too difficult. It says grade three, but it is really too 
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difficult for them to understand because it will have too many pieces to it.” Teacher C-4-

2 also explained the difficulty her students have with graphic organizers, “I think with the 

graphic organizers some of them get tripped up and don’t know which ones to use or 

don’t know what to put in the bubbles. If they don’t know how to fill it out and 

sometimes it can be overwhelming and they don’t know what to put in the circles.” That 

same teacher also explained that in addition to the complexity, she feels that her 

curriculum incorporates too many graphic organizers, “The problem with our writing 

curriculum is that there is just an overload of graphic organizers and the kids are just 

overwhelmed by them.” 

One way to solve this barrier as suggested by the teachers is to create your own 

organizer or give students a choice in which organizer they would like to use. Teacher D-

4-2 stated, “If there is not one that has been created, then I create one to work with them.” 

When discussing difficult organizers for some students, one teacher (F-4-1) offered this 

solution, “But I knew that the sheet would be really difficult for some of my EL students 

so I provided them with a different graphic organizer which they got to choose. If you are 

reading these and it is beyond you, why don’t you go ahead and grab this one and I had 

two of the four kids who did. They were completing the task that everyone else was but 

there was an extra step provided for them.”   

Cooperative learning. Cooperative learning is used in the elementary schools in 

every subject. All but one teacher discussed cooperative learning in the interviews and it 

was observed in nearly 70% of the classrooms. Students were observed working together 

while trying to negotiate meaning. Within those teachers that discussed cooperative 
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learning, all believe it was important and stated that they use cooperative learning daily. 

Teachers explained that cooperative learning helps students to practice speaking skills, 

think through their ideas, and learn from each other. Teachers also mentioned a lot of 

different strategies to use during cooperative learning including: think-pair-share, 

Kagan’s strategies (Kagan & Kagan, 2009), Dr. Hollie’s CLR strategies (Hollie, 2011), 

team-pair-solo, and think-write-share. 

 Students can practice speaking skills and explain their thinking in small groups. 

Teacher A-3-2 in third grade explained why cooperative learning was important for 

students, “Especially at this age though, it is even more important because they have to 

talk through their ideas. That’s why when we are doing the cause/effect paper, I had them 

use Bottoms Up/Heads Together so they can talk. I use it as much as I can so that can 

hear each other’s thinking.” Teacher E-4-1 in fourth grade explained how she feels that 

students can now lead groups and she can facilitate, “I think it is great. I feel like at this 

point they are old enough once I initiate the conversation, they can keep it amongst 

themselves and I can facilitate. I think you can’t really have a productive, successful 

classroom without some cooperative learning. They have to learn it from each other.”   

Teachers use small groups to help peers support each other while the teacher 

facilitates a lesson. Mathematics teacher F-5-1 described her technique to support 

students who were struggling with whole class instruction, “I restructured my groups so 

that way they were working with a high, middle, and low student. So, then I would give 

them a problem and have the high student do it first and then teach the other two in that 

group. Then the middle student would do the problem and teach the low student. So, by 
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the end, the low student has seen me teach it and seen the other two do it and then they 

have to do it. They can ask questions right then to their friends or me.” Another 

mathematics teacher F-3-2 explained how she uses tiered groups, “We have tiered math 

groups. I just think it is really beneficial. It helps to get to know what they students need, 

whether it is enrichment or needing that strategy to help them learn.”  

 Teachers also expressed that students seem to learn more from each other than 

when they are working with the teacher because they feel more comfortable. Teacher B-

3-1 described how she used group instruction with ELs, “I think small group instruction 

is really, really good. I think it is really important in reading because it is not as intense 

and they don’t feel so overwhelmed. Small group pulls out some of the traits that they 

really wouldn’t have in a whole group.” Teacher A-5-1 expressed how she feels students 

can communicate with each other more effectively, “They can communicate with each 

other on a level that I can’t communicate with them. Especially with ELs if it is the 

language thing too. So, sometimes having their peer or if the pressure is off, like their 

friend versus me, I think it is really a positive thing.” Teacher B-4-2 described her 

opinion of cooperative learning, “We use it all the time. Kids learn best from each other. 

The model in here is team-pair-solo.” Teacher F-5-1 described her experience with trying 

to teach something, but students did not understand the lesson, “I just think kids can 

really learn from each other. There are times when I will be explaining something and all 

of a student one of my kids is like ‘hold on’ and they will come up here and I swear in 

my head it sound just like that I said and the kids are like ‘oh’ and I swear I just said that 
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five times. But there is something about peers saying it the way they think. I think they 

can learn just so much from each other.” 

 Nearly 85% of teachers expressed some type of barrier when using cooperative 

learning. The barriers expressed were concerns about students working together, ELs 

unable or unwilling to contribute during group work, and accountability for all students. 

Teacher A-3-1 expressed barriers with students who do not work well with others, 

especially students from different language backgrounds, “I think you are always going 

to have those kids who aren’t open to working with others. Just being able to get that 

student aware of how they are treating others and getting them to understand that pairing 

you up with someone who may not have a good language connection could benefit both 

of you.” Teacher B-4-1 also mentioned that EOs may not be patient with ELs, especially 

during reading groups. “If there are students who are not being very flexible with EL 

students, this can create a barrier. Sometimes they are just like read it, just read the word. 

They don’t understand how to work with someone whose first language is not English.”  

 Several teachers expressed concerns about accountability for all students and EOs 

limiting ELs ability to contribute to group tasks. Teacher C-4-1 stated “Sometimes with 

the native speakers if they have an EL that is very limited with English, they won’t allow 

them to do anything cause they figure, oh, they can’t do this. They are incapable of doing 

it. So, it takes a lot of okay, well, let her try. Give him a chance to do this. Let’s talk it out 

because we are helping each other learn right now and you are not allowing them to do 

that right now.” Teacher D-4-1 mentioned her struggle with accountability, “One of the 

things especially with ELs is getting specific kids to be accountable and doing part of the 
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work and not listening to other people and pretending to do the work or copying the other 

person’s work.” Another teacher (D-3-1) explained how to balance the accountability by 

assigning leadership roles so ELs have to speak, “Sometimes when they are working in 

their groups, I make my quiet ones the leader of the group so that have to speak. They 

have a task and they are focused to speak and to lead.”  

 Overall, more than 90% of the teachers discussed using instructional scaffolding 

practices (except graphic organizers) and all of the mentioned practices were observed in 

differing frequencies. Teachers understand visuals and use of multiple modalities in 

instruction. All teachers were observed using these instructional practices except three 

(86%) and there were no barriers indicated. Although nearly every teacher discussed 

hands-on activities, it was not originally on the observation protocol and there were no 

barriers indicated. Teachers also understand cooperative learning and it was observed 

frequently, but teachers indicated several barriers with cooperative learning specifically 

with student management and accountability. Teachers mentioned this influenced their 

implementation. Lastly, 61% of the teachers mentioned using organizers, but few were 

observed using them in class. Teachers stated that difficult organizers created a barrier for 

implementation and a majority stated the barrier needed to be addressed.    

Theme 2: Language Scaffolding 

Scaffolding is the technique used to provide various supports to help students 

access a specific discourse and may vary from full to minimal support. These supports 

may be in the form of background knowledge, native language, visuals, accessing 

background knowledge, etc. (Athanases & de Oliveira, 2014). Language scaffolding 
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refers to how to support the language ELs are using, including native language and 

academic language. Even though both are a part of language support, the unique needs of 

the teachers when discussing these instructional practices necessitated two different 

categories. It is important to note a difference in terminology used in this section. The 

teachers interviewed using the terms vocabulary and academic language interchangeably, 

however, in my literature review and throughout this research, I have used academic 

language to represent the language used in school.    

Native language. In the first subcategory, native language, all of the teachers 

except four interviewed said they use native language through technology (Google 

translate), peer support, curriculum materials, and/or one teacher is bilingual. Teachers 

specifically brought up ELs who are new to the country because this district has been 

receiving many newcomers from Central America and Africa. Participant A-5-1 

explained how she tried to support a newcomer, “I would use Google translate on my 

phone to help communicate with her because she didn’t speak English. I would try to 

provide materials in French for her.” Teachers also use Google translate to help with 

vocabulary lessons, “Well, actually it (native language) in our weekly vocabulary when 

we introduce our topic, we always do the Spanish cognate for the new word. We have the 

Google translator on so we can hear it in Spanish as well.” Teachers often mentioned how 

they had prepared study guides, anchor charts, and parent notes in the home language. In 

order to share the burden of this task, teachers would work as a grade level to have 

various documents translated.  
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 Teachers also discussed how they used bilingual peers to help with students who 

have little to no English. Teacher F-4-2 explained how she felt when she received a 

newcomer, “Last year I had a student who came with zero English, literally no English. It 

was the first time. Thankfully, I did have three students who were Spanish speakers at 

home, English speakers at school and where pretty fluent in both. So, they were a 

lifesaver.” Teacher A-2-3 explained how she supports home language using peers, “If I 

can’t explain it in English, then I ask one of their peers that speaks that language if they 

can translate it for me so they can understand what to do.” Another teacher (A-3-2) also 

discussed how she supported a newcomer by labeling everything in the room and peer 

assistance, “Last year, I had a student new to the country, so I had everything labeled 

with the English word and the Spanish word. They had a lot of flashcards and then I had 

English speaking students do it with them and non-English doing it with them.” 

 Teachers also used other resources to incorporate native language including 

curriculum materials and native speakers. Teacher E-3-1 stated, “Our curriculum has a lot 

of our content words in Spanish or I’ll just ask them. A lot of them don’t have the content 

knowledge, but I will say how to say this in Spanish or Tagalog and they will talk about it 

and it celebrates their languages a bit.” Teacher B-4-2 also explained how she supported 

a newcomer by using both English and French while giving choice to the student as to 

which language she wants to use, “Our student from the Congo gets her weekly quizzes 

in both languages and she at first started just working on the French one. But now she 

really works on both, so I don’t know which one is stronger. She goes back and forth. 

This has really helped her English language acquisition.” Another teacher (F-4-1) 
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allowed students to write in their native language but struggled with how to bring more 

native language into the classroom and understand assignments written in a language 

other than English, “This year is the only time I have had students ask to write in their 

native language. I wasn’t hesitant about it but I don’t know what they are writing. I would 

like to bring it more into my classroom, I just don’t know how.” 

 Teachers also mentioned that using native language helps students to feel more 

comfortable. Teacher E-3-2 explained how she uses her own mistakes in Spanish to 

model comfort and acceptance, “For me, they see me make so many mistakes in Spanish 

and it makes them more willing to make those mistakes in English. We will kind of joke 

about it. I will say something and they correct me. It is a whole class thing. I think it has 

built a community with all students, not just ELs. ” Another teacher (A-3-1) talked about 

a balance of native language and English, “I think it is a comfort level for them. In order 

to raise their comfort level, there has to be this marriage between the two, especially 

when they are younger. It definitely makes them feel valuable. I think is it very 

supportive for ELs. I am all for it. I really like it.”  

 Although the majority of teachers supported the use of native language in the 

classroom, four teachers challenged the use of native language in the classroom. One 

teacher (C-4-1) discussed her concern with using native language, “I feel like the struggle 

of the language barrier can kind of help because you are forced to figure out a way to 

communicate versus if I can just tell you in Spanish, you are not necessarily going to 

learn the expectation cause the goal we are teaching you is English.” Another teacher (D-

4-1) explained that learning is not a comfortable process, “I am torn between how I really 
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feel about it because I think it makes them feel comfortable but learning is usually not a 

very comfortable process. We have to make mistakes, take risks, in order to make 

progress.” Teacher C-4-2 also mentioned that even though the students speak in their 

home language with family and friends, they often do not know how to write it or how to 

translate academic language used in content classes, “So, I mean, besides numbers in 

Spanish, using Spanish for some doesn’t help that much.” Therefore, that teacher felt that 

native language did not make a difference in academic achievement. 

 It is important to note that native language was not observed in any of the 

classrooms even though more than 80% of teachers said they used it. Throughout the 

interviews, several teachers (E-4-1, D-4-2) mentioned their desire to learn Spanish, “I 

wish I was bilingual because then I could flip back and forth between teaching in English 

and Spanish. I wish I had that ability” and “I wish I had that experience to better 

understand what it is like to not only be learning what they are expected to be learning, 

but also to have to make it make sense in a language way beyond just a concept way.” All 

teachers interviewed indicated that this barrier needs to be addressed. 

 Teachers repeatedly mentioned the problem with using native language was the 

language barrier itself. Teachers discussed the language barrier was a problem, especially 

with families. Teacher B-3-1 stated, “I want to support the families, but we just don’t 

understand each other’s language.” Teacher C-5-1 explained that language was a problem 

during parent-teacher conferences, “Conferences are a problem when parents don’t 

understand with the language barrier.” Some teachers also mentioned that not all ELs are 

fluent in their native language due to lack of consistent schooling so using native 
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language may not be beneficial for all students. Teacher C-4-2 stated, “The issue or 

barrier I have with that (native language) is that a lot of them don’t speak Spanish that 

well or they don’t write Spanish at all. I feel like my one that gets frustrated easily, using 

both languages confuses her and then she is like I don’t understand anything now because 

there is too much.” Third grade teacher A-3-2 expressed her frustration with forgetting to 

translate things, which breaks down the communication between home and school, “It is 

just hard sometimes for homework purposes because you know and sometimes I try to 

remember as much as I can that so and so needs this in Spanish or you need this in this 

language, but sometimes I forget. This is the only barrier for that communication with 

home.”    

Academic language. Academic language is the language used in a classroom 

environment (Frantz et al., 2014). Almost all teachers discussed using some type of 

instructional support with academic language on a daily basis. Academic language 

support was observed in 32% of the classrooms. During the observations, three teachers 

displayed student-friendly definitions, two teachers used synonyms, and one teacher 

taught academic language through explicit instruction. Teacher A-3-1 explained the 

importance of academic language, “I think it is one of the most important pieces to ELs’ 

growth. Giving them academic language that they can use daily and building on that. It is 

constantly being built upon.” Teacher C-3-1 explained that teaching and learning 

academic language was so important that it turned into a goal for her entire school, “Oh, 

that is important. That has turned into one of our building smart goals because vocabulary 

is very, very important. I tell the children all the time, you have to use your context clues. 
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You have to use the words around them. Content specific vocabulary – we teach it every 

time we introduce a new topic. They are able to decode and use those skills when they get 

a job or go to school because they are able to read at higher levels and be able to interpret 

that passage or whatever may be presented to them at that time.” 

 Teachers E-3-2 and D-4-2 also discussed various strategies in which they use 

academic language including using visuals, various organizers, body movements, and 

other methods. “We use many different strategies like four square, putting pictures with 

it, acting it out, and putting hand motions with things.” Another teacher explained the 

importance of teaching academic language at this age, “It is important here too and we 

tend to give a lot of attention to K-4 on tier II language acquisition because they tend to 

stick to very simple language that is safe and they are easily confused by just a little 

higher caliber way to word things. We do a lot of teaching of synonyms and antonyms, 

linguistic and nonlinguistic representations. Seeing it in context. Learning how to use 

context clues because is it very, very important to understand other words that are around 

the tier III words.” A fourth grade teacher explained how she supports ELs using a 

multitude of strategies, “We teach with a graphic organizer, like Frayer’s model, only a 

combination of a Frayer’s model plus personal thesaurus plus personal dictionary mash 

up of goodness. We write the word, variations of the word, we define the word, we use it 

in an ELA context, a math context, and a general way of how it would come up in a 

conversation context. We give it a synonym and an antonym.”    

 Several teachers (E-3-4, F-5-1) also stated that it was important to make academic 

language applicable to real life situations and explicit teaching, “But explicitly teaching it 
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is important. The kids won’t remember a term that I taught in August when it was just on 

its own, but if they got to do something silly with it, then they will remember it. Putting it 

in context. This is not some random word that we are making you learn because we are 

teaching and that is what we do. It is relevant to your life. Just make it applicable to their 

lives, not just the classroom.” Another teacher supported using language in everyday life 

to teach vocabulary, “I like them seeing it in the real world and real life examples and 

trying to find language in every day life.”   

 Teachers also talked about the importance of teaching academic language while 

using context either with connections to other subjects or context clues. Teacher C-4-2 

explained, “It is so useful because it all connects across the content and they use words in 

a different context. With the more vocabulary they acquire, it makes the reading much 

easier to manage.” Teacher E-3-1 explained that providing context helps students 

academically, “It is interesting how if you give them enough context, they will get it. You 

want to give a lot of context when you are teaching academic vocabulary.” 

 Teacher A-3-1 also mentioned understanding the knowledge level of students 

helps to best effectively teach academic language, “We need to take time to get to know 

where your students are as far as their level of knowledge. So, looking at their level of 

knowledge, where they are as far as understanding the concepts you are studying. Making 

sure everything is given in layers. You are layering on to their prior knowledge.”   

 When asked about a barrier to teaching academic language, teachers repeatedly 

admitted they have a lack of training of how to teach ELs. All but two teachers requested 

training for how to best teach academic language to ELs. Teacher A-3-1 admitted she 
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does not have formal training to understand a student’s level, “Just my own barriers 

where my knowledge, again, being able to figure where that student is and how to help 

him/her. Not having formal training makes that pretty difficult.” Teacher A-5-1 stated, 

“Unfortunately, I have never done a whole lot of training on working with ELs. I have 

had a whole lot of them, but I just haven’t had the training.” This is significant because 

teachers are willing to participate in training and obviously already have ELs in their 

classrooms.  

Other barriers mentioned included logistics with using common dictionaries, 

insufficient time, and native language differences. The majority of the teachers in this 

district use personal dictionaries that students carry from class to class and grade to 

grade. Several teachers explained that these dictionaries are cumbersome and confusing 

for students. Teacher C-4-2 stated, “The problem with the dictionaries is that they have a 

hard time staying together and it is so much information. The squares in it are so much 

and can be overwhelming. The kids don’t use them the way they are supposed to be used. 

The students confuse words especially within the same unit. They use wrong words for 

stuff.” Another teacher (D-4-1) explained that there is just not enough time to teach and 

re-teach academic language, “A barrier for that is I wish we had a way to go through the 

words again and practice like we do other things. But we just don’t have time for it. Do 

we want to learn new words or keep rehashing out these old words?” One of the barriers 

that teachers discussed in using visuals was the lack of time. Teacher C-4-2 explained 

how teaching vocabulary in science is difficult in the time allotted, “They love science, 

but the vocabulary part sometimes we just don’t have that time to integrate it in the way it 
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should be integrated so that it is actually meaningful. There is just not enough time. They 

want them to fill in vocabulary squares and keep a personal dictionary. It is useful, but 

very time consuming.”  

 Finally, another teacher (B-4-1) mentioned the difficulty with translating 

academic terms into native language, “I think it can be a real challenge if there aren’t 

words in their home language that are similar enough to what we are talking about here. 

Sometimes the concepts just don’t match.”  

 Although the majority of teachers discussed the usage of native language and 

academic language with ELs in their classrooms, it was not observed in any of the 

classrooms and academic language was observed in seven of the 22 classrooms observed. 

Nearly all teachers indicated that these two areas within language scaffolding needed to 

be addressed. Teachers stated that language barriers, time, and too much vocabulary to 

teach were major barriers affecting implementation. Additionally, this was the only 

theme in which teachers stated they needed training or did not feel they had sufficient 

training to support ELs while utilizing language scaffolding practices.    

Theme 3: Content Area Scaffolding  

Content area scaffolding is the instructional supports that teachers use to help 

support ELs when teaching content such as mathematics and science. Based on the work 

of Wood et al. (1976), teachers vary the degrees of scaffolding according to the student’s 

language level. In this theme, teachers were observed using content area scaffolding in 

English language arts, mathematics, and science. 

Content literacy strategies. Strategies used for content literacy were mentioned 
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in the interviews by 65% of the teachers, but were only observed 36% of the time. 

Teachers used these strategies before, during, and after reading a text. A quarter or 25% 

of the teachers who mentioned strategies also used text-based questioning techniques. 

Content literacy strategies were used frequently and in every subject based on the data 

from the teachers, but the research question focused specifically on mathematics and 

science instruction. Teacher A-5-1 expressed her view about using content literacy 

strategies, “I think it is important. There is no way around it. Literacy is a part of every 

topic and you absolutely have to use literacy strategies with the reading and 

comprehension. They have to be able to understand what it is asking. I think it is 

imperative with the way our education system is going.”  

Mathematics teacher B-4-1 explained how she utilized English language arts 

strategies from other classes, “I think it is just wonderful. I think it is the way to go 

especially if they have already learned some of those literacy strategies in their ELA 

classes, then it just dovetails right in with what I am doing.” Teacher E-5-1 explained her 

usage of literacy strategies and connection to Common Core, “I think with Common Core 

being a part of everything, they have to cite evidence and knowledge in everything. I 

think those literacy strategies of explaining and providing evidence is definitely within 

science and mathematics. I think they do a lot of summarizing with their thinking, 

predicting in science. We do a lot of close reading in science with articles and research.”    

In science, teachers explained they used a variety of literacy strategies to help 

increase understanding of the content. Teacher A-3-1 stated, “In science, we use a lot of 

books. We use a lot of articles. We use websites. Different things like that.” Several of 
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the teachers (F-4-1, F-4-2, and D-5-1) discussed integrating reading and science classes 

in order to maximize instruction time. One fourth grade teacher stated, “I try to use 

literacy in science frequently but I usually will embed that in my reading block because 

we don’t have a whole lot of time for science and I like to use that more for experiments, 

vocabulary has a lot to do with it. We embed a lot of our science and social studies into 

our writing block when we are doing MAP practice. I try to weave it in everywhere.” 

Another fourth grade teacher discussed combining district writing assessments and 

science together, “This year we actually tied our writing and science together. It is fun 

and it certainly makes sense when you can do it together. A fifth grade teacher also 

explained how she integrated reading and science, “I know one of the most beneficial 

things that we do is pull science texts to use during our reading time that matches what 

we are during our science time. It is good for them to see those words in print and how 

the ideas are connected. That is really beneficial.” 

Teachers also discussed using literacy strategies to understand the vocabulary of 

science and mathematics. Teacher C-3-1 stated, “We are always trying to look at those 

key words especially in word problems. When we are able to hone in on specific 

vocabulary, it can really boost their academic level.” Teacher D-3-1 explained her usage 

of vocabulary strategies, “I really focus on vocabulary. It is an important piece for math. 

If they don’t understand those vocabulary words, they are not going to understand the 

problem. We are teaching them how to break the problem apart, study the problem, read 

it, re-read it looking closely for key words. They are circling, underlining the question, 

boxing words, deciding which operation they need to use or which strategy they will use 
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to solve the problem. We are definitely using literacy strategies. Our leadership made this 

a school-wide model.” Teacher F-5-1 explained her strategy to support students while 

learning vocabulary in science, “I have actually been making flip books where there is a 

picture and a definition and a match vocabulary picture and word to put up on my word 

wall that matched the flip books. The pictures are just more ways that they can see 

visuals but also what does the word have meaning to me.” 

This district has incorporated science, technology, engineering, and mathematics 

into the curriculum from K-12 (STEM). Teacher B-3-1 explained how she incorporated 

literacy strategies in her STEM lessons, “Especially I have been trying to include ELA in 

the STEM projects. Building of things and testing them out to see what happens and then 

relating it back to a text.” All of the barriers mentioned with utilizing literacy strategies 

focused on teaching academic language and were covered in the language scaffolding 

section.   

One of the barriers repeated in the data was the difficulty of learning academic 

language within content. Teacher A-3-2 stated, “Academic language is just very, very 

hard and because they are learning a second language, it is that much more difficult.” A 

fifth grade teacher (E-5-1) explained her struggle with creating more relevant connection 

with academic language in science, “…like some of the things I was just thinking about 

how I can make the word relevant to them especially with science. So, just the words 

themselves or the academic language themselves can be difficult.” Another teacher 

explained how it is difficult to teacher language and content with a newcomer, 
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“Whenever they are lower with their language, I think it can hinder their learning because 

it doesn’t do a lot for them.”   

Background knowledge. Activating prior background knowledge is accessing 

information that students already have before coming into the classroom (Turkan et al., 

2012). This knowledge is built from various life experiences. Background knowledge 

was mentioned in 55% of the interviews, but was only observed in 23% of the 

classrooms. In four of the classrooms, background knowledge was used to remind 

students of a previous lesson. One teacher set a purpose for reading and another teacher 

shared an experience to help students connect to the new knowledge. Background 

knowledge was used in this district to connect prior knowledge to new knowledge, to 

frontload/build up information, and to assess prior background knowledge.  

 Teachers activated background knowledge to connect prior knowledge to new 

knowledge. Teacher C-3-1 described this process as building a bridge, “You always want 

to make that connection with the student. You kind of like build up what they are going 

to be learning. Building that bridge is kind of like building that foundation to get them to 

connect to whatever new skills you are trying to teach.” Teacher F-4-1 explained how she 

uses this strategy at the beginning of her lessons, “That’s always intros to lessons. I mean 

I know it’s really important for ELs to be thinking about that background knowledge to 

start pulling because they have different background knowledge than we do. So, they’re 

able to make more direct connections than we are. Then, as a class we are making 

connections to their connections.” Teacher F-4-2 stated how she makes connections to 

prior background knowledge, “A lot of vocabulary, you know pulling from prior 
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background experiences, making connections that they already have, things they already 

know. They got the right idea, but it was just a very different background experience that 

they had with that word and what it meant to them and how it had formed versus what my 

experience had been and where I came from.”  

 Teachers also used background knowledge to frontload or build up information to 

help students making connections to the new material. Teacher A-3-2 discussed her 

frequency with frontloading, “You have to frontload a lot. So, I will frontload them and 

give them some information before we go because they won’t get cup and pint without 

seeing it first. I try to frontload as much as I can.” Teacher D-5-1 felt frontloading was 

important because students lack experiences, “I definitely find that it is really important. 

Especially with our science because a lot of our kids lack experiences with the concepts 

we are learning.” Teacher E-3-1 also mentioned the importance of front-loading 

vocabulary, “As far as background, I think of read alouds and vocabulary. Like, 

frontloading vocabulary. We do a lot of that. Sometimes I will make picture cards if there 

is an unfamiliar animal and have a conversation first. But even if you didn’t frontload that 

vocabulary, you need to stop and give them that background. If not, it is really not going 

to be good for them.” 

 Teachers used various strategies to assess prior background knowledge. Teacher 

A-3-1 explained that she needed to know the knowledge base of her students first, “What 

knowledge base do they have coming in, whether it is they are new to the country or they 

have been out of the district for a while? Looking at what they know.” Teacher B-4-1 

assesses background knowledge through pre-assessments in order to look as 
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misconceptions, “I think it is important to do for all students. I do give pre-assessments to 

all students before a unit. It is important to pay attention to their misconceptions because 

they are a little different than everyone else’s misconceptions.” Teacher B-4-2 explained 

she assesses background knowledge in order to learn what students know instead of 

depending on assumptions, “I feel like it is not assuming you know that they know. You 

need to find out what they know, but you can’t assume they know what you think they 

are supposed to know.” Teacher D-4-2 also addressed assumptions, “Not always 

assuming that they lack it. So, being careful not to always assume that they have limited 

background knowledge because of their socioeconomic background, but keep in mind 

that they have background knowledge and experiences that the vast majority don’t have 

and needs to be shared.” 

 One of the barriers discussed by teachers is the students’ lack of background 

knowledge. Although some teachers felt that students bring background knowledge to the 

classroom, other teachers felt that the lack of background knowledge students have really 

creates a barrier to achievement. Teacher B-3-1 stated, “Background knowledge is 

difficult because even the background knowledge you have might not match up, so then 

what do you do? Also, not having the exposure that some of the kids have not had. A lot 

of our ELs are in the lower income range so sometimes they don’t have as much 

exposure.” Teacher E-5-1 simply stated, “Some of them haven’t experienced a lot of 

things.” Teacher D-4-2 explained how to combat a lack of background knowledge, “A lot 

of our kids have limited experiences so trying to tap their background knowledge or 

showing them videos to tap their background knowledge is important. 
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 Another barrier discussed in the interview is that language or cultural barriers 

affect background knowledge for both teacher and student. Teacher A-3-1 took 

responsibility for this cultural difference, “I think it is my lack of knowledge of their 

language and cultures. I may not know what I need to seek out of them because our 

schemas, our background knowledge is different.” Additionally, teacher C-4-2 mentioned 

the cultural gap, “The problem is the cultural gap. Some examples that I try to use to 

build background for the whole class, some of them don’t understand.” Teacher C-4-1 

admitted that culture can create a barrier, “Sometimes there is that cultural piece. I don’t 

have a lot of background with that culture, so what I’ve learned, I’ve learned from my 

students, you know, and over time, you figure out these thing aren’t present in this culture 

or in that culture.” Teacher B-4-1 explained that language often interferes with assessing 

background knowledge, “Sometimes it is difficult with students who are not native 

because we don’t always know what their background knowledge is and is it the same 

perspective as I would have with whatever they are bringing to the table and can they 

communicate their background knowledge to me.”  

 In content area scaffolding, a little more than half of the teachers discussed their 

implementation of content literacy strategies and background knowledge. Content 

literacy strategies were observed in eight of the 22 classrooms and a majority indicated 

teaching language and content together created difficulty in implementation. Background 

knowledge was observed in only five classrooms and a three-fourths of teachers indicated 

a barrier was due to a lack of student’s language and culture.  
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 Overall, there are three areas that need to be addressed in the project based on the 

percentage of teachers that indicated these areas constrain implementation of instruction 

practices for ELs. First, in native language, 83% of teachers indicated that they use native 

language on a regular basis in their lessons, yet no native language support was observed 

during data collection. In addition, 100% of the teachers indicated that utilizing the native 

language created a barrier and needed to be addressed. Academic language was an 

instructional strategy that 88% of the teachers requested training in order to better support 

ELs. A majority (91%) of the teachers discussed that the used academic language on a 

regular basis and a majority (88%) of teachers were observed using academic language in 

lessons. Lastly, 88% of teachers stated that content literacy strategies was an area that 

needed to be addressed due to barriers of language and culture. Although 65% of teachers 

discussed using content literacy strategies on a regular basis, only 36% were using these 

strategies in the classrooms. Based on this analysis, a three-day PD plan was created to 

address the knowledge needed to support academic language and native language 

development for ELs in third, fourth, and fifth grade.    

Project Deliverable 

The project deliverable based on the research conducted and to address the local 

problem of raising student achievement through implementation of instructional 

strategies will be a three-day professional development opportunity for all teachers in the 

district who teach in third, fourth, and fifth grade. The overall goal of the PD is to 

increase the knowledge of general education teachers to support academic language and 

native language development and to ultimately raise achievement for ELs in third, fourth, 
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and fifth grade. The PD plan contains three sessions. One must be delivered first as it is 

the foundation for academic language knowledge. Sessions two and three can be 

delivered separately, but are intended for science and mathematics teachers, respectively. 

The project will focus on the needs of ELs in academic language and native language 

through the use of content literacy strategies. Teachers will learn strategies for how best 

to support ELs with academic language in content (mathematics and science). Ultimately, 

implementation of these strategies will lead to an increase in achievement for ELs.  

Conclusion 

This qualitative case study was conducted to systematically understand the 

implementation of instructional practices for third, fourth, and fifth grade ELs within a 

district. Results indicated a discrepancy in usage of academic language and native 

language. In other words, teachers often reported they were using academic language and 

native language in class, but these instructional practices were rarely seen during 

observations. Additionally, teachers discussed several barriers that interfered with 

balancing language instruction with content instruction. Therefore, a PD plan was 

developed in order to provide teachers with the knowledge to maximize time by using 

content plus language in their instructional practices. The next section will provide 

specific information on the project including goals, objectives, suggested timeline, and 

responsibilities of all stakeholders. 
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Section 3: The Project 

Introduction 

 The problem of poor achievement among ELs, particularly amongst mathematics 

and science, persists in the local district and other districts across the country (National 

Center for Education Statistics, n.d.b). Despite district-wide CLR training, 

implementation of those instructional practices was unknown. The purpose of this study 

was to examine the implementation of instructional practices for ELs in third, fourth, and 

fifth grade general education classes. I conducted a qualitative study using interviews and 

observation methods to collect data in all schools at the local site. Results indicated a 

large discrepancy between the frequency teachers said they used strategies to support 

academic language and the student’s native language in class and the number of times it 

was observed. Additionally, teachers indicated they wanted more training on how to best 

support ELs in academic language and native language development. Therefore, the 

purpose of this project is to provide mainstream teachers with practical strategies to 

support academic language and native language development to ultimately increase 

academic achievement for ELs in third, fourth, and fifth grade. This section includes a 

description of the project, goals, rationale, and literature review to support the project. 

Additionally, a proposed timeline, evaluation plan, and possible implications for change 

locally and nationally are included.  

Description and Goals 

The overall goal of the PD is to create and offer professional development in 

which third, fourth, and fifth grade teachers learn the instructional practices that enable 
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them to simultaneously facilitate academic language development and content area 

learning in EL students using native language supports. The PD contains three sessions 

and session one must be delivered first as it is the foundation for academic language 

knowledge. Sessions two and three can be delivered separately, but are intended for 

science and mathematics teachers, respectively. The structure of the PD was designed 

through the literature review, district resources, and state requirements. Because this is a 

public school system, PD is often guided by specific mandates and requirements 

including time restrictions, state standards, and mandated instructional minutes. 

Additionally, support systems that were already in place, such as PLCs, online learning 

platforms, and electronic systems across the district will also be utilized. 

The theoretical framework for the project is comprised of sociocultural theory and 

critically and CLR (Hollie, 2011; Vygotsky, 1978). Throughout this project, teachers will 

learn instructional strategies that develop academic language for ELs through the use of 

cooperative learning. Since the majority of teachers were comfortable using cooperative 

learning (all but one), it will be used to facilitate the new strategies. Sociocultural theory 

is a theory of the mind loosely connected to Vygotsky’s work of how students learn 

through interaction. This theory supports the idea that social relationships play a crucial 

role in learning and will be used to guide the PD activities (Iddings & Rose, 2012; Van 

Compernolle & Williams, 2013). Teachers will interact with each other to learn, plan, 

observe, and implement the intended strategies.  

All teachers have been trained in CLR methods; therefore, discussion protocols 

derived from CLR methods will be used to guide the collaborative activities. At the 
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beginning of each session, teachers will be reminded of the discussion protocols that 

include: moment of silence, silent appointment, my turn/your turn, think-pair-share, 

partners, whip around, give one/get one, let me hear you, and shout out. These discussion 

protocols are used across the district to encourage participation and to make sure all 

understand the rules for how to contribute to discussion appropriate (Hollie, 2011). A 

detailed description of each protocol (for the trainer) is listed in Appendix A with the 

appropriate slide. The type of protocol used will be indicated by an image on the slide 

and stated orally by the trainer. Additionally, teachers will use the standard 5E 

(engagement, exploration, explanation, extension, evaluation) lesson plan already being 

utilized by the district in science and mathematics. The trainer will share a varied version 

of the lesson plan that includes language objectives and a focus on language throughout 

the lesson. 

Teachers will participate in three sessions of training. During the first session of 

training, all third, fourth, and fifth grade teachers will gain knowledge about how to 

support the development of academic language as guided by the College and Career 

Readiness Anchor Standards in language (Common Core State Standards Initiative, 

2017). The teachers will learn practical strategies and work with other teachers within 

their same content to plan strategy use in their own classrooms. For example, science 

teachers will work with other science teachers across the grade levels. This will provide 

the basis of knowledge for the other two days. The objectives for the first session are: (a) 

Understand the current state of ELs in the local district, (b) Understand how ELs learn 

and process academic language, (c) Learn instructional practices for how to support 
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academic language, and (d) Create a plan to incorporate one instructional practice into 

their own classroom. In objective one, teachers will share their experiences with teaching 

ELs in the district and learn more about the assessment data and project study. This will 

help to create a rationale and urgency for the PD. Although teachers are aware of the 

assessment data (since it is tied to evaluation), the majority of teachers will not know 

about the project study. The second objective will build on the knowledge of the teachers. 

Teachers have had some training in CLR, so it is important to understand what they know 

about academic language before moving on in the training. This capitalizes on the 

collective experience that teachers bring to the training and values teachers’ strengths 

instead of making assumptions (Hall, 2016). In addition, the trainer can understand where 

teachers are in their understanding of academic language and tailor the PD for their needs 

(Sun, Penuel, Frank, Gallagher, & Youngs, 2013). Using the language standards as a 

guide, the trainer will introduce different practices to address each standard. Teachers 

will have time to collaborate and discuss practical implementation at the end of each 

section of standards (conventions of standard English, knowledge and application of 

language, and vocabulary acquisition and use). After all of the instructional practices 

have been introduced, teachers will have additional time to specifically plan with content 

partners about which instructional practice they will implement and why. Teachers will 

have time to share their plans with others towards the end of session one. Lastly, teachers 

will participate in a short, formative evaluation online through Google forms. This 

evaluation is intended to give the trainer feedback about the knowledge teachers gained 

and any additional supports needed.  
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Based on the areas assessed by the state testing and increased implementation of 

STEM education in this district, the project focuses specifically on how ELs learn and 

process the academic language of science and mathematics. The same teachers will not 

be in session two and three. Session two is specifically for all science teachers in third, 

fourth, and fifth grade. In Session 2, teachers will: (a) understand how native language 

could be supported in the classroom, (b) identify the language requirements using the 

Next Generation Science Standards, (c) learn how to support the academic language of 

science through the 12 language functions, (d) learn how to write language objectives 

from content objectives, and (e) create a plan to incorporate one language function into 

his/her class. 

In session three, mathematics teachers from third, fourth, and fifth grade will go 

through the same training as the science teachers with an emphasis of the language of 

mathematics. In Session 3, teachers will: (a) understand how native language could be 

supported in the classroom, (b) identify the language requirements using the Common 

Core State Standards, (c) learn how to support the academic language of mathematics 

through the 12 language functions; (d) learn how to write language objectives from 

content objectives; and (e) create a plan to incorporate one language function into his/her 

class.  

At the beginning of the session, teachers will participate in partner talk to discuss 

their understanding and usage of native language. Again, this is to gain trust from the 

teacher and help the trainer to assess what teachers already know. One of the barriers 

discussed by the teachers interviewed in this study was lack of proficiency in the native 
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language (predominately Spanish). In order to address this barrier, teachers will discuss 

how they can support a student even if they do not speak the native language. This will 

help teachers to talk through their understanding and the trainer can also guide the 

discussion during the share time. In objective one, teachers will learn how they can 

support native language even when they do not have much knowledge of the language. 

Next, teachers will discuss the language needs in science using the Next Generation 

Science Standards (Council of Chief State School Officers, 2012) and mathematics using 

the Common Core State Standards (Common Core State Standards Initiative, 2017). This 

is particularly important at this stage because it will help teachers to understand the 

urgency and purpose of explicitly incorporating academic language strategies into their 

science/mathematics lesson plans. Then, teachers will learn the 12 functions of language 

(connected with the standards) and some practical organizers for how to support them. 

Although teachers will be familiar with these functions, a specific emphasis will be 

placed on the language that is used to support these functions.  

As in session one, teachers will have the opportunity to collaborate with 

colleagues and discuss practical application for these functions periodically throughout 

the session. After learning about the language functions connected to the standards, 

teachers will have an opportunity to write language objectives from existing content 

objectives. Teachers will be using the existing 5E lesson plan model and will add content 

objectives to it. It is important to use a model teachers are already familiar with so that 

they only have to add one small part. This reduces the task demand on teachers and will 

likely increase implementation (Dicerbo, Anstrom, Baker, & Rivera, 2014). After lunch, 
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teachers will have an opportunity to observe the EL teacher in their building teaching a 

demonstration lesson using one of the academic functions. The EL teachers will be pre-

arranged for this specific demonstration lesson using real students. See more about this in 

the existing supports section. Teachers will take notes to identify the academic function, 

procedures, as well as reflections about the observation. After the observation, teachers 

will come back to the session and discuss their observations. The discussion will be in 

groups of three with the same grade, but different school. Teachers will be able to hear 

about different experiences through this discussion protocol. After discussions about 

observations, teachers will spend time with their grade level, specifically planning a 

lesson to develop academic language using an upcoming lesson and the 5E lesson plan. 

After the planning time, teachers will have an opportunity to share their plan of 

implementation with a partner. Teachers will also learn about the upcoming coaching 

cycle and provide feedback for the session.  

Rationale 

PD was chosen as the genre to help teachers learn the instructional practices that 

enable them to simultaneously facilitate academic language development and content 

area learning in EL students using native language supports because it is the most 

effective way to increase knowledge of all of the teachers (Brown & DiRanna, 2012; 

Kennedy, 2016). PD provides an opportunity for teachers to learn new knowledge in a 

cooperative and interactive environment. This local site has seven PD days already built 

into the schedule, so it is an efficient way to address the local problem without adding to 

the teachers’ busy schedules. In addition, the PD addresses the original problem of 
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student achievement by building on the knowledge of staff, implements guided practice 

(instructional coaching), and evaluates for further support.  

Overall, there are three areas that need to be addressed in the project based on the 

percentage of teachers that indicated these areas constrain implementation of instructional 

practices for ELs. First, according to this study, 83% of teachers indicated that they use 

native language on a regular basis in their lessons, yet no native language support was 

observed. In addition, 100% of the teachers indicated that they had experienced barriers 

to utilizing the native language that could to be addressed with training. Teachers 

indicated that academic language was a known instructional practice, but discussed 

multiple barriers with implementation including time management and the amount of 

vocabulary that needs to be taught overall. Although a majority of teacher discussed 

using academic language frequently, it was only observed in seven of the 22 classrooms. 

Lastly, 88% of teachers indicated that content literacy strategies was an area that needed 

to be addressed due to barriers of language and culture. Although 65% of teachers 

discussed using content literacy strategies on a regular basis, only 36% were using these 

strategies in the classrooms.  

Due to these findings, session one will lay the foundation for teaching and 

supporting the use of academic language. Sessions two and three will focus specifically 

on instructional strategies that use native language support and teaching the academic 

language of science and mathematics. Teaching language and content together allows 

teachers to maximize time and increased competency in academic language is tied to 

achievement (Carrejo & Reinhartz, 2014; Short, Fidelman, & Louguit, 2012).  
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Lastly, to follow-up on implementation and to further support teachers, there will 

be three coaching cycles after the PD sessions (one per quarter). These coaching cycles 

will start immediately after the PD and will finish by the end of the school year. 

Coaching provides ongoing support while teachers are implementing a new practice 

(Rodríguez, Abrego, & Rubin, 2014). In this case, the coaching cycles will involve the 

EL teacher and the mathematics and science teachers. The coaches will use the Academic 

Language Development Observation Form (Appendix G) to provide feedback for 

teachers and as a way to collect data for the formative evaluation. Meetings will be 

during professional learning community (PLC) times that are already included in the 

schedule so there should be no extra time required by teachers.  

Review of the Literature  

 The literature in this review provides evidence to inform, support, and guide the 

PD plan for academic language and native language development in ELs. The specific 

genre of the project was chosen based on the data collected during the study, this research 

review, existing structures at the local site, and the need to address the problem of low 

achievement of ELs in grades three through five in the local school district. As the data 

were coded and themes emerged, it was evident that instructional practices to support 

academic language and native language were not being implemented in the classroom. 

Through interviews, teachers indicated barriers with teaching academic language 

including lack of training, difficulty, logistics, time, and native language barrier. This PD 

plan was created with these barriers in mind in order to develop the knowledge of how to 

incorporate academic language and native language into existing lesson plans.   
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 This literature review consists of a discussion of professional development, 

barriers associated with professional development, academic language (mathematics and 

science), native language and evaluation in professional development in order to address 

the local problem. The literature review for this study was conducted through the use of 

Walden’s online database and Google Scholar. The databases searched have been 

predominantly in the topic of education including Eric, Education Research Complete, 

and SAGE Premier. The search terms included professional development, barriers in 

professional development, academic language, native language, evaluation of 

professional development, instructional coaching, and instructional practices for ELs in 

science and mathematics.  

Professional Development 

 PD has changed over the years from being a one-shot, one-size-fits-all workshop 

to a systemic, sustainable, ongoing learning opportunity where teachers feel supported as 

they put into practice what they have learned (McLester, 2012; Raphael, Vasquez, 

Fortune, Gavelek, & Au, 2014). PD is also referred to as professional learning, teacher 

training, and teacher learning in the literature. The literature reviewed has shown that 

mainstream teachers feel inadequately prepared to effectively teach ELs (Molle, 2013). 

The pressure has only continued to intensify with increased linguistic demands in content 

areas and high stakes accountability (Lee, Quinn, & Valdés, 2013). Effective PD, in this 

area, involves a cycle that begins with professional development while incorporating 

reflective practice and collaboration with colleagues and ends with a change in practice 

(Choi & Morrison, 2014). Figure 1 illustrates the cycle of professional development that 
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teachers should go through when trying to make a change in practice. As teachers 

progress through the stages, a change in attitudes and beliefs emerges. This feeds the 

cycle of reflective practice. Throughout the literature review, four themes emerged from 

studies involving professional development that led to student achievement including:  

sustainability, support during implementation, active learning, and needs based PD.  

 

Figure 1. Cycle of PD. Adapted from Choi, D. S., & Morrison, P. (2014). Learning to 

Get It Right: Understanding Change Processes in Professional Development for Teachers 

of English Learners. Professional Development In Education, 40(3), p. 430. 

 

Sustainability. Professional development should be ongoing, throughout the 

school year so that teachers have time to understand and implement a new strategy.  The 

PD plan for this study will be sustained over time by using the existing structures in 

place. Teachers not only need time to learn the new strategy, but they need time to think 

about how they may implement the strategy into their routines while anticipating any 
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potential problems (Gulamhussein, 2013). For PD to be effective, it needs to occur in a 

culture of ongoing and continuous learning (McLester, 2012). Additionally, PD is 

sustainable when teachers have time to collaboratively plan before, during, and after 

implementation of the new knowledge (Carter, Crowley, Townsend, & Barone, 2016; 

DiCerbo et al., 2014).  Building the time for PD into the daily/weekly schedule will help 

to ensure fidelity. In this PD plan, teachers will use existing PLCs in order to regularly 

meet and discuss implementation of academic language and native language strategies.  

 Sustainability can be especially important where there is a gap between the old 

and new knowledge. Teachers need continued support to fortify the new behaviors and 

increase the chance the teachers will make significant changes to their existing practice 

(O’Hara & Pritchard, 2016; Sun et al., 2013). Also, PD, which is sustainable, creates 

school change and empowers teachers as agents of this change. Raphael et al. (2014), 

identified five principles to support sustainable school change including: “teacher agency, 

meaningful problems of practice, dialogical practice, a systemic view, and sustained 

across time” (p. 147). Teachers are more invested and PD will be sustained when they 

have a shared ownership and understanding of the purpose and products of the PD (Hall, 

2016). PD will also be sustained when teachers are looking at current problems that are 

related to the curriculum and connected to standards. Teachers need meaningful dialogue 

as they create new understandings and practices. The structure for the proposed PD 

sessions will establish the purpose at the beginning of each session and share the relevant 

data from the local site. Additionally, the sessions are connected to the relevant 
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curriculum and standards from the local site so they can be practical and useful. 

Consequently, PD should be systemically planned and sustained over time.    

Support during implementation. Professional development should include built-

in support for teachers during the implementation stage and should address any specific 

problems in changing classroom practice. Teachers need the opportunity to practice the 

strategy and receive feedback from an expert. This could be through feedback from a 

colleague or someone outside the work place either informally or using a coaching 

model. Rodríguez, et al. (2014), investigated the coaching styles of Reading First literacy 

coaches supporting teachers working with Hispanic ELs and identified three themes. 

They found the coaches understood second language acquisition, implemented bilingual 

theories of teaching, and worked to support teachers through sharing their experiences 

and knowledge. The coaches in this study specifically focused on literacy instruction with 

an emphasis on vocabulary development. The coached shared explicit instruction 

strategies and scaffolding techniques while supporting teachers in the classroom.  

Instructional coaching is a common thread in both the PD models in research and 

in supporting classroom teachers of ELs. The instructional coaches could be outside 

experts or teacher leaders within the building. Often EL teachers are used as teacher 

leaders to help support PD initiatives since they are the experts in second language 

acquisition in the building (Russell, 2017). These teacher leaders are more effective than 

outsiders because they are trusted peers and viewed as non-threatening since they have no 

influence over evaluative procedures. Instructional coaching allows for intentional 

collaboration in order to build the content teacher’s knowledge, provide encouragement 
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throughout implementation of the new knowledge, and support reflection after 

implementation (Dove & Honigsfeld, 2014; Russell, 2015). 

In addition to instructional coaching, self-reflection prior to meeting with a 

mentor is important during the implementation stage. Ebadi and Gheisari (2016) 

conducted a study using sociocultural theory and critical reflection in order to raise 

awareness about classroom discourse and improve teacher practice. The teacher 

videotaped lessons before and after attending workshop sessions in order to observe 

changes in her practice. She used the videotaped lessons as a reference as she participated 

in critical reflective writing. This writing was then used to guide the discussion with her 

mentor. The results of this study suggested engaging teachers in reflective practice could 

raise awareness of current classroom practice. Self-reflection also can lead to a change in 

teacher attitudes, beliefs, and student outcomes (Choi & Morrison, 2014). Positive 

changes in student outcomes will reinforce this feedback and ultimately lead to a change 

in practice. Teachers from the local district will have the opportunity to reflect on their 

lesson plans during the coaching sessions that will take place after sessions two and three.  

Another support method specifically to help mainstream teachers learn EL 

strategies is to have EL specialists push-in to mainstream classrooms and offer on-site 

support and guidance. Teachers who regularly collaborate learn from each other and 

reflect on their own practice (Peercy, Martin-Beltrán, Silverman, & Nunn, 2015). This 

partnership creates a symbiotic relationship where the mainstream teacher can provide 

content support and the EL teacher can provide second language acquisition support. 

Mainstream teachers often feel ill-prepared to teach ELs and the specialist can help 
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explain linguistic features and suggest strategies to help increase student achievement 

(Molle, 2013). Ongoing teacher collaboration can provide support as teachers integrate 

the new practice. Martin-Beltran and Peercy (2014) observed how teams of mainstream 

and EL teachers collaborated together and “used tools to articulate and re-conceptualize 

teaching goals, co-construct knowledge, and ultimately transform teaching practices to 

meet the needs of culturally and linguistically diverse students” (p. 721). Teachers 

benefitted from collaborative dialogue as they worked side-by-side to anticipate student 

problems and needs in each lesson. In this PD plan, teachers will participate in a coaching 

cycle on-site with the EL teachers in their building after sessions two and three, 

respectively. EL teachers are valuable assets to teachers because they are experts in 

second language acquisition, on-site, and have an established relationship with the 

teacher. 

Active learning. The third principle of PD includes the teacher in an active role 

through varied approaches in order to understand the new practice. Collaborative 

conversations can cause what Sun et al. (2013), refer to as a spillover effect. The spillover 

effect happens whenever teachers who have participated in PD collaborate with teachers 

who have not directly participated in PD and a change in practice takes place. They found 

that teachers who had participated in PD were more likely to help others who had not 

participated and therefore, the PD affected even more teachers than those initially trained.   

Engaging the teacher as a learner also takes on an important role in active PD. 

O’Hara, Pritchard, Huang, and Pella (2013) conducted a study to analyze the impact of a 

PD initiative focusing on the usage of technology in the classroom to effectively increase 
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academic achievement for ELs. Throughout the initiative, teachers actively participated 

in sessions where they took on the role as the learner in order to better understand the 

strategy. In one activity, teachers developed their own digital immigration story. Through 

this activity, they learned how to scaffold instruction in order to maximize academic 

achievement for ELs. Using this model, teachers were able to more effectively implement 

the strategies and were invested in their own learning. When teachers are invested in their 

own learning, the quality of their effort improved (Carter et al., 2016). In this PD plan, 

teachers will have the opportunity to be actively involved in planning with other teachers 

in their content area and grade level. Teachers will be able to immediately apply these 

strategies to their lesson plans. 

Explicit modeling helps teachers effectively understand the new practice. 

Modeling should involve an experienced teacher demonstrating the new practice so that 

the teacher can effectively “see” the new practice in action with real students 

(Gulamhussein, 2013). This could be done through observations, videotaped lessons, or 

participating in a simulated lesson. Teachers involved in the PD plan will have the 

opportunity to observe a demonstration lesson during sessions two and three. They will 

also have the opportunity to come back to the PD session and discuss their observations 

with other teachers across schools. Another way to keep teachers active is to provide an 

opportunity for feedback after each session or training. This allows for the organizer to 

respond effectively to the needs of the teachers and in turn, teachers feel valued because 

their needs are being met (Shanahan & Shae, 2012). Teacher feedback can also be used to 

guide further sessions of professional development in this PD plan. 
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Needs based. Finally, professional development should be based on the needs of 

all stakeholders. PD should be created around the requirements of the district, including: 

standards, curriculum guides, assessments, and other relevant information (Sun et al., 

2013).  PD should be tailored to the discipline and grade level of the teachers, not a 

generic type of PD where teachers need to imagine how they might apply it in a different 

context (Gulamhussein, 2013). Teachers must see how the strategy applies with their 

specific discipline. For example, when supporting mathematics teachers with 

implementation of academic language strategies for ELs, teachers should provide specific 

examples using mathematics language. Teachers who participate in the PD plan will be 

grouped by level and content. Session one provides time for teachers to plan within their 

content area. Sessions two and three are specifically content-related with built-in time for 

planning with grade level partners across schools. In addition to specific content and 

level, the teachers’ current knowledge level of second language acquisition strategies 

should also be addressed. This could be done through a needs based analysis or asking 

teachers to self-identify where they need help. This will be done in the current PD plan 

through asking teachers to share their knowledge about academic language, native 

language, and content specific language. Planning PD to address these needs creates 

more investment and ownership (Carter et al., 2016).  

PD should also be focused on understanding the needs of the students instead of 

just focusing specifically on the instructional strategies. Molle (2013) studied 

conversations between general education and EL teachers in order to extract themes 

about the cognitive shift that occurs when teachers are discussing a particular 
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instructional challenge. The identified stages of the conversation include: “constructing 

ELs as low-performing, instructional problem-solving, celebrating ELs, and 

understanding the needs of ELs” (p. 116). At the beginning of the conversation, the 

general education teacher is focused on the deficiencies of the ELs in his class. Although 

the EL teachers try to move him through the conversation in order to understand the 

needs of ELs, he is trapped in the mindset that ELs are low-performing and there is 

nothing he can do instructionally to help them succeed. This mindset not only impedes 

implementation of effective instructional strategies, but also limits the potential 

achievement of ELs. Ultimately, mainstream teachers should try to understand the 

cultural, linguistic, and academic needs of ELs instead of viewing them as deficient. This 

brings a more positive, supportive role and helps teachers to focus on what ELs can do 

instead of what they are unable to do. In order to bring attention to the needs of EL, the 

trainer will discuss the characteristics of an EL student in the local district. Also, all of 

the instructional practices proposed in the training are specifically designed with ELs in 

mind. 

Barriers with PD  

 The barriers described in this section are from the literature review and not from 

the study. However, these barriers were kept in mind as potential problems when 

planning the PD plan and are also addressed in the section titled, Potential Barriers and 

Solutions towards the end of this chapter. Several barriers (or challenges) in developing 

academic language include the amount of time dedicated to instruction; the type of 

instruction; and inadequate preparation to effectively deliver instruction. One of the 
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barriers identified was the insufficient amount of time teachers spend on cognitively 

developing academic language (Carlisle, Kelcey, & Berebitsky, 2013; Hanson-Thomas, 

Grosso Richins, Kakkar, & Okeyo, 2016). Teachers described a challenge in balancing 

the amount of time spent on academic language with balancing different lessons, varying 

language levels, and curriculum demands. Since the amount of support positively 

correlates to gains in reading comprehension, teachers need to spend a significant amount 

of instruction developing academic language. A possible solution to this challenge could 

be to teach language and content together as described in the previous section.  

 Another barrier is the type of instruction teachers use to develop academic 

language. Classrooms typically contain ELs with varying levels of English language with 

diverse background knowledge. Although teachers traditionally develop vocabulary 

through definitions and context clues, this is not enough for ELs who are typically 

disadvantaged in English word knowledge. ELs need numerous, cognitively demanding 

experiences in order to effectively use academic language in different contexts (Carlisle 

et al., 2013).  

 Teachers are inadequately prepared to effectively develop academic language and 

often have little experience with ELs.  Hanson-Thomas et al. (2016), found that teachers 

who have taken two or more college courses about ELs perceive themselves as being 

more prepared to effectively deliver instructional practices for ELs and able to facilitate 

academic language development and content area learning than teachers who have taken 

no courses. Additionally, participating in sustained, supportive PD helps increase 
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teachers’ capacity to work effectively with ELs and increases fidelity of implementation 

(August et al., 2014b; de Oliveira, 2016). 

 Another problem teachers face when trying to implement a new instructional 

practice is what Gulamhussein (2013) refers to as the “implementation dip.” Even when 

teachers have had supportive PD and observed model lessons, they will still struggle with 

effective implementation because it takes several tries with critical reflection to 

implement a new practice effectively. To further complicate implementation, teachers 

sometimes abandon the new practice if achievement is not seen in students immediately. 

In this era of high stakes testing, teachers do not have time to wait for a practice to yield 

results, but on average, it takes 20 separate occurrences of practice in order to master the 

skill. Therefore, teachers need to be given the time and support to implement the 

instructional practice effectively.  

 Lastly, students can become a barrier when teachers are trying to implement a 

new practice. Kennedy (2016) points out that students are often required to attend class, 

but attendance does not guarantee learning. Teachers need to figure out a way to engage 

students so that they will participate in the activities and learning can occur. This goes 

along with classroom management and asking for the support of an instructional coach 

and/or administration.  

Academic Language 

 Academic language refers to vocabulary, content language, or academic English. 

As show in Table 6, academic language has three dimensions including vocabulary, 

syntax, and discourse (Pritchard & O’Hara, 2016). Vocabulary is the term and 
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collocations are used within content including information about figurative language and 

word parts. Learning vocabulary helps students to develop meanings or unknown words 

and supports comprehension. The second feature, syntax, focuses on sentence structure 

and how words are put together, parts of speech, and verb tensing. This helps students to 

create clear sentences and use a variety of sentences. Lastly, discourse is a focus on the 

organization and text structure of the language including voice and register. Students 

need to be able to combine all of these features together to negotiate meaning and 

communicate clearly. Students need all features of the language to meaningfully 

participate within an academic context. For the purposes of this study, academic language 

is the language used in a classroom environment (Frantz et al., 2014).  
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Table 6 

 

Features of Academic Language 

Dimensions Academic language features Academic language skills  

Vocabulary  • Content terms and collocations 

• Figurative expressions and 

multiple meaning terms 

• Affixes, roots, and 

transformations 

• General academic terms 

• Figure out the meaning of new 

words and terms in a particular 

message – connect to underlying 

concepts and for comprehension 

of text 

• Use new words to build ideas or 

create products 

• Choose and use the best words 

and phrases to get the message 

across 

Syntax • Sentence structure & length 

• Transitions/Connectives 

• Complex verb tenses and 

passive voice 

• Pronouns and references 

• Craft sentences to be clear and 

correct 

• Use of a variety of sentence 

types to clarify a message, 

condense information, and 

combine ideas, phrases, and 

clauses 

Discourse  • Organization and text structure 

• Voice and register 

• Density 

• Clarity and coherence 

• Combine features to 

communicate, clarify & negotiate 

meaning 

• Create a logical flow and 

connection between ideas 

• Match language with purpose of 

message 

 

Note. Adapted from Pritchard, R., & O'Hara, S. (2016). Framing the teaching of 

academic language to English learners: A Delphi study of expert consensus. TESOL 

Quarterly, p. 4. 

 

Tiered vocabulary is a system of grouping vocabulary words according to their 

frequency of usage. Tier I words are everyday words that are not content specific. Tier II 

words are mostly used in academic settings across disciplines. Tier III words are content 

specific and only used in that setting (Gomez-Zwiep et al., 2015). In tiered vocabulary, 

most academic language is referred to as Tier II language, the language that is used 
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across content areas (DiCerbo et al., 2014). Students need activities to develop ways to 

use academic language in all content areas and situations. ELs specifically need activities 

to develop academic language because their home register may be different and they 

often have limited experiences in using academic language in English (Schleppegrell, 

2012). During the PD sessions, teachers will discuss and develop their understanding of 

the features of language including receptive and productive language (Council of Chief 

State School Officers, 2012).  

Instructional practices that support ELs as they participate in activities that help 

develop academic language have been studied for years, but Pritchard and O’Hara (2016) 

conducted a study focusing on which instructional practices have the greatest impact in 

fostering academic language development. Using a panel of experts, they identified seven 

instructional practices that are foundational for the development of academic language 

and classified them into high-impact, cross-cutting, and foundational practices. A 

summary of these practices if given in Table 7 and will be shared with teachers during the 

PD implementation in session one and lay the foundation for the academic language 

instructional practices. 
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Table 7 

 

Essential Practices 

High-impact practices Fostering academic interactions 

Fortifying academic output 

Using complex texts 

Cross-cutting practices Clarifying academic language 

Modeling complex language 

Monitoring and guiding language learning 

Foundational practice Designing language and literacy activities 

 

Note. Pritchard, R., & O'Hara, S. (2016). Framing the teaching of academic language to 

English learners: A Delphi study of expert consensus. TESOL Quarterly, p. 7 

 

These high-impact practices include scaffolded opportunities for students to interact with 

each other while negotiating meaning and building understanding. Teachers also need to 

provide opportunities for students to produce work using academic language in oral and 

written form. Finally, to maximize academic language development, teachers need to use 

a wide variety of complex texts developed through various activities for different 

purposes. Cross-cutting practices are instructional practices that support the high-impact 

practices and are used to enhance academic language development. Creating 

opportunities to make language comprehensible in both written and spoken forms is 

important to support academic language development. Teachers should also model ways 

for students to use language through reading, writing, listening, and speaking. Teachers 

can monitor and guide language development by scaffolding as needed based on the 
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student’s language level. Finally, the foundational practice for developing academic 

language is to create language and literacy activities that are organically embedded across 

disciplines.  

 Research on teaching academic language has shifted from teaching language in 

isolation to teaching language embedded with content. This shift is primarily due to the 

literacy demands of the Common Core Standards in mathematics and science (August 

Artzi, & Barr, 2016; Bunch, 2013; Dicerbo et al., 2014). Content teachers are now 

responsible for developing the language needs of all students, including ELs. In respect to 

focusing just on language with ELs, Ardashevea et al. (2015), state:  

Such disjointed instruction of content in content area classrooms (without any 

attention to the domain-specific language demands) and of language forms in ESL 

classrooms (with limited and no connections to academic subject matter) 

effectively undermined students’ abilities to meaningfully access the content area 

texts and tasks results in education inequalities for ELLs (p. 204).   

Bravo and Cervetti (2014) studied instructional models addressing literary needs of ELs 

in science and found that lack of instructional attention to language with content areas is 

a matter of equity for all students. When ELs do not receive adequate English language 

instruction with content, they are not college and/or career ready, thus limiting their 

future potential. However, a focus just on the content also does not specifically lead to 

conceptual understanding either. Lee and Buxton (2013b) argued that hands-on activities 

in science are one part of the lesson, but these activities alone do not necessarily promote 

academic achievement. Using content with language provides opportunities for ELs to 
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learn language and content together and leads to academic achievement (Bradbury, 

2014). Instructional practices shared in sessions two and three will be specifically focus 

on integrating content and academic language (science and mathematics).  

 Teaching language within content presents some challenges and opportunities for 

teachers, therefore, some shifts in perspective are necessary to facilitate this change 

(Hakuta, Santos, & Fang, 2013). These shifts include viewing language learning  

from an individual process to a socially engaged process; from a linear building of 

structures and vocabulary aimed at correctness and fluency to a nonlinear and 

complex developmental process aimed at comprehension and communication; and 

from teaching language per se to supporting participation in activities that 

simultaneously develop conceptual understanding and language use (p. 453).  

These shifts in perspective will help to integrate content and language to improve 

academic achievement in science and mathematics for ELs. This instructional shift is 

intentionally addressed in session one of the PD plan to help teachers to understand why 

ELs are a collective responsibility for all content teachers. 

 A language-based approached to content instruction focuses on learning the target 

language in the content classroom. Teachers use language as the basis of content in order 

to increase accessibility of the curriculum for ELs. “There are six principles associated 

with LACI including connection, culture, code-breaking, challenge, classroom 

interactions, community and collaboration” (de Oliveira, 2016, p. 219). Connection 

reminds teachers to utilize students’ background knowledge in order to explicitly teach 

content. Culture focuses on the considerations teachers should give to the cultural and 



113 

 

linguistic background that ELs bring to a classroom. Code-breaking reminds teachers to 

explicitly teach school and academic language within the content. Challenge refers to the 

principle that all students should be challenged to use higher-order thinking skills and 

reasoning in the classroom. Classroom interactions remind teachers that scaffolding 

should be used to effectively build classroom interactions between all learners with 

different levels of language. Finally, community and collaboration places a focus on 

building a community of learners that mutually construct meaning together. Utilizing 

these principles with fidelity increases achievement for ELs.  

Academic language in content areas. There are many instructional strategies to 

support academic language in the content areas, but this section will specifically focus on 

strategies that can be incorporated during science and mathematics instruction. When 

teachers spend time developing academic language in science, academic achievement 

increases (August, et al., 2014a; Llosa et al., 2016). The research on teaching academic 

language in science focuses on integrating hands-on inquiry and language development 

(Gomez Zwiep & Straits, 2013). Content area instruction through science provides a 

meaningful context for developing proficiency in English while mastering academic 

content and processes (Lee & Buxton, 2013a). These strategies were incorporated into the 

PD plan in sessions two and three.  

 Academic language in all content areas can be developed through the use of Four 

Corners Vocabulary Charts (Smith, Sanchez, Betty, & Davis, 2016). This strategy is 

more accessible to ELs than a traditional dictionary because they are student-created and 

written in student-friendly language with visuals. These learning tools can contain an 
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illustration, synonyms, sentences, and a definition. Depending on the student’s language 

level, native language and/or cognates may be incorporated to increase understanding and 

meaning. Since students need multiple opportunities to use the new vocabulary to 

increase depth of understanding, various games can be played such as a modified version 

of Bingo or Connect Four. Teachers could also challenge students by concealing one of 

the squares and asking students to complete it from memory. All of these activities are an 

effort to reinforce academic language usage and ultimately lead to improved academic 

achievement.   

 For developing academic language in science, the most commonly described 

practice is the 5Es (Engage, Explore, Explain, Extend, and Evaluate) inquiry approach. 

This instructional approach was developed by the Biological Sciences Curriculum Study 

and is endorsed by many organizations, universities, and schools districts. The main 

premise of this approach is to help students build on their own understanding of scientific 

concepts. To modify this instructional model for ELs, Gomez-Zwiep et al. (2015), 

proposed adding three columns to the lesson template for planning purposes to address 

language needs of students. One of the columns addresses the concept/language that will 

be addressed in sequence. The second column is used for teacher language and directions 

that will be used throughout the lesson. Finally, in the student column, the teacher writes 

anticipated appropriate student responses with additional information addressing 

language levels as needed by the students. Additionally, language goals and evaluation is 

embedded throughout the lesson.  



115 

 

 In using this modified 5E model with ELs, four steps are recommended to support 

ELs with language development (Gomez-Zwiep et al., 2015). First, the teacher should 

determine the language function related to the science concept being studied and create 

activities to support these functions. For example, if students need to compare and 

contrast two things, the teacher would anticipate the type of language functions expected 

throughout the stages of the instruction. The teachers should develop sentence frames to 

help students communicate appropriately in a classroom setting using scientific language. 

These frames will change according to the language levels of the students. Thirdly, 

teachers should carefully consider the tiered vocabulary needs of ELs and provide 

activities to further develop understanding. Lastly, teachers should incorporate graphic 

organizers and other visuals to support further development of academic language. Using 

these supports, science content becomes more comprehensible to ELs.   

 Another modified form of the 5Es instructional model involves adding writing in 

science as a way to increase academic language and conceptual understanding at the 

same time (Huerta & Spies, 2016). An additional column on the original 5Es template is 

added to create writing activities. Teachers can use an organization system like a 

notebook for students to keep all of their writing together. Students can “record their 

thinking, processes, observations and reflections” related to the lesson (Huerta & Spies, 

2016, p. 26). As with the other modified version, teachers should consider students’ 

language levels when creating writing activities and support as needed. Utilizing writing 

during this inquiry process helps increase conceptual knowledge and academic language 

development in science.  
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 Additionally, to explicitly teach the academic language of science, Jung and 

Brown (2016) introduced the Academic Language Planning Organizer. This is another 

addition to the 5E template where teachers work through the “content objective, tasks, 

discourse, syntax, vocabulary, language objective and language supports” (Brown, 2016, 

p. 852). As teachers work thought this organizer, it helps them to deconstruct the 

language and focus on the needs of ELs. This organizer will be used to support science 

teachers as they address the language needs of ELs in the PD sessions.    

 In mathematics, teachers must use instructional and language scaffolding 

strategies in order to build confidence and maintain engagement, especially when solving 

problems. As stated before, ELs historically have lower achievement in mathematics 

assessments, so using mathematical discussion strategies to increase confidence leads to 

academic achievement (Cho et al., 2015). Some of these strategies include questioning 

techniques where teachers ask students to explain and justify their answers. Teachers can 

use referential questions (open-ended) where students explain their problem solving 

strategy to help the teacher understand their thinking. Teachers can also use display 

questions (close-ended) where the answer is anticipated and expected. Teachers can 

provide support as needed based on student answers. Another strategy is to use revoicing 

where the teacher “repeats, expands, or reformulates student responses as a means of 

including student contributions in the class-wide co-construction of content knowledge” 

(Banse, Palacios, Merritt & Rimm-Kaufman, 2017, p. 200). Teachers may use revoicing 

to affirm what a student is contributing to the discussion and expand on what is missing. 

This provides a model for students while lowering their affective model through indirect 
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correction. Students feel valued for their contribution while benefiting from the teacher-

modeled discourse.  

 In additional to questioning and revoicing, teachers can also use think-alouds and 

self-task as an effective way to model problem-solving approaches for ELs (Banse et al., 

2017). Think-aloud is a strategy where a teacher solves a problem orally by talking 

through the problem-solving method. Students benefit by hearing the thinking and 

discourse associated with solving the problem. Self-talk, where a teacher uses repetition 

and extension in the language has similar benefits. This strategy gives students an 

opportunity to hear the discourse again or in a different way in which they can understand 

the language. Using these mathematical discussion strategies makes content 

comprehensible for ELs and allows equal access to instruction. 

 In contrast to the previous mentioned approached to academic language in 

mathematics, Moschkovich (2015) suggests that literacy in mathematics can only be 

achieved when using three incorporated components through a sociocultural lens: 

mathematical proficiency, mathematical practices, and mathematical discourse. A shift 

from in the language from “academic literacy in mathematics” to “academic language in 

mathematics” is essential to emphasize demonstrating proficiency in mathematics 

involves a broader perspective on literacy, not just language (Moschkovich, 2015, p. 45). 

Students should have a conceptual understanding of mathematics to be able to explain 

answers through reasoning and justification in order to participate in mathematical 

discourse with others. Effective instruction in mathematics includes providing cognitively 
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demanding opportunities to demonstrate understanding through discourse in a 

collaborative environment.   

Native Language Support 

Providing native language for ELs in the classroom has shifted from a support 

mechanism to a dual language approach where both languages (target and native) are 

taught simultaneously. ELs and EOs learn content through both languages at the same 

time. There are various benefits to using a dual language structure including “academic, 

linguistic, cognitive, and sociocultural benefits for historically underserved and low-

income populations, such as ELLs” (De La Garza, Mackinney, & Lavigne, 2015, p. 366). 

Students enrolled in dual language programs score higher on assessments than students 

who are not enrolled in the program (Maxwell, 2014; Valentino & Reardon, 2014). In 

addition to academic gains, cognitive benefits such as critical thinking and problems 

solving skills have been found in students who have participated in dual language 

immersion (Tran et al., 2015). Although using dual language has shown an increase in 

academic achievement, there is a shortage of teachers to staff these programs particularly 

in the Midwest and at the local site.  

Conversely, prohibition of native language (language 1 – L1) in the classroom has 

been found to be detrimental to ELs (Silvani, 2014). Students may feel a sense of 

insecurity or devalued if their language is not acknowledged or supported. Additionally, 

they may not feel like they can express themselves freely or that their own experiences 

are not valued. Some teachers also may feel that using the student’s native language may 

reduce their exposure to English, but actually it provides an additional learning support 
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for them. Based on classroom observations, teachers use L1 for: “(a) giving instructions, 

(b) explaining complex concepts or grammar points, (c) defining new vocabulary items, 

(d) checking student comprehension, and (e) keeping classroom atmosphere” (Silvani, 

2014, p. 4). Yet, students use their native language, “(a) during group discussion to build 

meaning, (b) clarifying instruction, (c) clarifying pronunciation, and (d) expressing 

frustration” (p. 4). Teachers often use the L1 for giving instructions and connecting new 

knowledge to learned knowledge, such as grammar points, or vocabulary. Students are 

most comfortable in their native language, so teachers often use the L1 to understand 

student’s feelings and clarify understanding. Students use their native language with 

peers and often to clarify something that has already been taught. Furthermore, students 

use native language to express feelings and concerns, since it is most comfortable. 

When supporting L1 in the classroom, it is important for teachers to be aware of 

language transfer. Language transfer is whenever a learner connects what they are 

learning to something in their L1 (Salmona Madriñan, 2014). This is a common 

occurrence, especially for students who are developing a new language. Teachers should 

understand that students will make connections to their L1 and capitalize on these 

opportunities to maximize language learning. This will be discussed in the PD so that 

teachers are aware of how language transfer may affect a student’s language 

development.  

In addition, a comparison study conducted about teacher characteristics and 

effectiveness found that teachers who share the same home language as students and have 

bilingual certification are more effective than their counterparts who lack these 
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characteristics (Loeb, Soland, & Fox, 2014). This may be due to the fact that teachers can 

support students by explaining the content in home language as needed. Teachers who 

have bilingual certification also understand teaching methods for ELs and have had more 

preparation than teachers without this certification. At the local site, there is only one 

teacher with bilingual certification; therefore, this will not be a likely solution to address 

native language.  

Although home language instruction (dual language) is the most beneficial 

academically for ELs, teachers can still use home language support as an effective 

instructional method (Lee et al., 2013). Because this study is situated in the Midwest with 

very few bilingual teachers in the district being studied, some practical strategies for how 

to support native language have been reviewed. One of these strategies is using a 

bilingual dictionary instead of a monolingual dictionary to specifically address the needs 

of ELs. Lew and Adamska-Salaciak (2014) suggested that dictionaries should start with 

native language instead of English because that is the language ELs first think of and are 

most comfortable using. Each entry should include information about:  “noun 

countability, verb complementation, and typical collocational patterns” (p. 52). There 

should also be examples and cultural information included in the word entry. In addition, 

the dictionary should be tailored to the native language and the needs of the student.  

Implementation 

The purpose of this project was to design practical PD sessions to increase 

teachers’ knowledge of how to support the academic language and native language 

development of ELs in third, fourth, and fifth grade. This PD is designed to be delivered 
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over three days of training beginning with session one. Sessions two and three can be 

given around the same time as each session involves different teachers. See below for 

more information about the specific timeline. 

Potential Resources 

 The resources needed for to deliver the professional development sessions are:  a 

projector, a large room to accommodate the teachers, three days of time, and to the 

attendance of all third, fourth, and fifth grade teachers within the district. Additionally, 

the trainer would need access to the online learning system used by the district in order to 

distribute/add the session information. Teachers will need access to the state standards, 

district curriculum guides, and curriculum resources.  

Existing Supports 

The local school district is a “paper free” district and utilizes electronic resources 

and platforms, when available. They use a Moodle platform for sharing information with 

well-established forums which teachers access regularly. Therefore, the PD sessions will 

be available via Moodle Google platform and teachers will complete all of the evaluation 

forms online. All teachers in the district have a laptop and will bring the laptop with them 

during the sessions. Additionally, seven days for PD, weekly PLC time, and release time 

for teachers to go to workshops, meeting, etc. is already built into the yearly schedule.  

A strong instructional support system is also in place at the local site. There are 

four instructional facilitators that regularly meet with administrative teams that include 

EL teachers. This would provide a perfect opportunity for EL teachers to share the 

progress of implementation with administrators. There is at least one EL teachers at each 
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school site and in some cases, there are two or three. The EL teachers provide support, 

share strategies, and often lead PD at the school site. These well-established relationships 

will aid in the coaching portion of the PD plan. Teachers are used to people observing 

them including administrators, instructional facilitators, and other teachers.  

Potential Barriers and Solutions  

There are some potential barriers to implementing this PD plan based on the 

literature review and data collected during this study. The greatest barrier to 

implementing something new is time in a variety of ways. In this study, teachers 

discussed struggling with time to balance academic language instruction and content 

instruction. A possible solution to this barrier would be to incorporate both content and 

language. Some teachers believe that students who have limited English cannot learn 

content language until they learn the basics of the language. However, teachers can 

maximize time by using the content language to teach English language. 

Teachers’schedules are very busy and they may not have time to attend PD sessions or to 

participate in a coaching cycle. However, for this district, PD time is built into the 

schedule and required of all teachers.  

Another barrier that may interfere with implementing the new practice is teachers’ 

attitudes. Because historically ELs have been taught in isolation under the sole 

responsibility of the EL teacher, some may still hold the belief that ELs are not their 

responsibility. However, ELs are the responsibility of all teachers. One possible solution 

to this type of attitude is to help the teacher understand that he/she is the content expert 

and therefore, the best person to educate the student. Additionally, change is hard. During 
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these PD sessions, teachers will need to look at their current practices and evaluate if they 

are working or not. It is clear from the district data that things are not working as a whole, 

but sometimes it can be difficult to admit you need a change in practice.  

Proposal for Implementation and Timetable 

Although I wrote the PD sessions, they are designed to be implemented by a 

quality trainer who understands second language acquisition and has a rapport with the 

staff. Presumably any of the EL teachers in the district could implement the PD plan. The 

ideal timeline for the plan would be to conduct session one during the second month 

(September) of the school year. That way, the teachers are less busy with beginning of 

the year procedures and have time to implement the new practice before state 

assessments in the spring. It would be best to have the next two sessions a month after the 

first session (October) so that teachers could participate in coaching sessions before the 

first semester is over. Each session is scheduled to run from 8:00 a.m. to 4 p.m. with two 

breaks and a lunch hour. This is the typical PD session for the local district. Most PD 

sessions are conducted throughout the school year to reinforce effectiveness of the PD 

and provide a platform for teachers to talk about current practice (Diamon, Maerten-

Rivera, Rohrer, & Lee, 2014). Evaluation will take place at the end of each session with 

results shared with the administrative team and the EL teachers at each school.  

The coaching sessions will be during PLC times as determined by the teacher and 

the coach. It would be ideal to have the first coaching session immediately after the third 

session so that teachers can implement the plan they made in the PD session. Subsequent 

coaching session can be arranged by the teacher. Coaches will use the Academic 
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Language Development Observation Form (Appendix G) to provide feedback to teachers. 

After the first semester, teachers could set up a regular observation schedule so that they 

can monitor implementation of the language functions. 

Roles and Responsibilities of Students and Others 

The implementation of a district-wide plan requires that all stakeholders be 

involved in the implementation and evaluation process. First, the trainer will be 

responsible for implementing all of the sessions and coordinating with school staff. This 

includes distributing all the materials, providing the training sessions, maintaining 

communication with administration/teachers, and following up with support as needed.  

The administration would be responsible for arranging the site and arranging the timing 

for the sessions. The general education teachers’ responsibilities include: (a) attending the 

relevant sessions and participating in all of the activities during the sessions, (b) 

completing the evaluation after the relevant session(s), (c) participating in the coaching 

session and working with the coach to facilitate growth, (d) implementing the new 

practice with fidelity, and (e) asking for help and support as needed. The responsibilities 

of the EL teachers include: (a) providing a demonstration lesson during sessions two and 

three, (b) observing teachers and participating in the coaching cycle, and (c) providing 

support to general education teachers as needed. The students would be responsible for 

participating in the activities that are implemented by the teachers. Additionally, the 

results of the study and project will be shared by the researcher with all of the 

administration and school board at the local site.  
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Project Evaluation Plan 

 Evaluating professional learning includes several stages to address different 

needs. For this project, there will be two types of evaluation, formative and summative. 

The formative evaluation will be in the form of an open-ended questionnaire at the end of 

each PD session and through the observation form used by coaches. The summative 

evaluation will include state assessments, district assessments, and student artifacts to 

demonstrate achievement. 

Formative Evaluation 

Formative evaluation occurs while the PD is taking place and informs the trainer 

if things are progressing as expected. Guskey (2014) suggested three questions to 

consider when creating a formative evaluation plan: (a) What conditions are necessary 

for success? (b) Have those conditions for success been met? (c) Can they be improved? 

(p. 1220). Formative evaluation is devised to be a reoccurring practice that takes place 

several times over the duration of the PD program. For the PD plan, the formative 

evaluation will be ongoing as the last part of each session and will help the trainer to 

know what type of support is still needed for teachers. The questions for the evaluation 

will be: (a) What is your definition of academic language? (b) In what ways do you think 

this definition has changed as a result of this PD session? (c) What did you learn in this 

session that will most effectively help you support ELs in the development of academic 

language? (d) Comments/questions? The questions provide information on what the 

teachers learned about academic language (outcome), how their definition has changed 

over time, and what effectively helped them. The trainer will use this information to 
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inform sessions two and three and also share with the instructional coaches that will be 

helping to support the teachers. It is important to note that all responses will be 

confidential. Teachers will complete the evaluations on a Google form that will not be 

connected to them in any way. There is a real fear about honesty and retribution from 

administration in public schools, so the responses will be kept anonymous since they will 

be shared with administrators and those on the leadership team. The responses will need 

to be shared so that the administrators can support teachers for upcoming PD sessions 

since the trainer may not be involved in subsequent training. 

In addition to the formative evaluation being used at the end of each PD session, 

the coaches will use the Academic Language Development Observation Form to provide 

feedback to teachers. Coaches will be looking to identify the content and language 

objectives, language function, procedure, supports used, and include any other relevant 

information. Coaches will then use this information to give feedback to teachers, but also 

to see which practices are being used across the school and how teachers are 

implementing the language functions. Direct observations provide the most accurate 

information about implementation (Guskey, 2014). It would be ideal to have these 

observations each month, but it depends on the schedules of the teachers. Coaches would 

also share this information with administrative teams as a way of accountability and to 

demonstrate implementation patterns. 

Summative Evaluation 

Summative evaluation occurs at the end of the PD and helps “program developers 

and decision makers with judgments about the program or activity’s overall merit or 
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worth (Guskey, 2014, p. 1221). In this case, the ultimate result of this training would be 

an increase in student achievement for ELs.  In order to summatively test the efficacy of 

the professional development on student learning outcomes, state assessment in English 

Language Arts, mathematics and science will be compared before and after the PD is 

implemented using statistical techniques. Additionally, teacher participants will gather 

formative assessment data to explore the effects of their change in practices using 

quarterly assessments and/or artifacts that demonstrate mastery of academic language.  

Project Implications for Social Change 

 The local school district has struggled to meet the instructional need of ELs for 

nearly a decade (DESE, n.d.a). All teachers have been trained in CLR teaching methods 

with subsequent sessions and supports, yet no formal evaluation of the implementation of 

those methods had been conducted. Based on this study, it was determined that teachers 

had knowledge about instructional scaffolding, but would benefit from learning more 

about how to best utilize language and content area scaffolding through professional 

development. Specifically, teachers needed strategies for how to effectively and 

efficiently support ELs in content specific academic language through the use of content 

literacy and native language strategies. Additionally, the research supports that academic 

language is “a major contributor to the gap in achievement between ELs and native 

speakers of English” (Pritchard & O’Hara, 2016, p. 1). 

Local Community 

This training has the potential to impact all stakeholders in this community. First, 

the teachers will be impacted. In these sessions, teachers will learn specific instructional 
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practices that will maximize time by integrating language and content in every lesson. 

This will improve teacher confidence because they will successfully be able to support 

ELs in their classroom. The majority of the teachers in this district are not EL certified 

and this would give them the much-needed support to create appropriate lesson plans 

concerning academic language and native language. Teachers will also grow 

professionally by learning new instructional strategies, which could lead to a change in 

practice. If teachers could continue using these practices year after year, they would 

impact many students. 

Second, this training impacts students. ELs spend the majority of their time in 

general education at the local site, so they would benefit from teachers implementing 

instructional practices to increase their academic language. This is particularly important 

in science and mathematics since this district has become involved in STEM and hosts 

regional events at the high school. Student development of academic language is linked 

to academic achievement and therefore more students could be involved in these higher-

level activities (Schleppegrell, 2012). Ultimately, with an increase in achievement, ELs 

would have more options for college and career choices.    

Third, this training would impact the district as a whole. The district has teetered 

between accreditation and non-accreditation for several years now with provisional 

status. They have had to offer school choice and parents have limited choices of 

successful schools. They have consistently been below the state standard for nearly ten 

years. However, if teachers learn and implement instructional practices to support ELs, 
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this could possibly raise the achievement for the lowest group in the district. This could 

positively affect accreditation status, graduation rate, and the reputation of the district.  

Larger Context  

Should the evaluation show the professional development effective in raising 

student achievement, it could then be implemented in districts across the country as a 

way to support academic language and native language of ELs. The population of ELs is 

increasing across the country and many areas are reporting shortages of qualified 

teachers. If all teachers were trained in effective instructional practices for ELs, there 

would be no shortages of teachers. This has the potential to raise achievement for nearly 

five million students in public schools in the U.S.   

Conclusion 

The results of this study indicated a need for teacher knowledge development of 

instructional strategies to promote understanding of academic language and native 

language for ELs.  Therefore, professional development was developed in order to 

provide teachers with the knowledge to maximize time by using content plus language in 

their instructional practices. In addition to attend the sessions, teachers will participate in 

a coaching cycle that will support implementation of the instructional practices. Finally, a 

formative and summative evaluation is included to test the efficacy of the professional 

development and assess whether it was beneficial for the district. The next section I will 

provide reflections on and conclusions of the study including the strength and limitations, 

recommendations for alternative approaches, and a personal reflection. 



130 

 

Section 4: Reflections and Conclusions 

Introduction 

 I chose a qualitative project study to investigate why academic achievement for 

ELs was not increasing over time despite teachers receiving PD specifically for culturally 

and linguistically diverse students. I chose this method because I wanted to understand 

specifically what enhanced or constrained implementation from the teachers’ perspective 

(Creswell, 2012). Interviewing teachers gave me the opportunity to elicit more 

information through open-ended interviews. Observations also afforded me the 

opportunity to see which practices were being implemented. After analyzing and 

triangulating the data, it became evident that I would need to develop a PD to address the 

implementation barriers teachers described in language scaffolding and content area 

scaffolding. Although teachers stated they used these instructional practices, they were 

rarely observed during data collection. Additionally, nearly every teacher mentioned they 

needed more training in how to support ELs, particularly in mathematics and science 

language, so that solidified the project for me. 

Project Strengths and Limitations 

The interactive structure of the PD is a strength of the project. I used the CRL 

strategies that teachers are familiar with as a backbone for guiding discussion protocols 

throughout the PD sessions. Teachers are accustomed to discussing their own ideas and 

what they have learned with other teachers. I tried to make sure teachers were moving 

and talking every few slides so that they can process the new information. Collaboration 

is integrated during nearly every part of the plan.  
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The content of the PD is also a strength because it is structured by using the 

Common Core State Standards and New Generation Science Standards as a skeleton for 

discussing the instructional practices. The teachers are familiar with these standards as 

they have to use them in every lesson plan. I also used the 5E format for lesson planning 

since teachers already use this in the district. Since teachers are familiar with the 

standards and type of lesson plan, they could focus specifically on implementing the 

instructional practice for academic language and native language directly into something 

they already do. Also, the content was relevant to the teacher. For example, sessions two 

and three were specific to science and mathematics teachers. Teachers will become 

invested because it is specifically planned for their disciplines. When teachers are 

invested in their own learning, participation increases (Carter et al., 2016; O’Hara et al., 

2013). 

Another strength of the PD was that it utilized existing planning structures to 

accommodate busy teachers’ schedules. During the PD, there was built-in planning time 

where teachers can collaborate with their grade level colleagues and content partners. 

Additionally, during the coaching cycle, teachers can work directly with the EL teacher at 

the home school and collaborate during PLC time. Again, this is a time already created in 

the schedule where teachers can discuss their observations and get feedback from the 

coach.  

Additionally, I was able to build this project based on nearly equal representation 

from all three grades. Initially, I wanted to get equal representation from all schools and 

all grades. However, because of end-the-year scheduling conflicts, I was unable to get 
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representation for fourth and fifth grade at two schools. However, other teachers stepped 

up and I interviewed 23 teachers when my original sample size was only 18. Essentially, 

I interviewed “enough” to satisfy my criteria. Seidman (2013) describes “enough” with 

two criteria in mind. One is sufficiency and the other is saturation of information. In my 

interviews, I was able to sufficiently cover all of the grades and I reached saturation 

through repetition of answers.  

Lastly, this PD is immediately applicable for teachers. In the PD sessions, 

teachers will be working to identify practices that they can use in the upcoming week to 

bolster the academic language and native language development in their classes. They 

will be sharing these plans with colleagues and on an online platform during the 

evaluation. Because of the time factor mentioned in the data and literature review, I 

wanted to maximize the time teachers spend in the PD sessions so that they would walk 

apply with a practical lesson to implement the next day. 

Although there are several strengths in this project, there are also a few 

limitations. One of the limitations of this study is that it only focuses on academic 

language and native language support. Teachers also mentioned several barriers to 

cooperative learning, but cooperative learning was observed in nearly every lesson. Small 

groups was also another area that could have been focused on, but again it was observed 

in a majority of the lessons. These areas are so intertwined and I wish I could have 

created a PD that focuses on all of the needs that contributed to academic achievement 

with ELs. Unfortunately, I had to choose something that was a clear need in the data and 

supported by research. 



133 

 

Another limitation of this project is that it was created based on data collected 

from only 23 of the 72 teachers in the district across three grades. Although I was able to 

get “enough” for the sample size needed, I still wish I could have included the input of 

more teachers in more grades in the construction of the project. The evaluation of the PD 

sessions will allow the trainer to get insight from all of the participants and the coaching 

sessions will also support all teachers. Then, hopefully, the PD can be expanded into 

lower elementary and secondary. 

Additionally, the strategies mentioned by teachers in the interviews were not 

always evident during the observations. Although this could be seen as a limitation, it is 

important to note that observations were just a snapshot into what was being taught 

during one lesson. The teacher could have possibly used one of the mentioned 

instructional practices earlier in the day or a previous day. In order to address this 

possible limitation, more lessons for the same teacher would need to be observed across 

content areas throughout the day. This would give a more comprehensive understanding 

of which instructional practices are being implemented consistently. 

Lastly, the PD is limited in the scope of the content. For sessions 2 and 3, I only 

focused on science and mathematics while excluding English language arts and social 

studies. Although I used some examples from English language arts in session 1, I could 

have included more in social studies. I left them out because social studies is not a tested 

subject and there are few teachers in that area. Science and mathematics are areas of 

assessment and are used to rate the district for accreditation. Additionally, with the 



134 

 

district becoming more involved in STEM education, this became an equity issue for ELs 

having access to those advanced classes.   

Recommendations for Alternative Approaches 

The problem of student achievement is a complex issue to investigate and it took 

me a long time to identify one possible contributing factor at the local site. Although 

instructional practices have the most impact on student achievement, other factors 

include: student attendance, teacher preparation, limited resources, amount of 

instructional minutes, classroom management, home life, influence of first language 

(Hansen-Thomas et al., 2014). I could have investigated one of these factors instead of 

instructional practices through qualitative or quantitative methods.  

Another way to investigate this problem of student achievement would have been 

through a mixed methods study in order to review the entire EL program. This would 

have involved surveying administrators, teachers, and parents to find out factors which 

may affect student achievement. I could have also looked at the different types of EL 

models that students participate in across the schools such as push-in, pull-out, and full 

inclusion. I could have reviewed documents including state assessments, 30-60-90 day 

administrative plans, quarterly assessments, and curriculum guides. This would have 

given me a full view of the type of education that ELs receive.  

A third way of investigating the problem would be to change my sample. For this 

sample, I focused on general education teachers in grades through five. I chose this 

sample because at the time I was teaching at the high school and had already taught in the 

middle school. This presented a conflict of interest for me. However, I could have 
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focused on the early childhood, lower grades, or the teachers at the other middle school. 

Instead of mainstream teachers, I also could have focused on the EL teachers in the 

district in early childhood through eighth grade. This would have allowed me to see the 

whole spectrum of second language acquisition, but I would have been quite limited since 

students usually spend an average of one class period per day with these teachers. 

Instead, I chose to focus on the teachers with whom they spend a majority of their time. 

Additionally, I could have interviewed the administrative team from each school to 

investigate the EL instruction in each of their buildings. The curriculum facilitators also 

could have been included since they are in charge of curriculum implementation. But I 

felt it was more important to hear directly from teachers because I really want to know 

their perception of which instructional practices were being implemented. 

Scholarship, Project Development and Evaluation, and Leadership and Change 

Completing this project study is one of the hardest things I have had to do in my 

life. Maintaining interest in a program for six years was challenging for me especially 

with the ups and downs of life. I dedicated many weekends to write and sacrificed time 

with my family and friends in order to complete this study. Along the way, I learned a 

few things about myself.  

First, I have never really considered myself a scholar and have always achieved 

average grades in school. For the first time in my life, I got a 4.0 in a degree program. I 

was consumed by the research and the deeper I dove into the literature, data, and analysis, 

the more involved I became in the work. I learned how to organize an extensive literature 

review. When I submitted my literature review for the proposal, one of the comments I 
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received was “this literature review does not meet the standard for doctoral work.” My 

literature review was eight, maybe nine pages and insufficient to say the least. It was 

literally a bibliography with very little synthesis. Once I figured out how to use a chart 

and organize all of my ideas, I was able to start working on the sections and create a 

synthesized literature review.  

I struggled to write a proposal and during the first semester of the proposal, I 

received an unsatisfactory score. I had just moved to Uganda to take a new job and I was 

very overwhelmed with classes, work, and culture shock. It was also very difficult to 

research there because of the internet and electricity outages. I learned to have plan A, B, 

and C to make sure things were submitted on time and I communicated with my 

classmates. Once I came back home, I was able to narrow down what I wanted to study 

after months of talking with my chair, administrator, and colleagues. 

I really enjoyed the data collection and talking with teachers. I had observed 

student teachers before, but this was the first time I had collected data. I was very nervous 

during the first few sessions because I was afraid that I would miss something or not 

collect enough data. Then, I started to enjoy myself and just let the teachers talk about 

their experiences. I had to stop myself from talking about my own experiences, but 

sometimes I did to establish trust and create a comfortable environment. The worst part 

of data collection was the transcribing. It took me months upon months to transcribe. At 

first, my strategy was to transcribe after every interview, but my schedule caught up with 

me and I got behind. Then, I had around twenty hours of interviews to transcribe. I 

absolutely despised it, but I knew that I wanted to do my own transcribing because I 



137 

 

wanted to review the data and honestly, I did not trust anyone else. I wanted to make sure 

it was accurately transcribed and it also helped me to create codes. Next time, I want to 

conduct interviews, I will have them transcribed for me.  

Data collection was problematic because I worked for the district in which I was 

collecting data and my human resources director said I could only collect data after my 

workday. Thankfully, since I was at the high school, our day finished before the 

elementary schools, so I was able to complete an observation and interview on most days. 

The teachers were gracious enough to stay after school so I could conduct interviews. As 

a thank you gift, I sent teachers who participated some of my favorite used books. Since I 

was moving to Turkey, I needed to get rid of books and it also gave me an opportunity to 

show my appreciation for their contribution to my study. 

Data analysis was another difficult step because there was so much data and I did 

not know how to make sense of it all. I had already highlighted my themes, but even 

when I put interviews side-by-side, there was so much highlighting that I couldn’t really 

see how I was going to put it all together. My chair suggested that I pull out the color-

coded chunks and organize them by questions and category. So, I did and I was able to 

find specific quotations to support my findings. Although this step took a long time, it 

was essential in my data analysis progress and it saved time when I was writing it all up. 

The final literature review took months because there were so many relevant 

articles to support my project. Professional development with ELs is a largely published 

topic right now, especially in mathematics and science, so I reviewed nearly 100 articles. 

Again, I used to same matrix to create the citations and take notes on each article. This 
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saved me time when I was writing up the literature review because I knew exactly where 

to find the information. I finally feel like I can write a synthesized literature review 

worthy of the doctoral level.  

Although I had planned PD before, this PD was more comprehensive and longer 

to plan. I was responsible for providing a PD session to my school once a month, but they 

would last about 45 minutes, but this plan is three days of training. I wanted the PD to be 

relevant, interactive and reflect the literature review. The hardest part for me was 

designing original products and making them relevant to the objectives. It was also 

difficult to create activities for grades I have not taught. I relied heavily on the research 

and other resources to help me design appropriate activities. Since I had worked with the 

district for 13 years, I knew the PD systems and timetables. I also knew the environment 

and what might work for the teachers in the district. I designed my PD plan with all of 

these things in mind.  

Overall, I am proud of the work I have done and even more proud of the possible 

implications. Throughout data collection, I sat through some observations that were 

painful to watch. I knew that students were not receiving the most appropriate education 

and often they would shut down during lessons. I also listened to teachers explain how 

they struggled to support the ELs in their classrooms. They pleaded for training and I 

knew that this plan would provide the support they need. That, it itself, is satisfaction in 

the work. 
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Reflection on Importance of the Work 

During the time I was writing my proposal, I had the pleasure of planning and 

opening an International Welcome Center (IWC) is our district last year in order to best 

address the influx of newcomers into our district. When we first opened the IWC, our 

focus was students who were in ninth through twelfth grades with proficiency levels of 

one through three on the W-APT/ACCESS assessments (state assessments which 

measure of proficiency of English in reading, writing, listening, and speaking). Some of 

the students had already been at the high school and some were coming directly from 

another country. Within the first few months of teaching at the IWC, I began to realize 

the importance of appropriate instruction. Our students excelled, participated, 

volunteered. They loved school. For some of the students who came from the high 

school, it was the first time they had felt comfortable and took risks in the classroom 

since entering the U.S. This solidified my research interests in instructional practices.  

Teaching is an overwhelming responsibility. I am in charge of the education of a 

student for one school year (sometimes more). The instructional practices I choose make 

an impact on my students. They make the difference between access to content granted 

and access to content denied (Short et al., 2012). They make a difference between 

graduation and dropout. They make a difference between poverty and middle class. From 

a social justice perspective, it is an absolute right that all students receive the best 

education possible with trained teachers (Bravo & Cervetti, 2014). They deserve 

equitable opportunities to access the curriculum in order to reach attainable goals. I (as 

the teacher) am the ultimate variable in this equation.  
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The focus on ELs has reached national proportions that the U.S. government is 

awarding large grants to help support training for teachers. I recently reviewed applicants 

in a grant competition for the U.S. department of education that is focused on “funding to 

support professional development activities intended to improve instruction for English 

learners and assist education personnel working with such children to meet high 

professional standards” (National Professional Development Program, n.d., p. 4). It is 

exciting to see the number of teachers that could be trained in the future and most 

importantly how many students that training could impact. 

Implications, Applications, and Directions for Future Research 

This project study has the possibly to affect over 6,000 students in a suburban, 

low socioeconomic district because these instructional practices are beneficial for all 

students. Academic achievement will increase and in turn the district will maintain 

accreditation. Additionally, the district will produce leaders and productive citizens.  

One implication for this study is to provide teachers with continuous support. 

After the sessions, I included information about a coaching cycle. Learning the 

knowledge is only one part of implementing a new practice. Teachers need to be 

supported during implementation or they will abandon the practice. A regular, non-

evaluative coaching cycle needs to be created in all schools so that implementation is 

monitored and supported. Additionally, teachers could observe each other to get an idea 

of different instructional practices in action. Utilizing in-house experts is efficient, 

beneficial, and low-cost.  
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Another implication of this study is how it will affect parents. After teachers have 

been appropriately trained, it would be beneficial to start working on parent/teacher 

communication. Teachers could share the practices they are using with parents and even 

help to create tips for the way that parents could help support students. Parental 

involvement for ELs is often low because of the language barrier, extra jobs, childcare, 

and numerous other factors. If these factors could be addressed, parents would be able to 

learn more about how they could support their children.  

 Since this project study only focused on grades three through five, it would be 

best to conduct a full-district study to get an idea of which instructional practices are 

being used at which grades. It would also be beneficial to examine how many minutes 

teachers are dedicating to academic language development per day, per grade linked with 

achievement scores or quarterly assessments. There is a correlation in the research that 

between the number of minutes spent developing academic language and achievement 

(August et al., 2016; Pritchard & O’Hara, 2016).   

At the organization level, this project study emphasizes the importance of a 

requirement for all teachers to be trained in how to best support ELs. This could be done 

at the preparation level (universities) or the local level (district). Additionally, support 

measures need to be put in place such as follow-up PD sessions, book studies, 

observations, coaching cycles, and/or additional courses.  

Conclusion 

The achievement of ELs not only has an impact on the local district, but on the 

entire nation. At nearly 10% of the public school U.S. population (and increasing), 
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teachers can no longer turn a blind eye to the ELs sitting in their classrooms. Districts, 

schools, and teachers have an urgent obligation to provide the most appropriate 

instructional practices for ELs so they can become productive members of society. This 

PD will provide the teachers with the knowledge and strategies to effectively develop 

academic language in order to increase achievement with ELs in the upper elementary 

grades.  
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Appendix A: The Project 

 

Note to Trainer: Welcome everyone to the session.  
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Note to Trainer: 8:00-8:05 

Ask teachers to stand if the statement describes them. The teachers sit after each 

statement. 

 

Purpose – to make everyone feel comfortable and to establish who is in the room. 
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Note to Trainer: 8:05-8:15  

Review the overall view of the PD plan 

 

Purpose - to help teachers to understand the overall big picture of the PD.  

 



164 

 

 
Note to Trainer: 8:05-8:15  

Review the overall view of the PD plan 

 

Purpose - to help teachers understand the overall big picture of the PD.  
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Note to Trainer: 8:05-8:15 

Go over schedule and establish breaks and lunch procedures. Tell the teachers that they 

will be guided through the PD using College and Career Readiness Anchor Standards 

(CCRAS) for language. 

 

Purpose - to help teachers know what is coming next and how to anticipate needs/breaks. 
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Note to Trainer: 8:05-8:15  

Go over objectives. 

 

Purpose - to share what will be learned throughout the course of the day. 
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Note to Trainer: 8:15-8:20 

Review the Dr. Hollie symbols. All teachers will be familiar with these concepts just 

maybe not the symbols. Remind teachers that every time they see the symbol, they will 

follow the protocol. 

Moment of Silence – Teachers pause for a moment of silence while they are working on a 

task. There is no talking during this time. 

Silent Appointment – Teachers make an “appointment” with someone in the room by 

locked eyes and agreeing to meet. No talking, just body language. 

My Turn, Your Turn – This is a turn-taking protocol where one person talks and the other 

listens. They do not interrupt each other. Then, they switch roles. 

Think-Pair-Share – This is a three-step process where the person first thinks silently 

about a question. Then, individuals pair up and share their thoughts. Then, the pairs share 

their ideas with another pair or the whole group. 

Partners – Teachers turn and share with someone close to them. 

Whip Around – This is a sharing protocol where the facilitator goes around the group and 

everyone shares a short answer. 

Give One, Get One – This is a sharing protocol where teachers share one answer and get 

another answer back. 

Let Me Hear You – Teachers respond to a call back signal to get everyone back on track. 
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Shout Out – This is a sharing protocol where everyone shouts out his or her answer at the 

same time.  

 

Purpose – to establish participation protocols throughout the workshop. 

 

 
Note to Trainer: 8:20-8:30 

Ask teachers to work with a few partners to discuss the education, language level, 

experiences, economic class, and parents/family of ELs in the local district (partners, 

share out to whole group). 

 

Purpose – to give teachers time to think and process who the ELs are in their school and 

try to communicate their perceptions with others. 
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Note to Trainer: 8:30-8:35 

Describe the profile of an EL in the district based on education, language, experiences, 

economic class, and parents/family. 

 

Purpose – to establish a common base among teachers about the real profile of an EL and 

dispel any myths and/or misconceptions. 
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Note to Trainer: 8:35-8:50  

Discuss current data and brainstorm some possible contributions (partners, share out to 

whole group). 

 

Purpose – to make sure all know the data and have time to think about some of the 

possible contributing factors. 
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Note to Trainer: 8:35-8:50   

Discuss how the local data and the state of MO data are different and what has 

contributed to those differences (partners, share out to whole group). 

 

Purpose – to make sure all know the data and think about contributing factors.  
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Note to Trainer: 8:50-9:00  

Discuss the participants and the research questions from the study (based on data). 

 

Purpose – to help teachers understand the study and the rationale for the PD. 
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Note to Trainer: 8:50-9:00  

Explain the results to staff and also the highlighted areas. Make sure to identity that these 

were chosen for the following reasons:  

(1) They were indicated as a barrier to be addressed by the highest number of teachers. 

(2) They had the greatest difference between what was observed and discussed.  

(3) Teachers indicated that there was a need for training in how to support/teach 

academic language. 

 

Purpose – to help teachers understand the reason for the PD. 
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Note to Trainer: 9:00-9:15  

Give the teachers time to discuss these questions with a partner and then share out with 

the group. 

 

Purpose – to learn what teachers know about academic language. 
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Note to Trainer:  

Use this template with the previous slide to record what teachers say during the share 

time (academic language). 

 

Purpose – to record what teachers understand about academic language. 
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Note to Trainer: 9:15-9:20  

Read and share the definition of academic language from WIDA. Teachers are all 

familiar with this definition since they have been working with the EL teacher using 

WIDA requirements. 

 

Purpose – to establish common understanding of academic language. 
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Note to Trainer: 9:15-9:20  

Share the types of languages we speak and explain various situations where these forms 

of language might be appropriate. 

 

Purpose – to establish common understanding of the type of languages used in the local 

district. 
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Note to Trainer: 9:20-9:25  

Explain the shift in instruction from language taught by EL teachers in isolation to 

mainstream teachers using content to teach language to ELs. 

 

Purpose: to help teachers to understand this shift in instruction. 
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Note to Trainer: 9:20-9:25  

Explain to teachers that these are the foundational instructional practices based on 

research. 

 

Purpose – share research and give teachers an opportunity to discuss the implications. 
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Note to Trainer: 9:25-9:40  

Give teachers time to make a silent appointment, meet with their partners, and then 

discuss the questions. After 8-10 minutes, bring the teachers back and share out with 

group. 

 

Purpose – to give teachers time to process and share their ideas about this shift in 

instruction. 
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Note to Trainer: 9:40-10:00  

Ask teachers to read the standards. They are already familiar with these standards. 

 

Purpose – to make sure all teachers know and are informed of the language standards. 
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Note to trainer: 9:40-10:00  

Give teachers time to think about how they use the standards, talk with a partner, and 

then choose several volunteers to share out to the group. 

 

Purpose – to help teachers to brainstorm how they use the language standards and share 

their practices with colleagues. 
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Note to Trainer: 10:15-10:30 – Standard 1 (strategies A-D)  

Go over and explain each strategy and example. Explain to teachers the importance of 

conventions when teaching academic language. 

 

Purpose – to help teachers to understand standard 1 and how it applies to teaching 

academic language. 
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Note to Trainer:  
Explain to teachers that these items should be considered when planning a lesson for ELs. 

Remind teachers that grammar should be embedded and used within a lesson. 

 

Purpose – to give teachers a checklist to help guide lesson planning. 
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Note to Trainer:  
Explain looking at the parts of a sentence could be useful for students. Point out the 

possible discussion points and linguistic features of the parts of the sentence. ELs often 

do not understand the linguistic features of the English language and time needs to be 

taken to discuss them and explicitly teach these features. 

 

Purpose – to help teachers to understand how to teach linguistic features within the 

curriculum materials. 
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Note to Trainer:  

Explain looking at the parts of a sentence could be useful for students. Point out the 

possible discussion points and linguistic features of the parts of the sentence. ELs often 

do not understand the linguistic features of the English language and time needs to be 

taken to discuss them and explicitly teach these features. 

 

Purpose – to help teachers to understand how to teach linguistic features within the 

curriculum materials. 
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Note to Trainer:  

Explain to teachers that students need to study and understand the textual patterns of 

fiction and nonfiction in order to process them. This helps ELs understand the way words 

are put together to create meaning, types of verb tensing, different parts of speech in use, 

and various forms of sentences (simple to complex). 

 

Purpose – to help teachers to understand how to support ELs in learning parts of English 

language. 
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Note to Trainer:  

Explain to the teachers that students need real-life examples of how to use grammar. The 

teacher can use various activities at school to explicitly teach uses of grammar. This is 

especially important for ELs so that they hear models of authentic language and practice 

using this language. Teachers could utilize language used in the library, in the cafeteria, 

and/or during special events to teach language. 

 

Purpose – to give teachers a practice strategy for how to teach authentic uses of language 

in their daily context. 
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Note to Trainer:  

Explain to the teachers that students need real-life examples of how to use grammar. The 

teacher can use various activities at school to explicitly teach uses of grammar. This is 

especially important for ELs so that they hear models of authentic language and practice 

using this language. Teachers could create more rigorous examples by using the 

vocabulary and/or lessons from a specific content area. 

 

Purpose – to give teachers a practice strategy for how to teach authentic uses of language 

in their daily context. 
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Note to Trainer: 10:30-10:50  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ideas about how to use activities to implement 

standard 1. 
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Note to Trainer: 10:50-11:05 Standard 2 (strategies A-D)  

Go over and explain each strategy and example.  

 

Purpose – to help teachers to understand standard 2 and how it applies to teaching 

academic language. 
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Note to Trainer:  

Explain to teachers that ELs need explicit instructions for how to use resources. They 

don’t naturally know how to use them and probably will not have much practice with 

them at home. 

 

Purpose – to help teachers understand that students need explicit instruction for how to 

use common, classroom resources. 
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Note to Trainer:  

Explain that personal dictionaries should be created by students and there are several 

variations that can be used. The most common usually have the word, definition, 

linguistic representation/picture, synonym/antonym, and/or sentence. 

 

Purpose – to help teachers understand the practical ways student dictionaries could be 

used in the classroom.  
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Note to Trainer:  

Explain to teachers that they can use mentor texts and literature to help students 

understand grammar and writing mechanics. This is an engaging way to teach grammar.  

 

Purpose – to expose teachers to various resources in order to teach grammar and writing 

mechanics in a more engaging way. 
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Note to Trainer:  
Explain to teachers that they can use mentor texts and literature to help students 

understand grammar and writing mechanics. This is an engaging way to teach grammar.  

 

Purpose – to expose teachers to various resources in order to teach grammar and writing 

mechanics in a more engaging way. 
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Note to Trainer:  

Explain to teachers that they can use mentor texts and literature to help students 

understand grammar and writing mechanics. This is an engaging way to teach grammar.  

 

Purpose – to expose teachers to various resources in order to teach grammar and writing 

mechanics in a more engaging way. 
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Note to Trainer:  

Explain interactive word walls to teachers. They can organize these word walls visually 

by the alphabet. They should choose high frequency and/or sight words and well as 

frequently misspelled words. They need to create daily activities where students can use 

multiple modalities to practice the words.  

 

Purpose – to help teachers use a practical way to help students with spelling words. 
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Note to Trainer:  

Explain interactive word walls to teachers. They can organize these word walls visually 

by the alphabet. They should choose high frequency and/or sight words and well as 

frequently misspelled words. They need to create daily activities where students can use 

multiple modalities to practice the words.  

 

Purpose – to help teachers use a practical way to help students with spelling words. 
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Note to Trainer:  

Explain interactive word walls to teachers. They can organize these word walls visually 

by the alphabet. They should choose high frequency and/or sight words and well as 

frequently misspelled words. They need to create daily activities where students can use 

multiple modalities to practice the words.  

 

Purpose – to help teachers use a practical way to help students with spelling words. 
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Note to Trainer:  

Explain interactive word walls to teachers. They can organize these word walls visually 

by the alphabet. They should choose high frequency and/or sight words and well as 

frequently misspelled words. They need to create daily activities where students can use 

multiple modalities to practice the words.  

 

Purpose – to help teachers use a practical way to help students with spelling words. 
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Note to Trainer:  

Explain interactive word walls to teachers. They can organize these word walls visually 

by the alphabet. They should choose high frequency and/or sight words and well as 

frequently misspelled words. They need to create daily activities where students can use 

multiple modalities to practice the words.  

 

Purpose – to help teachers use a practical way to help students with spelling words. 
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Note to Trainer: 11:05-11:25  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 

 



206 

 

 
Note to Trainer:  

Use this slide to record the teachers’ideas about how to use activities to implement 

standard 2. 
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Note to Trainer: 11:25-11:40 Standard 3 (strategies A-D)  

Go over and explain each strategy and example.  

 

Purpose – to help teachers understand standard 3 and how it applies to teaching academic 

language. 
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Note to Trainer:  

Explain that roles in skits help students to understand different types of language and the 

different contexts in which they are used. 

 

Purpose – to help teachers understand how to support students in learning different types 

of language and contexts. 
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Note to Trainer:  

Explain to teachers that the unique features of language in a book versus spoken in 

everyday situations need to be explicitly taught. Using something that students are 

familiar with will allow students to focus on the features of the language.  

 

Purpose – to help teachers distinguish the differences between written and spoken 

language. 
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Note to Trainer:  

Explain to teachers that they can help teach how language is used in different contexts 

through the use of different genres while teaching a theme.  

 

Purpose – to help teachers diversify the way they teach a theme and to put emphasis on 

language in different contexts. 
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Note to Trainer:  

Explain to teachers that they can use student language help create a game where students 

have to think through the language and code switch as needed. Students could do this 

activity in two groups or partners. 

 

Purpose – to help students practice code-switching skills between home and school 

language. 
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Note to Trainer: 11:40-12:00  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ideas about how to use activities to implement 

standard 3. 
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Note to Trainer: 1:00-1:05 

Explain to teachers what has been covered and then what will be covered (next slide).  

 

Purpose – to help teachers review the content that has already been covered and what will 

be covered during the rest of the session. 
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Note to Trainer: 1:05-1:20 Standard 4 (strategies A-C)  

Go over and explain each strategy and example.  

 

Purpose – to help teachers understand standard 4 and how it applies to teaching academic 

language. 
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Note to Trainer:  

Explain that when students create a picture, symbol or graphic representation of a term, 

they visual that word. These pictures can then be turned into talking pieces about that 

term.  

 

Purpose – to help teachers understand how students visualize language and create 

something with that visualization. 
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Note to Trainer:  

Explain that student friendly definitions help students to understand and internalize the 

meaning of a word. Concept maps can show relationships and connections with words. 

 

Purpose – to help teachers understand how students understand the meanings of words 

and the relationships between them.  
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Note to Trainer:  

Explain that student friendly definitions help students to understand and internalize the 

meaning of a word. Concept maps can show relationships and connections with words. 

 

Purpose – to help teachers understand how students understand the meanings of words 

and the relationships between them.  
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Note to Trainer:  

Explain to teachers that one way to get students to completely understand a word is to 

look inside and outside of a word. The inside is the various word parts and outside is 

looking at it within context.  

  

Purpose – to show teachers how to help students view all aspects of a word in order to 

deepen understanding. 
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Note to Trainer: 1:20-1:40  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ideas about possible implementation strategies for 

standard 4. 
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Note to Trainer: 1:40-1:55 Standard 5 (strategies A-D)  

Go over and explain each strategy and example.  

 

Purpose – to help teachers to understand standard 5 and how it applies to teaching 

academic language. 
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Note to Trainer:  

Explain to teachers that word sorts can be used to help students understand the meanings 

of words and how they can be grouped together.  

 

Purpose – to help teachers understand how students comprehend the nuances of words 

and how they may or may not relate to each other. 
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Note to Trainer:  

Explain that ELs often have a hard time understanding the slight differences between 

synonyms. Students can act out what these words mean and have others guess which one 

they are trying to demonstrate. 

 

Purpose – to help teachers understand how students understand the nuances of language.  
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Note to Trainer: 

Explain that teachers can use idioms from around the world to help support other 

languages and develop cross-cultural understanding as the class discusses each variation. 

Try to use student languages from the class, is possible. 

 

Purpose – to recognize different cultures/languages and to look at idioms from different 

perspectives of language. 
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Note to Trainer: 

Explain that children’s literature is an excellent way to expose students to different types 

of figurative language through more texts.  

 

Purpose – use children’s literature to help students identify figurative language. 
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Note to Trainer: 1:55-2:15  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ideas about possible implementation activities for 

standard 5. 
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Note to Trainer: 2:15-2:30 Standard 6 (strategies A-E)  

Go over and explain each strategy and example.  

 

Purpose – to help teachers understand standard 6 and how it applies to teaching academic 

language. 
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Note to Trainer: 

Explain that students can use this tool to rate their own knowledge about a word or 

phrase. This raises awareness of word knowledge and helps the teacher understand how 

the students view themselves. 

 

Purpose – to help teachers understand how to facilitate student evaluation of knowledge 

about relevant vocabulary. 
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Note to Trainer:  

Explain the tiers of vocabulary and how they affect ELs. 

 

Purpose – to inform teachers of the differences in vocabulary types. 
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Note to Trainer:  
Explain that teachers can use this game to help students understand the differences 

between everyday language and academic language. This helps increase vocabulary 

knowledge of students. This can be used in partners, small groups, or whole class. 

 

Purpose – to help teachers understand how to teach the subtle differences between 

everyday language and academic language used in content. 
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Note to Trainer:  

Explain to teachers ELs often do not understand chunks of words (and phrasal verbs) that 

appear in text. Teachers could keep track of these phrases and display them in a chart 

visible for all students to see in the classroom.  

 

Purpose – help teachers understand how students understand the meaning of phrases of 

information in a text.  
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Note to Trainer:  

Explain that students can remember facts, concepts, and procedures when they are set to 

music, rhythm, and/or mnemonic device.  

 

Purpose – to help students remember certain facts, concepts, and procedures. 
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Note to Trainer: 2:30-2:50  

Give teachers time to talk through the strategies and then have a share out to record ideas 

on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ ideas about how to use activities to implement 

standard 6. 
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Note to Trainer: 3:00-3:40  

Give an explanation of content specific planning and reporting back. Teachers will have 

from 3:10-3:40 to plan with other content partners. 

 

Purpose – to give teachers time to plan with partners in order to provide feedback about 

instructional practices. 
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Note to Trainer: 3:40-3:50  

Give teachers time to make a silent appointment, meet with their partners, and then 

discuss their strategy. After 8-10 minutes, bring the teachers back and share out with 

group. 

 

Purpose – to give teachers time to process and share their ideas about how they will 

implement a new instructional strategy. 
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Note to Trainer: 3:50-4:00  

Explain to teachers that they will complete the evaluation on the Google forum. Remind 

teachers that they should not put their names anywhere on the form as it is meant to be 

anonymous. 

 

Purpose – to understand what teachers have learned today and what they still need help 

on for the next session. 
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Note to Trainer:  

Welcome the teachers to the session. 
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Note to Trainer: 8:00-8:10 

Go over schedule and establish breaks and lunch procedures. 

 

Purpose – to help teachers know what is coming next and how to anticipate needs/breaks. 
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Note to Trainer: 8:00-8:10  

Go over objectives. 

 

Purpose – to share what will be learned throughout the course of the day. 
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Note to Trainer: 8:10-8:15 

Review the Dr. Hollie symbols. All teachers will be familiar with these concepts just 

maybe not the symbols. Remind teachers that every time they see the symbol, they will 

follow the protocol. 

Moment of Silence – Teachers pause for a moment of silence while they are working on a 

task. There is no talking during this time. 

Silent Appointment – Teachers make an “appointment” with someone in the room by 

locked eyes and agreeing to meet. No talking, just body language. 

My Turn, Your Turn – This is a turn-taking protocol where one person talks and the other 

listens. They do not interrupt each other. Then, they switch roles. 

Think-Pair-Share – This is a three-step process where the person first thinks silently 

about a question. Then, individuals pair up and share their thoughts. Then, the pairs share 

their ideas with another pair or the whole group. 

Partners – Teachers turn and share with someone close to them. 

Whip Around – This is a sharing protocol where the facilitator goes around the group and 

everyone shares a short answer. 

Give One, Get One – This is a sharing protocol where teachers share one answer and get 

another answer back. 

Let Me Hear You – Teachers respond to a call back signal to get everyone back on track. 
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Shout Out – This is a sharing protocol where everyone shouts out his or her answer at the 

same time.  

 

Purpose – to establish participation protocols throughout the workshop. 

 

 
Note to Trainer: 8:15-8:20  

Review the results to staff and also the highlighted areas. Make sure to identity that these 

were chosen for the following reasons:  

(1) They were indicated as a barrier to be addressed by the highest number of teachers. 

(2) They had the greatest difference between what was observed and discussed.  

(3) Teachers indicated that there was a need for training on how to teach academic 

language. 

 

Purpose – to help teachers understand the reason for the PD. 
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Note to Trainer: 8:20-8:35  

Give the teachers time to discuss these questions with a partner and then share out with 

the group. 

 

Purpose – to learn what teachers know about academic language. 
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Note to Trainer:  

Use this template with the previous slide to record what teachers say during the share 

time (native language). 

 

Purpose – to record what teachers understand about native language. 
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Note to Trainer: 8:35-9:00  

Explain to teachers that dual language programs seem to be the most effectively way to 

help support students learning a second language. The teachers will be familiar with this 

style because there has been some pilot kindergarten dual language classrooms in the 

district. Teachers could also discuss how this type of support might be successful. 

Additionally, there have been several school districts in the states that have offered 

certificates of biliteracy to recognize students who are proficient in two or more 

languages. Discuss the issues with language transfer. Some students (especially in the 

lower levels of language) may transfer what they know from their L1. Sometimes this 

interferes or transfers into the new language, which can help increase understanding of 

the new language. For this to be beneficial, the first language must be developed. If the 

student is not literate in their first language, there will be little to bring over to the new 

language. Students can also utilize cognates depending on the two languages. In this case, 

the district has mostly Spanish speakers, so it will transfer over. Additionally, students 

rely on their L1, so teachers should never “ban” L1 in the classroom.  

 

Purpose – to increase the teacher’s knowledge of issues in native language. 
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Note to Trainer: 8:35-9:00  

Explain to teachers that there are different purposes for L1 usage in the classroom. 

Teachers primarily use L1 for giving instruction, explaining complex grammar, defining 

new vocabulary items, checking comprehension, and keeping the classroom atmosphere 

comfortable. Students use L1 primarily for communication with others, clarifying 

understanding, and expressing their feelings. 

 

Purpose – to help teachers to understand the different ways L1 is used by teachers and 

students in the classroom.  
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Note to Trainer: 8:35-9:00  

Explain to teachers there are several ways in which they can support native language. It is 

especially important to utilize structures already in place at the local site. 

 

Purpose – to learn the various ways that L1 can be supported. 
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Note to Trainer: 9:00-9:05 

Review the definitions on the slide. 

 

Purpose – to help teachers have a common understanding of key terms in language. 
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Note to Trainer: 9:05-9:20 

Ask teachers to look at the standards on slides 12-17. Each standard has information 

about receptive and productive language functions. They will be giving general 

observations. 

 

Purpose – to give teachers time to think and process the language needs for meeting the 

standards in science. 
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Note to Trainer:  
Use this template with the previous slide to record what teachers say during the share 

time (language of science). 

 

Purpose – to record what teachers understand about teaching the academic language of 

science. 
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Note to Trainer: 9:20-9:35  

Introduce the language functions and explain the first four functions. Be sure to illustrate 

how they would be specifically applicable in science. 

 

Purpose – to help teachers understand the type of language that students will need to 

speak in their classrooms and to learn activities that utilize this language for students to 

practice in class. 
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Note to Trainer: 9:20-9:35 

Explain that students use this language to observe and explore the environment, acquire 

information and inquire about something. Teachers can use organizers to support the 

language function and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

inquiry/seeking information.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to identify, report, or describe information. 

Teachers can use organizers to support the language function and then have students 

practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

summarizing information and informing about understanding.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to describe similarities and differences in objects 

or ideas. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

comparing and contrasting information.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to sequence objects, ideas, or events. Teachers can 

use organizers to support the language function and then have students practice with the 

language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

sequencing and ordering information.  
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Note to Trainer: 9:35-9:55  

Give teachers time to talk through language functions 1-4 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer: Use this slide to record the teachers’ ideas about how to use support 

language functions 1-4. 
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Note to Trainer: 10:15-10:30  

Explain that students use this language to group objects or ideas according to their 

characteristics. Teachers can use organizers to support the language function and then 

have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

classifying information.  
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Note to Trainer: 10:15-10:30  

Explain that students use this language to separate the whole into parts and identify 

patterns and relationships. Teachers can use organizers to support the language function 

and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

analyzing information.  
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Note to Trainer: 10:15-10:30  

Explain that students use this language to make inferences, predict implications, or 

hypothesize based on evidence. Teachers can use organizers to support the language 

function and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

inferring, predicting, and hypothesizing.  
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Note to Trainer: 10:15-10:30  

Explain that students use this language to give reasons for an action, decision, point-of-

view or to convince others. Teachers can use organizers to support the language function 

and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

justifying and persuading.  
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Note to Trainer: 10:30-10:50  

Give teachers time to talk through language functions 5-8 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ ideas about how to use activities to support language 

functions 5-8. 
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Note to Trainer: 10:50-11:05  

Explain that students use this language to define and represent a problem and/or 

determine a solution. Teachers can use organizers to support the language function and 

then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of solving 

a problem.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to combine or integrate ideas to form a whole 

group. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

synthesizing.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to assess and verify an object, idea, or decision. 

Teachers can use organizers to support the language function and then have students 

practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

evaluation.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to describe why or how relationships and patterns 

exist between events, ideas, processes, problems and identify consequences that led to the 

outcome. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of cause 

and effect.  
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Note to Trainer: 1:05-11:25  

Give teachers time to talk through language functions 9-12 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  
Use this slide to record the teachers’ ideas about how to use activities to support language 

functions 5-8. 
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Note to Trainer: 11:25-12:45  

Remind teachers of the parts of the traditional 5E (they are already familiar with it and 

use it).  

 

Purpose – to make sure all teachers understand the foundation for moving to a modified 

version of the 5E model. 
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Note to Trainer: 11:25-11:35  

Explain the steps of the modified 5E model and the emphasis on language. Consider 

language frames for each stage and what you explain for students to produce. 

 

Purpose – teachers should understand that in addition to the 5E model, they should 

consider the language for each stage. 
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Note to Trainer: 11:25-11:45  

Explain that teachers will take content objectives and create language objectives based on 

the language needed to satisfy that particular objective. 

 

Purpose – to help teachers create language objectives from content objectives. 
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Note to Trainer: 11:25-11:45 

Review the examples listed on the slide. Also review the receptive and productive 

language functions based on listening, reading, writing, and speaking. 

 

Purpose – to provide examples for teachers of how to write content language objectives. 
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Note to Trainer: 11:45-11:55  

Explain that teachers will use their standards and partners to write a language objective. 

Inform teachers that they will have more practice with this later when they are planning 

one of the language functions to implement into their class. 

 

Purpose – to give teachers time to process language objectives with a partner. 
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Note to Trainer: 11:55-12:00  

Explain to teachers the procedures of observations. Teachers will report to their home 

schools to observe the EL teacher complete a demonstration lesson and take notes 

according to the type of language function used, how the teacher developed language, 

and other observations. They will report back and discuss the observations at 2:00. 

 

Purpose – to help teachers understand the procedures for observations.  
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Note to Trainer: 2:00-2:25 

Teachers will be grouped in 3s by grade level. No group should contain teachers from the 

same school. These can be prearranged or teachers can choose themselves. Teachers will 

discuss what they observed during their observations. 

 

Purpose – to give teachers time to process what they saw during the observation in the 

same grade level.  

 



290 

 

 
Note to Trainer: 2:25-3:10  

Give an explanation of content specific planning and reporting back. Teachers will have 

from 2:25-3:10 to plan with other content partners. 

 

Purpose – to give teachers time to plan with partners in order to feedback about 

instructional practices. 
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Note to Trainer: 3:10-3:20  

Give teachers time to make a silent appointment, meet with their partners, and then 

discuss their strategy. After 8-10 minutes, bring the teachers back and share out with 

group. 

 

Purpose – to give teachers time to process and share their ideas about how they will 

implement a new instructional strategy. 
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Note to Trainer: 3:20-3:50  

Share the coaching procedure with teachers. Teachers will work with their building ELL 

teacher to engage in instructional coaching. Teachers will share their 5E lesson plan 

(something they already do) with the ELL teacher during PLC (already planned time) and 

receive feedback. Then, the teacher will implement the lesson with the coach observing. 

Coaches will use the feedback tool already in place at the school. 

 

Purpose – to share the next steps with teachers and explain how they will be supported 

during implementation.   
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Note to Trainer: 3:50-4:00  

Explain to teachers that they will complete the evaluation on the Google forum.  

 

Purpose – to understand what teachers have learned today and how to support for 

subsequent sessions. 
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Note to Trainer:  
Welcome all participants to the session. 
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Note to Trainer: 8:00-8:10 

Review schedule and establish breaks and lunch procedures. 

Purpose – to help teachers know what is coming next and how to anticipate needs/breaks. 
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Note to Trainer: 8:00-8:10  

Review objectives. 

 

Purpose – to share what will be learned throughout the course of the day. 
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Note to Trainer: 8:10-8:15 

Review the Dr. Hollie symbols. All teachers will be familiar with these concepts just 

maybe not the symbols. Remind teachers that every time they see the symbol, they will 

follow the protocol. 

Moment of Silence – Teachers pause for a moment of silence while they are working on a 

task. There is no talking during this time. 

Silent Appointment – Teachers make an “appointment” with someone in the room by 

locked eyes and agreeing to meet. No talking, just body language. 

My Turn, Your Turn – This is a turn-taking protocol where one person talks and the other 

listens. They do not interrupt each other. Then, they switch roles. 

Think-Pair-Share – This is a three-step process where the person first thinks silently 

about a question. Then, individuals pair up and share their thoughts. Then, the pairs share 

their ideas with another pair or the whole group. 

Partners – Teachers turn and share with someone close to them. 

Whip Around – This is a sharing protocol where the facilitator goes around the group and 

everyone shares a short answer. 

Give One, Get One – This is a sharing protocol where teachers share one answer and get 

another answer back. 

Let Me Hear You – Teachers respond to a call back signal to get everyone back on track. 



298 

 

Shout Out – This is a sharing protocol where everyone shouts out his or her answer at the 

same time.  

 

Purpose – to establish participation protocols throughout the workshop. 

 

 
Note to Trainer: 8:15-8:20  

Review the results for staff and also the highlighted areas. Make sure to identity that 

these were chosen for the following reasons:  

(1) They were indicated as a barrier to be addressed by the highest number of teachers. 

(2) They had the greatest difference between what was observed and discussed.  

(3) Teachers indicated that there was a need for training on how to teach academic 

language. 

 

Purpose – to help teachers understand the reason for the PD. 
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Note to Trainer: 8:20-8:35  

Give the teachers time to discuss these questions with a partner and then share out with 

the group. 

 

Purpose – to learn what teachers know about academic language. 
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Note to Trainer:  

Use this template with the previous slide to record what teachers say during the share 

time (native language). 

 

Purpose – to record what teachers understand about native language. 
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Note to Trainer: 8:35-9:00  

Explain to teachers that dual language programs seem to be the most effectively way to 

help support students learning a second language. The teachers will be familiar with this 

style because there has been some pilot kindergarten dual language classrooms in the 

district. Teachers could also discuss how this type of support might be successful. 

Additionally, there have been several school districts in the states that have offered 

certificates of biliteracy to recognize students who are proficient in two or more 

languages. Discuss the issues with language transfer. Some students (especially in the 

lower levels of language) may transfer what they know from their L1. Sometimes this 

interferes or transfers into the new language, which can help increase understanding of 

the new language. For this to be beneficial, the first language must be developed. If the 

student is not literate in their first language, there will be little to bring over to the new 

language. Students can also utilize cognates depending on the two languages. In this case, 

the district has mostly Spanish speakers, so it will transfer over. Additionally, students 

rely on their L1, so teachers should never “ban” L1 in the classroom.  

 

Purpose – to increase the teachers’ knowledge of potential issues in native language. 
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Note to Trainer: 8:35-9:00  

Explain to teachers that there are different purposes for L1 usage in the classroom. 

Teachers primarily use L1 for giving instruction, explaining complex grammar, defining 

new vocabulary items, checking comprehension, and keeping the classroom atmosphere 

comfortable. Students use L1 primarily for communication with others, clarifying 

understanding, and expressing their feelings. 

 

Purpose – to help teachers to understand the different ways L1 is used by teachers and 

students in the classroom.  
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Note to Trainer: 8:35-9:00  

Explain to teachers there are several ways in which they can support native language. It is 

especially important to utilize structures already in place at the local site. 

 

Purpose – to learn the various ways that L1 can be supported. 
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Note to Trainer: 9:00-9:05 

Review the definitions on the slide. 

 

Purpose – to help teachers have a common understanding of key terms in language. 
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Note to Trainer: 9:05-9:20 

Ask teachers to look at the standards on slides 12-17. Each standard has information 

about receptive and productive language functions. They will be giving general 

observations. 

 

Purpose – to give teachers time to think and process the language needs for meeting the 

standards in mathematics.  
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Note to Trainer:  

Use this template with the previous slide to record what teachers say during the share 

time (language of mathematics). 

 

Purpose – to record what teachers understand about teaching the academic language of 

mathematics. 
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Note to Trainer: 9:20-9:35  

Introduce the language functions and explain the first four functions. Be sure to illustrate 

how they would be specifically applicable in mathematics. 

 

Purpose – to help teachers under the type of language that students will need to speak in 

their classrooms. 

 

 



317 

 

 
 

Note to Trainer: 9:20-9:35  

Explain that students use this language to observe and explore the environment, acquire 

information and inquire about something. Teachers can use organizers to support the 

language function and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

inquiry/seeking information.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to identify, report, or describe information. 

Teachers can use organizers to support the language function and then have students 

practice with the language frames.  

 

Purpose – to help teachers understand how to support the language function of 

summarizing information and informing about understanding.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to describe similarities and differences in objects 

or ideas. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

comparing and contrasting information.  
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Note to Trainer: 9:20-9:35  

Explain that students use this language to sequence objects, ideas, or events. Teachers can 

use organizers to support the language function and then have students practice with the 

language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

sequencing and ordering information.  
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Note to Trainer: 9:35-9:55  

Give teachers time to talk through language functions 1-4 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ ideas about how to use support language functions 

1-4. 
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Note to Trainer: 10:15-10:30  

Explain that students use this language to group objects or ideas according to their 

characteristics. Teachers can use organizers to support the language function and then 

have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

classifying information.  

 

 

 



325 

 

 
 

Note to Trainer: 10:15-10:30  

Explain that students use this language to separate whole into parts and identify patterns 

and relationships. Teachers can use organizers to support the language function and then 

have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

analyzing information.  
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Note to Trainer: 10:15-10:30  

Explain that students use this language to make inferences, predict implications, or 

hypothesize based on evidence. Teachers can use organizers to support the language 

function and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

inferring, predicting, and hypothesizing.  
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Note to Trainer: 10:15-10:30  

Explain that students use this language to give reasons for an action, decision, point of 

view or to convince others. Teachers can use organizers to support the language function 

and then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

justifying and persuading.  
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Note to Trainer: 10:30-10:50  

Give teachers time to talk through language functions 5-8 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer:  

Use this slide to record the teachers’ ideas about how to use activities to support language 

functions 5-8. 
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Note to Trainer: 10:50-11:05  

Explain that students use this language to define and represent a problem and/or 

determine a solution. Teachers can use organizers to support the language function and 

then have students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of solving 

a problem.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to combine or integrate ideas to form a whole 

group. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

synthesizing.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to assess and verify an object, idea, or decision. 

Teachers can use organizers to support the language function and then have students 

practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of 

evaluation.  
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Note to Trainer: 10:50-11:05  

Explain that students use this language to describe why or how relationships and patterns 

exist between events, ideas, processes, problems and identify consequences that led to the 

outcome. Teachers can use organizers to support the language function and then have 

students practice with the language frames.  

 

Purpose – to help teachers to understand how to support the language function of cause 

and effect.  

 

 



334 

 

 
 

Note to Trainer: 11:05-11:25  

Give teachers time to talk through language functions 9-12 and then have a share out to 

record ideas on the next slide. 

 

Purpose – to give teachers time to process what they have learned through sharing with 

others. 
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Note to Trainer: Use this slide to record the teachers’ ideas about how to use activities 

to support language functions 5-8. 
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Note to Trainer: 11:25-12:45  

Remind teachers of the traditional 5E (they are already familiar with it and use it).  

 

Purpose – to make sure all teachers understand the foundation for moving to a modified 

version of the 5E model. 
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Note to Trainer: 11:25-11:35  

Explain the steps of the modified 5E model and the emphasis on language. Consider 

language frames for each stage and what you explain for students to produce. 

 

Purpose – teachers should understand that in addition to the 5E model, they should 

consider the language for each stage. 
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Note to Trainer: 11:25-11:45  

Explain that teachers will take content objectives and create language objectives based on 

the language needed to satisfy that particular objective. 

 

Purpose – to help teachers create language objectives from content objectives. 
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Note to Trainer: 11:25-11:45 

Review the examples listed on the slide. Also review the receptive and productive 

language functions based on listening, reading, writing, and speaking. 

 

Purpose – to provide examples for teachers of how to write content language objectives. 
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Note to Trainer: 11:45-11:55  

Explain that teachers will use their standards and partners to write a language objective. 

Inform teachers that they will have more practice with this later when they are planning 

one of the language functions to implement into their class. 

 

Purpose – to give teachers time to process language objectives with a partner. 
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Note to Trainer: 11:55-12:00  

Explain to teachers the procedures of observations. Teachers will report to their home 

schools to observe the EL teacher complete a demonstration lesson and take notes 

according to the type of language function used, how the teacher developed language, 

and other observations. They will report back and discuss the observations at 2:00. 

 

Purpose – to help teachers to understand the procedures for observations.  
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Note to Trainer: 2:00-2:25 

Teachers will be grouped in 3s by grade level. No group should contain teachers from the 

same school. These can be prearranged or teachers can choose themselves. Teachers will 

discuss what they observed during their observations. 

 

Purpose – to give teachers time to process what they saw during the observation in the 

same grade level.  
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Note to Trainer: 2:25-3:10  

Give an explanation of content specific planning and reporting back. Teachers will have 

from 2:25-3:10 to plan with other content partners. 

 

Purpose – to give teachers time to plan with partners in order to feedback about 

instructional practices. 
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Note to Trainer: 3:10-3:20  

Give teachers time to make a silent appointment, meet with their partners, and then 

discuss their strategy. After 8-10 minutes, bring the teachers back and share out with 

group. 

 

Purpose – to give teachers time to process and share their ideas about how they will 

implement a new instructional strategy. 
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Note to Trainer: 3:20-3:50  

Share the coaching procedure with teachers. Teachers will work with their building ELL 

teacher to engage in instructional coaching. Teachers will share their 5E lesson plan 

(something they already do) with the ELL teacher during PLC (already planned time) and 

get feedback. Then, the teacher will implement the lesson with the coach observing. 

Coaches will use the feedback tool already in place at the school. 

 

Purpose – to share the next steps with teachers and explain how they will be supported 

during implementation.   
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Note to Trainer: 3:50-4:00  

Explain to teachers that they will complete the evaluation on the Google forum.  

 

Purpose – to understand what teachers have learned today and how to support for 

subsequent sessions. 
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Appendix B: Interview Guide  

  

Introduction 

Thank you for agreeing to be a part of this important study. You are the expert in your 

classroom and I am excited to hear your perspective. As a reminder, all information you 

provide for this study will be confidential. This study is in no way connected to XX School 

District. This interview will be recorded so that it can be transcribed later. Is it okay to 

record this interview?  

 

Before beginning the interview, I would like to get to know you more. Tell me a little 

about yourself.  

 

In this interview, we will be talking specifically about instructional practices used with 

ELs in English language arts, mathematics, and science. I understand that you may or 

may not have had any training in how to teach ELs except for what the district or your 

school has provided. The instructional practices that we are going to discuss are based 

on the research I have done for my literature review. Please feel free to interrupt me or 

add more information to a previous question as we go throughout the interview.  

 

Opening Questions 

1. How long have your been teaching? 

2. Can you tell me about the ELs you currently have in your classes?  

3. How do you decide which instructional practices to use with ELs? 

 

Part I - Scaffolding and/or Supports 

4. What types of scaffolding and/or supports do you use to help ELs in English 

language arts, mathematics and science in fifth grade?   

a. Can you share with me your thoughts about using native language to help 

support ELs? 

b. Can you share with me your thoughts about using multiple modalities to 

help support ELs? 

c. What are your thoughts about using graphic organizers to support ELs? 

d. Can you share with me your thoughts about using one-on-one support or 

small group instruction with ELs?  

e. During mathematics and science instruction, what are your thoughts about 

using literacy strategies to help support ELs? 

5. Could you please provide an example of how you scaffold a lesson or provide 

support for an EL in your classroom?  

6. Could you please describe any problems or barriers you have experienced 

implementing support for ELs in fifth grade? If so, what?  

7. What other information would you like to add about using scaffolding and/or 

supports for ELs? 

 



349 

 

Part II – Building Prior Background Knowledge 

8. What are your thoughts about building background knowledge with ELs in 

English language arts, mathematics, science in fifth grade?  

9. Could you please provide an example of how you build prior background 

knowledge for an EL in your classroom?  

10. Could you please describe any problems or barriers you have had building 

background knowledge for ELs in fifth grade? If so, what?  

11. What other information would you like to add about building background 

knowledge for ELs? 

 

Part III – Cooperative Learning 

12. What are your thoughts about using cooperative learning with ELs in English 

language arts, mathematics, and science in fifth grade?  

13. Could you please provide an example of how you use cooperative learning in 

your classroom with ELs? 

14. Could you please describe any problems or barriers you have had using 

cooperative learning with ELs in fifth grade?  

15. What other information would you like to add about using cooperative learning 

with ELs? 

 

Part IV – Academic Language  

16. What are your thoughts about developing academic language with ELs in English 

language arts, mathematics, and science in fifth grade? 

17. Could you please provide an example of how you develop academic language in 

your classroom with ELs?  

18. Could you please describe any problems or barriers you have teaching academic 

language to ELs?  

19. What other information would like to add about academic language for ELs? 

 

20. Are there any other thoughts about teaching ELs that you would like to add?  

 

This is the conclusion of the interview. Thank you for your participation. Would you like 

a copy of the transcript of the interview once it is transcribed? Also, information about 

how to access the interview will be emailed you at the conclusion of the study. Results 

will be disseminated to stakeholders at the conclusion of the study. Do you have any final 

questions and/or concerns?  
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Appendix C: Observation Protocol 

 

Date: _______  Time: _______  Teacher (pseudonym): _______    Building:   ________ 

 

Subject: ______________________ 

 

Learning Objective: _______________________________________________________  

 

Observed Instructional Practices:  

(Mark only as it applies) 

 

� INDICATORS OF INSTRUCTIONAL PRACTICE NOTES 

 SCAFFOLDING/SUPPORTS  

Native language  

• Vocabulary, comprehension activities, asking questions, 

responding appropriately, negotiating meaning, 

reconciling confusion, increasing understanding, 

increasing engagement, collaborating, discussing, 

assistive technology, expressing feelings, choice, 

instructing  

 

 Multiple modalities 

• Visuals, technology, videos, animations, multi-sensory 

 Organizers 

• Organizing information, clarifying relationships, writing, 

technology-based advanced organizers (TABOs), 

increasing engagement, interactive, make meaning, 

reducing language demand, problem solving language  

 One on one or small group 

• Individualized phonics, comprehending, spelling 

intervention 

 Literacy strategies 

• Before, during, after reading; pre-teaching vocabulary, 

cultural knowledge, discussing, meaningful connections, 

reading comprehension strategies in problem solving, 

text-based questioning 

 BUILDING PRIOR BACKGROUND KNOWLEDGE 

• Background information, sharing experiences, 

motivating, including, pre-assessing knowledge, 

predicting, purpose for reading, pre-teaching academic 

language  

 

 COOPERATIVE LEARNING 

• Working together, motivating, authentic academic 

discourse, communicating, listening, speaking, 

constructing meaning, negotiating meaning, drawing 

conclusions, home culture, exploring together, learning 

together 
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 ACADEMIC LANGUAGE  

• Word maps, student-friendly definitions, chunking with 

words around it, discussing, synonyms, antonyms, word 

parts 

• Literal meaning, connotations, syntactical forms, 

morphological forms, semantic relations, collocations 

• General: many opportunities, multiple exposures, 

authentic contexts 

• Discipline-specific: explicit instruction, graphic 

organizers, students collaborating, videos 

• Oral language development: visuals, retelling a story 

• Increasing conceptual understanding while solving 

problems 

• Dynamic Strategic Mathematics (DSM): academic 

language of mathematics, simple/complex word 

problems 

• Constructing answers, arguments with evidence, asking 

questions 

• 5R: repeating, revealing, repositioning, replacing, and 

reloading 

• Contextualized Vocabulary Instruction (CVI): learning 

word meanings through text and concepts, teaching in 

context 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



352 

 

Appendix D: Sample of Coded Data 

 

4.  What types of scaffolding and/or supports do you use to help ELs in English 

language arts, mathematics and science classes?  

 

 

Color codes used in typological analysis:  

Pink – scaffolding/supports 

Orange – prior background knowledge 

Yellow – cooperative language 

Blue – academic language  
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Appendix E: Themes Analysis (academic language) 
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Appendix F: Supporting Quotations for Themes Analysis 
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Appendix G: Observation Tally Sheet 

INDICATORS OF INSTRUCTIONAL 

PRACTICE 
3rd  4th  5th  Total 

 

SCAFFOLDING/SUPPORTS  

Native language  

• Vocabulary, comprehension activities, asking 

questions, responding appropriately, 

negotiating meaning, reconciling confusion, 

increasing understanding, increasing 

engagement, collaborating, discussing, 

assistive technology, expressing feelings, 

choice, instructing  

0 0 0 0 

7 7 5 19 

2 2 0 4 

3 3 3 9 

4 4 0 8 

 

Multiple modalities 

• Visuals, technology, videos, animations, 

multi-sensory 

Organizers 

• Organizing information, clarifying 

relationships, writing, technology-based 

advanced organizers (TABOs), increasing 

engagement, interactive, make meaning, 

reducing language demand, problem solving 

language  

One on one or small group 

• Individualized phonics, comprehending, 

spelling intervention 

Literacy strategies 

• Before, during, after reading; pre-teaching 

vocabulary, cultural knowledge, discussing, 

meaningful connections, reading 

comprehension strategies in problem solving, 

text-based questioning 

BUILDING PRIOR BACKGROUND 

KNOWLEDGE 

• Background information, sharing 

experiences, motivating, including, pre-

assessing knowledge, predicting, purpose for 

reading, pre-teaching academic language  

2 2 1 5 

 

COOPERATIVE LEARNING 

• Working together, motivating, authentic 

academic discourse, communicating, 

5 5 5 15 
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listening, speaking, constructing meaning, 

negotiating meaning, drawing conclusions, 

home culture, exploring together, learning 

together 

ACADEMIC LANGUAGE  

• Word maps, student-friendly definitions, 

chunking with words around it, discussing, 

synonyms, antonyms, word parts 

• Literal meaning, connotations, syntactical 

forms, morphological forms, semantic 

relations, collocations 

• General: many opportunities, multiple 

exposures, authentic contexts 

• Discipline-specific: explicit instruction, 

graphic organizers, students collaborating, 

videos 

• Oral language development: visuals, retelling 

a story 

• Increasing conceptual understanding while 

solving problems 

• Dynamic Strategic Mathematics (DSM): 

academic language of mathematics, 

simple/complex word problems 

• Constructing answers, arguments with 

evidence, asking questions 

• 5R: repeating, revealing, repositioning, 

replacing, and reloading 

• Contextualized Vocabulary Instruction 

(CVI): learning word meanings through text 

and concepts, teaching in context 

4 3 0 7 
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Appendix H: Audit Trail 

4/1/15 Received permission from assistant superintendent of human resources 

to conduct research at site 

4/11/16 Received IRB approval 

4/11/16 Sent an email to schools A-F requesting to conduct research 

4/12/16 Received permission to conduct research at school C and emailed all 

teachers in third, fourth, and fifth grade 

4/13/16 Received permission to conduct research at school E and emailed all 

teachers in third, fourth, and fifth grade  

4/14/16 Received permission to conduct research at schools A, D, and F 

4/15/16 Emailed third, fourth, and fifth grade teachers at schools A, D, F, and 

repeat email for school C  

4/19/16-5/26/16 Interviewed and observed teachers in schools A-F 

4/20/16 Received permission to conduct research at school B 

4/21/16 Emailed third, fourth and fifth grade teachers at school B  

5/16/16-7/23/16 Transcribed data 

7/24/16 Began coding data and identifying themes 

8/7/16 Transferred codes to analysis chart and began identify supporting 

quotations 

9/4/16 Tallied survey data 

9/18/16 Compared interview and observation data to identify themes and 

patterns 

10/7/16 Sent proposed themes to chair  

11/13/16 Confirmed themes, discussed possible project direction with chair and 

identified sections of literature review 

11/16-1/17 Wrote data analysis  

1/24/17 Call with chair and committee member about analysis and possible 

project direction 

1/17-3/17 Conducted literature review and completed data analysis 
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Appendix G: Academic Language Development Observation Form 

 

Teacher:       Observer:  

 

Date:  

 

Content Objective: 

 

 

Language Objective:  

 

 

Language Function 

 

Inquiry/seeking 

information 

Summarizing & 

Informing 

Comparing & 

Contrasting 

Sequencing & 

Ordering 

Classifying Analyzing 

Inferring, 

Predicting, & 

Hypothesizing 

Justifying & 

Persuading 

Problem Solving Synthesizing Evaluation Cause & Effect 

 

Procedure:  

 

 

 

 

Supports Used: 

o Modeling 

o Sentence frames 

o Paired discussion 

o Group discussion 

o Whole group discussion 

o Organizers 

o Other 

Comments:  
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