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Abstract 

The research site was an urban public high school. The study problem was that language 

teachers reported to school administrators challenges they had when teaching English 

language learners (ELLs) because these teachers were not trained to teach language 

acquisition to ELLs. The purpose of the study was to examine the perceptions of 

language teachers regarding the barriers to new language acquisition when teaching ELLs 

in an urban public high school. The conceptual framework was the theory of second 

language acquisition, developed by Krashen, which posits that ELLs may improve their 

proficiency in English by using cognitive activities, intense projects, and practical 

applications. For this basic qualitative study, the sample consisted of 10 language 

teachers who taught ELLs and who were selected using purposive sampling. Data were 

collected via semistructured interviews and analyzed using line-by-line thematic analysis 

for emergent themes. The themes were language teachers (a) applied the theory of second 

language acquisition, (b) used hands-on cognitive activities and intense projects to teach 

ELLs, and (c) needed professional development on how to teach ELLs. A 3-day 

professional training for language teachers and school administrators was developed to 

address the study findings. The training includes teaching strategies to accommodate the 

academic needs of ELLs. Social change (helping ELLs graduate from high school) may 

occur with the proper training of language teachers.  
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Section 1: The Problem 

The Local Problem 

The research site was an urban public high school. Language teachers told school 

administrators they had challenges when teaching English language learners (ELLs) due 

to a lack of training in teaching language acquisition to ELLs. Over 50% of the students 

in the district were ELLs who resided in urban multicultural neighborhoods and spoke 

their mother language, according to a school administrator. Effective teaching strategies 

could help the school’s students with language acquisition, yet language teachers were 

challenged by limited vocabulary and other barriers to new language acquisition when 

teaching ELLs and reported to senior school administrators that they were not prepared to 

teach ELLs. The administrator noted that teachers had requested support from 

administration and ELL-specific teaching strategies to help ELLs with language 

acquisition. The teachers also requested support to create language acquisition lessons in 

order to meet the needs of ELLs to pass standardized state tests in literacy and graduate 

from high school.  

Rationale 

Evidence of the Problem at the Local Level 

The research site was an urban public high school. The school’s ELLs were 

immigrant high school students who arrived at the study site with very low proficiency in 

literacy and faced difficulties graduating from high school because they could not pass 

state exams in literacy, according to the district administrator. Language teachers 

reported to school administrators challenges when teaching ELLs because these learners 
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had limited vocabulary and because the teachers were not properly trained to teach ELLs. 

The administrator said that teachers at the school needed teaching strategies to teach 

ELLs language acquisition. The purpose of this basic qualitative study was to examine at 

the study site the perceptions of language teachers regarding the barriers to language 

acquisition when teaching ELLs.  

Evidence of the Problem From the Professional Literature 

In New York City public schools, ELLs are enrolled in more significant numbers 

than elsewhere in the United States (Kieffer & Parker, 2016), and finding language 

teachers trained to teach them is more arduous (Whitney, Olan, & Fredricksen, 2013). 

Nationally, language teachers are reporting challenges in teaching ELL students due to 

barriers to new language acquisition (McIntyre, 2010). ELL students have little to no 

formal education in their native language (Olsen, 2010). They also have limited 

vocabulary (Kieffer & Parker, 2016) and are at higher risk of failing academic subjects. 

Many also lack credits toward graduation because they cannot pass state exams or have 

problems with language acquisition and vocabulary memorization (Luster, 2012). On the 

New York state regent or proficiency exam, non-ELL students show a higher rate of 

achievement than ELLs. Non-ELL students can associate thoughts because of familiarity 

with the context. The exclusion of ELLs’ social behavior, lived experiences, and culture 

in textbooks may create demotivation and negative attitude toward learning. Furthermore, 

language teachers have acknowledged not knowing how to teach ELLs (Lucas & 

Villegas, 2011) and have requested supports as well as teaching strategies to create 

lessons that can motivate students to meet their academic needs (Hutchinson, 2013).  
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Definition of Terms 

English language learners (ELLs): Any student whose primary language is not 

English (Ozfidan, 2014).  

Formal education: A process in which learning occurs through a program of 

instruction in an educational setting that is organized and structured. Generally, formal 

educators are required to have a highly structured level of training and to qualify toward 

certification and licensure (CEDEFOP, 2016).  

Language teachers: Literacy teachers who teach English to ELL students. These 

teachers need to understand the academic needs of ELLs and to focus on knowing their 

learning styles (Barry, 2010). 

Language acquisition: The development of language through communication, 

social interaction, help of instructor, or supporting materials (Bozkurt, 2013). 

Native language: A person’s mother’s tongue, which is learned from the crib and 

expressed through one’s entire life (Ozfidan, 2014).  

Significance of the Study 

This study was significant because language teachers at the study site, an urban 

public high school, found it challenging to foster language acquisition among ELLs, who 

represented 50% of the student population. Teachers requested support with teaching 

strategies to create language acquisition lessons in order to meet the needs of ELLs, who 

were immigrant high school students with very low proficiency in literacy and had not 

passed state standardized tests in literacy, according to the school district administrator. I 

examined the perceptions of language teachers at the school regarding the barriers to new 
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language acquisition when teaching ELLs in an urban public high school. The findings of 

this project study could help these teachers understand the barriers to new language 

acquisition. The findings could also help language teachers understand their role in 

educating ELLs to reach proficiency level in language acquisition. Language teachers 

could use the findings to design lessons to accommodate the academic needs of ELLs. 

School and district administrators could use the findings to understand the needs of ELLs 

and help teachers who teach ELLs to develop effective class activities for these students. 

The findings could positively influence social change by helping more ELLs graduate 

from school and prepare for college and careers.  

Research Question 

Language teachers at the project site have reported challenges when teaching 

ELLs due to their not being properly trained to teach ELLs language acquisition. To 

address the practice problem, I sought to answer the following research question: What 

were the perceptions of language teachers regarding the barriers to new language 

acquisition when teaching English language learners (ELLs) in an urban public high 

school located in eastern United States? 

Review of the Literature 

The literature review includes sources from databases such as SAGE and ERIC. 

Search terms to locate peer-reviewed articles and other material were as follows: theories 

for learning, ELL, ESL, learning, teaching, strategies to teach ELL, ELL curriculum, 

Barriers to language learning, and academic achievement. I selected peer-reviewed 

articles based on their relevance to this project study. 
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Conceptual Framework 

The conceptual framework for this study was the theory of second language 

acquisition (Krashen, 1981). According to Krashen (1981), second language acquisition 

is the process of language learning. ELL students may improve their proficiency in 

English by using cognitive activities, intense projects, and practical applications (Krashen 

& Terrell, 1983). According to the Krashen conceptual model, ELL students need to 

become active participants in their learning to develop lifelong literacy skills and can 

improve their proficiency in literacy in a student-centered teaching environment. 

Krashen’s theory focuses on motivation to learn a second language and is used by literacy 

teachers to motivate ELL students to learn English.  

English Language Learners (ELLs) 

ELLs are students who reside in the United States, speak in a dialect other than 

English at home, or come to the country as an immigrant (Avila, 2015). These students 

vary in educational backgrounds (Lesaux, 2012). Some ELLs may have little to no 

schooling in their native country while others may be literate in their native language 

with excellent content understanding.  

Often ELLs have limited vocabulary to use academic language (Fink, 2015). 

Many teachers who teach ELL students feel that the students are unprepared for the 

demand of the literacy across the curriculum to meet state standards. Avila (2015) stated 

that nationally, an achievement gap exists between ELLs and non-ELLs. Lawmakers 

designed the Every Student Succeeds Act of 2015 to fill the gap of linguistic needs 

between ELL and non-ELL students (Salerno & Lovette, 2012). 
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Characteristics of ELLs. ELLs need literacy remediation to improve their 

proficiency in English and are not prepared for literacy classes. They have unique 

learning experiences, which necessitate knowledge on the part of teachers about how 

these students learn (Highsmith & Erickson, 2015). Because ELLs have their own 

characteristics, teachers need to understand their learning styles in order to accommodate 

their academic needs. 

Strategies to teach ELLs. Teachers should use inclusive strategies to create 

opportunities for students to learn academic content (Adams, 2017). Effective teaching 

strategies help students with language acquisition (Vafai, 2015). Language teachers who 

teach ELLs need to (a) know how to teach these students (Ankrum, 2016), (b) understand 

the multicultural strengths of their students (Manley & Hawkins, 2012), and (c) know 

how to help them participate in classroom activities (Brodersen, Yanoski, Mason, 

Apthorp, & Piscatelli, 2016). Vafai (2015) stated that ELLs should be encouraged to 

participate in classroom activities. However, language teachers often do not have enough 

training to teach ELLs (Gonzalez, 2016).  

Writing skills and ELLs. Only approximately 25% of ELL students reach 

proficiency level in their writing skills (U.S. Department of Education, 2016). Educators 

should therefore help students improve their writing skills (Institute of Education 

Sciences, 2014). Curriculum for ELLs should help them with language acquisition. 

Fluency in a language is the ability to speak or write with ease in communication 

(Akhter, Amin, Saeed, Abdullah & Muhammad, 2015).  
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Preparedness of Language Teachers to Teach ELLs 

Teachers’ preparedness programs are not preparing language teachers to instruct 

ELLs (Akhter et al., 2015; Brodersen et al., 2016; Mandinach & Gummer, 2016). Dabach 

(2015) stated that novice teachers are more likely to teach ELL students and that they 

report not feeling adequate to teach ELLs due to their lack of preparedness.  

Training of language teachers to teach ELLs. In the United States, teachers 

who teach ELLs need training to merge literacy and content to teach ELLs how to reach 

proficiency levels (Barrett, Cowen, Toma, & Troske, 2015; Kennedy, 2015; Koellner & 

Jacobs, 2015; Vafai, 2015). They also need teaching tools to teach ELLs (Maganda, 

2016). During professional training, language teachers should master teaching strategies 

to teach ELLs as facilitators (Akhter et al., 2015; Lekkai, 2014). Also, during 

professional training, language teachers who teach ELLs need to differentiate instruction 

and to integrate students’ knowledge into the curriculum for the mastery of language 

proficiency of their students (Lekkai, 2014). One issue is that training programs are 

designed to promote teaching all students per each state’s standards as specified by U.S. 

federal laws (Mazzotti, Rowe, Simonsen, Boaz, & VanAvery, 2018). Language teachers 

are underprepared to teach ELLs because most teacher preparation programs lack support 

in areas that provide language instruction within content instruction (Mazzotti et al., 

2018).  

Educational Technologies to Teach ELLs 

Language educational programs may help teachers with instituting instructional 

practices that help ELLs develop English proficiency (Fink, 2015). To meet the needs of 
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students, teachers could use language-based programs (Verdine, Irwin, Golinkoff, 

Michnick, & Hirsh-Oasek, 2014) with accesss to the Internet (Netcraft, 2016). Teachers 

can use educational technology for inquiry-based learning as computer educational 

programs can help learners with language acquisition (Highsmith & Erickson, 2015). 

Language teachers’ use of educational technology is consistent with the investments 

made by many U.S. school district leaders in educational programs to promote learning in 

the classroom (Walker, 2015). Students need technological skills to access and analyze 

information (Engelbrecht & Ankiewicz, 2016). 

Training for Language Teachers 

Teachers require training after completion of their formal educational program to 

effectively teach students (Giraldo, 2013). Training prepares teachers to increase their 

content knowledge (Engelbrecht & Ankiewicz, 2016). Training sessions should represent 

teachers’ best teaching practices (Mazzotti et al., 2018). Educational leaders should 

identify the needs of teachers and align training activities to address teachers’ needs 

(Mandinach & Gummer, 2016).  

Language teachers who teach ELLs must be able to navigate the social and 

cultural needs and learning styles of students by creating lessons for ELLs. Teachers need 

to know what motivates ELLs (Al-Alwan, 2014). District administrators struggle to hire 

teachers to teach ELLs (U.S. Department of Education, 2016). 

Language Teachers and ELLs 

There is a gap in research regarding teachers’ knowledge to teach ELLs (de Jong, 

Harper, & Coady, 2013). Language teachers need to know how to teach ELLs. Teachers 
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need to know the theories associated with the language acquisition to improve their 

teaching practices (Stronge, Ward, & Grant, 2011). Teachers should apply the theories of 

Piaget and Vygotsky to help students put knowledge into practice. 

Teaching ELLs. Teaching has become a complex task. Teachers need to 

understand ELLs. There is a limited confidence level in teachers teaching ELLs. Allison 

and Rehm (2011) reported that teachers struggle to teach ELLs because they do not know 

the strategies that enhance learning of ELLs. School districts have adopted reading and 

math programs to help ELLs improve reading comprehension (Yoon, 2013). Teachers 

use cooperative groupings and technology to help ELLs (Yoon, 2013). Teachers also use 

older instructional strategies for language acquisition; however, for ELLs the input 

received is beyond a person’s current level of understanding because they do not have 

enough vocabularies (Krashen & Terrell, 1983). An optimal condition of learning a 

language is for students to receive input that is appropriate to the current level of 

language competence (Krashen & Terrell, 1983). ELLs have not developed words like 

their peers have (Anderson, 2015). Teachers focus on increasing students’ vocabulary. 

Orosco and Klingner (2010) studied ELLs at an urban elementary school and reported 

that teachers need to be prepared to teach ELLs. Topor (2013), in line with the findings of 

Orosco and Klingner (2010), reported that specific teaching strategies such as grouping 

students together could be used to instruct ELLs. Brooks and Thurston (2010) 

investigated cooperative learning to teach ELLs and indicated that ELLs prefer smaller 

groups for instruction. Sockett and Toffoli (2012) studied ELLs who use the Internet to 

read and listen to English and reported that activity logs were very useful. 
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Small group learning for ELL students. Scholars have published studies on the 

effectiveness of small group learning. ELLs could benefit from participating in small 

group learning (Ernest, Johnson, & Kelly-Riley, 2011). Huang and Dietel (2011) reported 

that tutorial programs could be integrated into the curriculum for students to show 

improvement.  Rothman and Henderson (2011) reported that students who are 

participating in small group learning perform better on state tests. 

Literacy Instruction 

Literacy should be taught in a variety of ways including both child-led and 

teacher-led opportunities (Morrow & Dougherty, 2011). For example, word reading 

competence can be helpful to ELLs to increase their lower achieving skills (Ding, 

Richardson, & Schnell, 2013). Students who are behind their same age peers would stay 

behind in later schooling (Ding et al., 2013). Pollard-Durodola et al. (2011) noted that 

reading interventions are helping students extend knowledge of vocabulary to improve 

literacy. Literacy strategies that help students to apply new vocabulary increase literacy 

outcomes (Snell, Hindman, & Wasik, 2015). Literacy interventions along with other 

language and literacy skills help students. Zucker, Solari, Landry, and Swank (2013) 

stated that using early intervention with multiple literacy skills, specifically vocabulary 

knowledge and listening comprehension, may prevent later reading difficulties. Literacy 

interventions must be sustained over time. 

Students in the 21st Century 

Students need technological skills to meet the demands of the 21st Century. 

Students use technology to analyze information. Students’ academic literacy skills are 
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important to their academic success. Students’ expectations to pass state exams have an 

impact on their future (Richter, 2012). Ward and Parker (2013) suggested that teachers 

should give to students the opportunity to be consulted about their thinking, perceptions, 

and experiences in relation to any educational process.   

Second Language Acquisition 

ELLs may improve their proficiency in English by using practical applications to 

practice English vocabularies. These students are in need of developing literacy skills 

(Augustine-Shaw & Hachiya, 2017). Teachers of ELLs should focus on motivating these 

students to learn a second language (Turkan & Buzick, 2016).  ELLs learn a new 

language through acquisition by speaking to others (Augustine-Shaw & Hachiya, 2017). 

Teachers of ELLs need to understand that language acquisition is a process of language 

learning. 

Critical Literacy for Second Language Acquisition 

ELLs are behind their peers in literacy. ELLs need learning activities to 

understand English. ELLs also need writing activities to understand English. Lessons for 

ELLs should focus on activities that promote critical literacy (Tabar & Rezaei, 2015). 

ELLs need alternative literacy activities to improve their proficiency in English. 

Implications 

At a local public high school, language teachers reported the challenge of 

language acquisition when teaching ELLs who have limited vocabulary. These language 

teachers were unprepared to teach ELL students without proper training, and the need to 

create comprehensive strategies for learning academic content and language acquisition 
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opportunity. The findings could help language teachers to design lessons to accommodate 

the academic needs of ELLs for an ongoing social change within the classroom and 

school. The findings could shed light on the professional development (PD) needs of 

teachers to teach ELLs. The findings of this study could result in social change by 

strengthening students’ literacy support to help them succeed academically. Teachers of 

ELLs could use the findings to help students graduate from high school. The implications 

for this project study are significant to ELLs who need help to graduate from high school. 

The findings could help teachers to better plan instruction and interventions for the needs 

of ELLs in high school. Appendix A includes the training I developed for this project. 

Summary 

In this section, a description of the research site, which was an urban public high 

school, and the research problem were presented. Language teachers reported to school 

administrators of the challenges they had when teaching ELLs. Teachers’ challenges 

included the lack of professional training to teach ELLs language acquisition. The 

purpose of this basic qualitative study was to examine the perceptions of language 

teachers regarding the barriers to new language acquisition when teaching ELLs in an 

urban public high school. The conceptual framework was the theory of second language 

acquisition, which posits that ELLs could improve their proficiency in English by using 

cognitive activities, intense projects, and practical applications. The sample was 10 ELL 

language teachers and were selected using purposive sampling. Data were collected via 

semistructured interviews. Data analysis was line-by-line thematic analysis for emergent 

themes. The findings could help language teachers and school administrators with 
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recommendations for teaching strategies to accommodate the academic needs of ELLs. 

Social change could occur with the proper training of language teachers to help ELLs 

graduate from high school. 

In Section 2, a description of the methodology for this study including data 

collection and analysis is presented. In Section 3, a description of the project for this 

study including data findings is presented. In Section 4, my reflections as a learner during 

this project study as well as the strengths and weaknesses of the project as it addresses the 

problem and the implications for future research opportunities are presented. 
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Section 2: The Methodology 

In this section, I present the qualitative methodology used for this doctoral project 

study. I discuss the participant sample and selection criteria. I also discuss the methods 

for data collection and analysis.  

Research Design and Approach 

I used a qualitative design to understand the perceptions of language teachers 

regarding the barriers to new language acquisition when teaching ELLs in an urban 

public high school located in eastern United States. Using a basic qualitative study 

design, I collected data from language teachers who teach ELLs as the teachers were the 

central focus of the research question (see Creswell, 2014). Qualitative data were 

collected to understand the perceptions of language teachers (see Yin, 2009). I analyzed 

the data to understand the role of language teachers regarding ELLs level of proficiency 

in language acquisition and the barriers to new language acquisition. The research 

question was, What were the perceptions of language teachers regarding the barriers to 

new language acquisition when teaching English language learners (ELLs) in an urban 

public high school located in eastern United States? 

Basic Qualitative Project Study Design 

I collected data from language teachers who teach ELLs using a basic qualitative 

design. The collected data pertained to the perceptions of these teachers regarding the 

barriers to new language acquisition. Using a basic qualitative design allowed me to gain 

an in-depth understanding of the study phenomenon. I gained this understanding by 
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posing explanatory questions such as why, how, and what. The public high school 

language teachers in the study constituted a bounded system. 

Justification for Research Design 

For the purpose of this doctoral project study, a basic qualitative design was 

appropriate. Qualitative methods help researchers explain the activities occurring in 

learning settings (Rule & John, 2015). Studying the perceptions of teachers regarding the 

barriers to new language acquisition required use a research method for collecting data 

about specific experiences from the viewpoint of teachers (see Rule & John, 2015). As 

Creswell (2014) noted, qualitative research is used to understand the thoughts and 

feelings of participants. For these reasons, I used a basic qualitative design to gather 

information from the teachers who were the central focus of this project study.   

Numerical data were not collected, and there were no independent and dependent 

variables. A grounded theory was not selected for this study. A theory about the 

perceptions of public high school language teachers regarding language acquisition was 

not created. An ethnographic design was not selected because the focus was not on an 

entire cultural group (see Creswell, 2014). A relationship between an independent 

variable and a dependent variable was not examined (see Creswell, 2014). The stories of 

the participants were not interpreted (see Creswell, 2014).  

Participants 

Population and Sampling 

The setting for the project study was an urban public high school. This school was 

considered to be overcrowded with a student-to-teacher ratio of 20:1. The school had a 
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diverse population within ethnicity and special populations. At the study site, 15% of the 

students participated in advanced placement classes.  

I selected the target school because according to the senior district and school 

administrators, the target teachers were underprepared to teach ELLs. The ELL 

population was 51%. The dropout rate was between 15% and 20% annually. The 

graduation rate was 30%. The school had 45 Grades 9-12 teachers of whom five were 

special education and 15 were language teachers teaching ELLs. The school enrollment 

for the academic year 2017-2018 was 2,452 students in Grades 9-12 of which 362 were 

ELLs.  

I used purposeful sampling because the participants were intentionally selected to 

participate in the project study. According to Creswell (2014), there are no set guidelines 

as to the number of participants to be sampled. The sample size for a qualitative study 

varies from study to study (Creswell, 2014). Of the 15 language teachers teaching ELLs, 

the goal was to identify 10 participants who met the selection criteria, which were that 

they were high school teachers who were (a) teaching ELLs, (b) teaching at the high 

school for over 3 years, and (c) state certified.  

I obtained access to the participants from the senior district administrator 

responsible for the Institutional Review Board at the study site. The senior school district 

administrator had the authority to approve the project study. I delivered a copy of the 

consent form in person to this administrator to request approval to conduct the project 

study at one public high school within the school district. I provided this administrator an 

overview of the project study, which included the purpose of the study and the method 
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for data collection. The administrator allowed me to talk to the teachers after their staff 

meeting to invite them to participate in the study. I distributed the consent form and asked 

them to return their signed consent form to me via e-mail if they wished to participate. 

Those teachers who returned the signed consent forms to me were contacted by e-mail 

and telephone to schedule a meeting at the school after school hours in a conference room 

in the library. The purpose of the study, the data collection process, and the importance of 

the research were explained. Each participant was provided with a copy of the consent 

form containing information about the background of the researcher as an educator, the 

purpose of the study, and the interview process. All notes and recordings will be kept and 

locked for 5 years; only I as the researcher will have access to the data.  

Participants’ Rights and Protections 

For this research to be ethical, I had to prioritize participants’ rights, including 

their independence and ability to participate or withdraw at any time during the research. 

Participation of any individual teacher was voluntary. I also treated the data 

confidentially. The school’s name and teachers’ names are not included in the findings to 

prevent the identification of the site. The participants signed consent forms.   

I strove to make each participant feel comfortable during the interviews. A 

consent form was given to each participant for their files. I informed participants that I 

would be taking notes during the interview. I explained to each participant that my role 

would be that of a researcher and that I would listen and serve as the primary instrument 

for gathering data during each interview. In addition, I told participants that I would be 

using an interview protocol (see Appendix B) during the interviews to promote 
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consistency. I established good rapport with each participant. I assured each participant 

that the information they shared with me was valuable to the project study. I addressed 

each participant professionally. I worked with each participant to develop a researcher-

participant relationship. I conveyed respect to every participant and thanked them for 

their time, commitment, and participation in the study.  

Before seeking Institutional Review Board approval, I completed the training 

Protecting Human Research Participants offered by the National Institutes of Health. I 

emphasized to each participant that participation was voluntary. Participant protection 

was a priority throughout the duration of this project study. A code was assigned to each 

participant in order to protect the participants’ identities prior to, during, and after data 

collection. I used the letter T followed by a number to refer to each teacher participant. 

For example, T1 referred to the first teacher, T2 referred to the second teacher, and so 

forth. Thus, for each participant a corresponding number was assigned to code the data to 

the transcription. For example, T1 was used instead of the full name of the participant. I 

was the only person to assign an identity to each participant. The identity of the 

participants was not used in the findings or revealed at any time to school district or 

school administrators. 

I protected the participants’ right to privacy by informing each participant that the 

interview data I collected will be protected. The interview data were only used for the 

project study. I was the only one who had access to the interviews data. I did not include 

the identities of the participants in the findings.   
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Interview transcripts were stored electronically in my house in a password-

protected file on my personal computer. All files containing the interview transcripts are 

encrypted. All nonelectric data are stored securely in a secure desk located in my home 

office.  Data will be kept secure for 5 years, per the protocol of Walden University. After 

5 years, I will destroy all data that I have collected.  

Data Collection 

The data collection process for this study consisted of semistructured one-on-one 

interviews, using the open-ended interview protocol (see Appendix B), and the research 

journal where I kept notes during the interviews. The semistructured one-on-one 

interviews, researcher journal, and member checking added to the descriptive nature of 

this qualitative case study analysis (see Merriam, 2009). The interview protocol was used 

to inform the participants of the initial questions that were asked during the 

semistructured interviews. The interview questions were opinion -based or experience 

and behavior questions (see Merriam, 2009). I informed the participants that their names 

will be kept confidential in order to protect their anonymity and elicit open, meaningful, 

and honest responses. I also informed the participants that they could withdraw from the 

interview or refuse to answer questions that made them uncomfortable at any time 

without repercussions.  

Interviews were the primary means of data collection for this qualitative case 

study. I developed the interview protocol (see Appendix B), which contains 10 open-

ended questions. Content experts regarding teaching strategies to teach ELLs provided 

me with suggestions regarding my interview protocol to promote clarity. The questions 
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were revised per the content experts’ feedback. This expert review panel helped me 

increased validity and reliability. The interview questions did not include personal or 

demographic information such as gender or age. 

The interviews occurred at a place and time agreed upon to satisfy the 

participants’ varying schedules. The interviews were held after school hours at the school 

library in a private conference room.  Semistructured one-on-one interviews were used to 

ask open-ended questions. The participants had the opportunity to ask me questions 

during the interview session. The interviews lasted between 45 and 60 minutes per 

participant. I audiotaped each interview with the permission of each participant.  I 

transcribed all interviews. I kept written notes on a separate journal to record my thoughts 

during the interviews. Each participant was contacted after the interview to validate their 

responses. 

Role of the Researcher 

My role as a school teacher allowed me to establish a good working relationship 

with school teachers at the project study site. My role did not affect the data collection 

because I did not know the participants, and I was interested in their perceptions to 

answer the research questions. I was not teaching at the project study site and had no 

supervisory role over the potential participants. 

Sufficiency of Data Collection 

Purposeful sampling was used to gain greater understanding from the participants 

to answer the research questions. According to Creswell (2014), collecting qualitative 

data from interviews involves strategies that result in gathering information about 
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perceptions and opinions. I did not know saturation was reached until I conducted the 

interviews.  When participants shared with me the same responses over and over and no 

new information was gleaned from the interviews, then I knew I had reached saturation.  

I interviewed 10 participants. For this project study, the sample of 10 participants was 

sufficient to represent a rich description of their responses at the project study site.  

I interviewed the participants in order to collect information that provided me 

with rich data.  I used interviews as an instrument to collect deep perception data. 

Interviews consisted of a set of open-ended questions (see Appendix B) that helped to 

draw out personal views regarding specific topics or situations (see Kozleski, 2017). 

After transcribing and organizing interview data, I conducted data analysis to identify 

themes. 

Data Analysis 

In order to answer the research questions, I transcribed the interviews. I organized 

the interview transcripts. I identified common quotes and highlighted commonalities in 

each response to each interview question using the interview protocol (see Appendix B). I 

used Atlas.ti 7 to organize the data and then conducted a line-by-line analysis. I used blue 

color to highlight main keywords to answer the research question. All keywords that were 

highlighted in blue were copied into a spreadsheet. I used a spreadsheet to group all 

information. I reviewed the content of the spreadsheet many times. I found common 

threads.  
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Evidence of Quality of Data 

Member checking was conducted for the trustworthiness of my study and 

contributed to the credibility of my findings. I conducted member checking at the school 

library in a private room after school hours. Each member checking meeting was about 

45 minutes. I scheduled follow-up meetings with all participants to review the interview 

data. Member checking was a way to validate the study as well as to provide credibility 

to the findings of this study. By allowing the participants to review the transcribed 

interview notes and emergent themes in the study, I ensured my personal biases were not 

reflected in the data but rather the data were a true reflection of the perceptions of the 

interviewees. By employing these methods to ensure evidence quality, I was able to 

ensure reliability and validity in the findings. In summary, interviews were transcribed 

verbatim. Multiple sources of data were used such as interviews, researcher journal, and 

member checking. 

Discrepant Cases 

Discrepant cases were considered. The discrepant cases could help the school and 

district administrators and teachers with decision-making processes regarding barriers to 

teaching ELLs.  Discrepant cases could help policymakers to provide support for teachers 

who teach ELLs.  

Assumptions 

 For this project study, the study site was an urban local high school in a 

metropolitan city. There were several high schools in the district that have language 

teachers teaching ELLs. I assumed that teaching ELLs requires specific strategies as they 
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have own needs and specific characteristics. I also assumed that ELLs are different 

learners who bring unique experience to the learning process and who should be taught 

differently. Another assumption was that ELLs have limited vocabulary in most content 

subjects.  

Data Analysis Results 

The research site was an urban public high school. The research problem was that 

language teachers reported to school administrators challenges they had when teaching 

ELLs because these teachers were not trained to teach ELLs language acquisition. The 

purpose of the study was to examine the perceptions of language teachers regarding the 

barriers to new language acquisition when teaching ELLs in an urban public high school. 

For this basic qualitative study, the sample was 10 language teachers who taught ELLs 

and were selected using purposive sampling. The following research question was used to 

guide this project study: What were the perceptions of language teachers regarding the 

barriers to new language acquisition when teaching English language learners (ELLs) in 

an urban public high school located in eastern United States? 

Method for Generating, Gathering, and Coding Data 

Upon obtaining Institutional Review Board approval from Walden University 

(05-21-19-0584497), I interviewed 10 language teachers for this project study. This 

sample was sufficient to represent a rich description of the participants’ responses during 

the semistructured one-on-one interviews, using the open-ended interview questions (see 

Appendix B). I developed the 10 interview open-ended questions with the help of content 

experts regarding teaching strategies to help ELLs. The interviews were held after school 
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hours at the school library in a private conference room. The interviews lasted between 

45 and 60 minutes per participant. I interviewed the participants in order to collect 

information that provided me with rich data and the interviews consisted of a set of open-

ended questions (see Appendix B). I kept written notes on a separate journal to record my 

thoughts during the interviews. I audiotaped each interview with the permission of each 

participant.  The audio recordings allowed me to carefully transcribe and analyze the 

interview data to ensure quality of data. 

I used Atlas.ti 7 to organize the interview data. The data from the interviews and 

my research journal were analyzed to identify emergent themes. I transcribed all 

interviews immediately after each interview.  I hand transcribed the interviews verbatim 

and used a system of color coding to categorize patterns.  I used the approach for 

qualitative research analysis, which included: (a) organizing the interview data and 

journal notes, (b) reading the interview data to ascertain what story the participants are 

telling or what meaning is being conveyed, (c) using a coding procedure with labels that 

describe patterns of terms used by the participants, (d) creating a description of the 

setting, participants, and themes for analysis using the coded words, (e ) writing a 

narrative that depicts what the themes represent, and (f) interpreting the findings (see 

Creswell, 2014). 

Coding Procedure 

Interpreting the data accurately and without bias depended on my ability to 

separate my personal opinions from interfering with my analysis.  I read through each 

interview transcript at least three times to ensure that I was focusing on the participants’ 
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responses and not looking for ways to justify my views or personal experiences.  After 

transcribing the interviews, I read each interview transcript in order to familiarize myself 

with the responses of each participant and to heart their voice clearly.  My second reading 

was used to create a summary of individual participants’ responses, carefully noting 

statements that contributed to the problem of dropping out in regard to the themes of 

belonging, engagement, and advocacy grounded in the conceptual framework.  After 

summarizing each response, I was able to read through my transcripts a third time to 

identify patterns and to look for subtle messages that I might have overlooked in the first 

two readings.  In this way, I could be certain that I had coded patterns accurately for 

interpretation.   

After hand transcribing the interviews verbatim, I color coded data by reading 

carefully and identifying words or phrases that participants used frequently, or that 

appeared to be shared ideas. Reflecting on the meaning of repeated words or phrases 

assisted me in open coding my transcribed interviews. These identified patterns were 

highlighted using color code for each set and categorized by a label. In addition to coding 

emerging patterns, I paid close attention to words or phrases that were unclear to me and 

categorized them as items that may need to be explored further. All codes were assigned 

a number and entered into an Excel spreadsheet on Google sheets. Thus, my coding 

procedure consisted of assigning colors to common responses. I color categorized 

interview data and created a coding tree, which provided details under each of the 

themes. The details or sub-categories contained statements or responses that were similar 

in nature. 
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There were several steps in developing my coding system. First, I searched 

through my data for irregularities and patterns. Second, I used Atlas.ti 7 to run the word 

query for coding. I created coding categories to represent patterns. I examined the codes 

for overlap and redundancy. Then, I developed a list of coding categories.  I used coding 

categories to sort out the interview transcripts. The situation codes were used to 

determine the participants’ worldview and how they saw themselves about the topic or 

setting. Therefore, the situation codes were appropriate to use in answering the research 

questions. I developed four combined event and situational codes. The event codes 

described the particular experiences that had happened to the participants during the 

event. The common codes were appropriate to use in answering the research question.  

Research Question 

Language teachers at the project site reported challenges when teaching ELLs. 

The teachers also reported that they are not properly trained to teach ELLs language 

acquisition. This practice problem was the basis for the research question I developed to 

guide this project study: What were the perceptions of language teachers regarding the 

barriers to new language acquisition when teaching English language learners (ELLs) in 

an urban public high school located in eastern United States? 

Themes and Descriptions 

The research problem was that language teachers reported challenges when 

teaching ELLs because these teachers were not trained to teach ELLs language 

acquisition. The research question was about the perceptions of language teachers 

regarding the barriers to new language acquisition when teaching ELLs in an urban 
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public high school located in eastern United States. I examined the perceptions of 

language teachers regarding the barriers to new language acquisition. Specifically, I 

examined the perceptions of language teachers who taught ELLs in an urban public high 

school located in eastern United States. I developed themes by eliminating redundancies. 

I chose the specific data to use and eliminate other data that did not provide enough 

evidence to support my themes. I used several types of themes during my data analysis. I 

was able to write the vivid narrative descriptions of my data analysis by layering the 

themes. I used the interview transcriptions as the first layer of my data analysis. Then, I 

used the description of the events as the second layer of my data analysis. The identified 

major themes were the third layer (see Table 1).  

Table 1 

Themes 

# Theme 

1 Language teachers apply the theory of second language acquisition 

2 Language teachers use hands-on cognitive activities and intense projects as 

teaching strategies to teach ELLs 

3 Language teachers need professional development on how to teach ELLs  

 

Theme 1: Language Teachers Apply the Theory of Second Language 

Acquisition. All participants used the theory of second language acquisition to teach 

ELLs by using classroom cognitive activities, intense projects, and practical applications. 

The participants used such activities to help ELLs to improve their proficiency in 
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English. The participants used the theory of second language acquisition to teach ELLs 

how to: (a) retain knowledge from each lesson, (b) work in groups to complete literacy 

projects, and (c) practice new vocabularies and write complete sentences. The reason the 

participants used cognitive activities, intense projects, and practical applications was to 

help ELLs increase their proficiency in literacy. The reasons for using this theory were 

provided by the participants during the interviews. The emphasis of the participants was 

on helping ELLs learn English. The participants use the theory of second language 

acquisition as a process of language learning. ELLs benefit from the use of this theory 

because according to the participants ELLs can improve their proficiency in English by 

using cognitive activities, intense projects, and practical applications. 

The participants revealed that they are language teachers who speak a second or 

third language. These teachers speak in the native language of ELLs. For example, T1 

stated, “ELLs can always use their mother tongue to compare and contrast cultures, make 

connections, and learn new vocabulary.” According to T1, “I need to show them that 

their native language is important in constructing and building new knowledge.” T2 

provided an explanation to how ELLs feel when teachers “value their language.” 

Specifically, T2 stated, “ELLs listen to the teacher more” referring to ELLs paying 

attention to the teacher in the classroom. T2 stated, “ELLs bring life to the class with 

their own experiences” and the teachers enjoy teaching ELLs and value their “personal 

backgrounds.” T3 shared a similar comment that “ELLs enjoy the literacy classroom.”  

The participants apply the theory of second language acquisition to teaching ELLs 

during classroom cognitive activities. The participants believed that cognitive activities 



29 

 

are very helpful when teaching ELLs. All participants said that they teach ELLs by using 

cognitive activities in the literacy classroom. T3 said, “Cognitive activities are very 

helpful” to ELLs to learn English. T3 used cognitive activities to “help ELLs increase 

their proficiency in literacy.” T3 explained that ELLs understand the lessons and 

therefore increase their proficiency in literacy. One example T3 used was “the five 5 Cs 

(communication, culture, comparisons, connections, and communities)” to help ELLs 

master the English language. Specifically, T3 explained, “By using hands-on cognitive 

activities, ELLs acquire the communication skills to learn English.” For T3, 

communication with ELLs was important. As T3 mentioned communication skills are 

needed to practice learning English. Another valuable comment made by T3 was that 

teachers should make connections with the culture of ELLs. For example, T3 

emphasized, “ELLs make connections to their own culture and communities as well as 

comparing and contrasting to their own culture.” This comment illustrates how ELLs use 

their culture to learn English in the United States.  

The participants based their teaching on the theory of second language acquisition 

to teach ELLs literacy. Hands-on cognitive activities were used by all participants. These 

language teachers provided the same responses regarding hands on cognitive activities. 

For example, T4 said, “I enjoy working on hands-on cognitive activities with my ELLs in 

the classroom.” This teacher explained that “hands-on cognitive activities” help ELLs to 

learn English.  

ELLs need to work on cognitive activities to practice English. T1, T2, T3, and T4 

explained that cognitive activities were used in literacy classrooms to help ELLs to 
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increase proficiency in literacy. Participant T4 stated, “I use cognitive activities and the 

theory of second language acquisition to teach ELLs literacy.” This was important to T4 

because T4 focused on challenging ELLs to master the English language. Same as T1, 

T2, and T3, T4 used “visuals aids” in the classroom. According to T4, visual aids help 

ELLs understand the meaning of vocabularies because ELLs have limited vocabularies in 

English. T4 used “a variety of question to motivate ELLs.” T4 was referring to Socratic 

teaching methods where the teacher asks a variety of questions to motivate ELLs to listen 

to the teacher during the lesson. T4 did not specifically say what types of questions were 

asked during the lesson; however, T4 stated, “ELLs like roleplaying” referring to ELLs 

who actively participate in classroom activities. Possibly, with roleplaying, ELLs are 

motivated and pay attention to the teacher because T4 said, “I noticed that by using role 

playing when working on hands-on cognitive activities, ELLs develop higher order 

thinking skills.” Such comment made by T4 meant a plethora of goals this teacher has to 

help ELLs learn English. By using role playing and cognitive activities, T4 helped 

students think during the classroom activities because the teaching goal was for ELLs to 

develop thinking skills in addition to communication skills. T5 provided helpful 

explanation of why the theory of second language acquisition is the process of language 

learning. ELLs improve their proficiency in English by using hands-on cognitive 

activities. Hands-on classroom activities are important when teaching ELLs. T5 stated, 

“Because language exposure is challenging for ELLs, I help ELLs work on hands-on 

cognitive activities.” T5’s explanation is meaningful because this teacher knew the 

barriers to language learning. T5 used “hands-on cognitive activities” to help ELLs 
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“acquire new language skills.” T5 believed that ELLs can learn English if they work on 

classroom activities. T5 further explained, “Because English is not their native language, 

my ELLs have difficulty to practice English outside the classroom.” This comment 

means that ELLs rely on classroom activities to learn English. These classroom activities 

are “cognitive” because the teachers use them to “help ELLs learn English in the 

classroom” (T5).  

Second language acquisition is the process of language learning. ELLs may 

improve their proficiency in English by becoming active participants in their learning. 

Using this theory, ELLs can develop lifelong literacy skills. T6 characterized ELLs as 

being “unique learners.” T6 did not explain “unique” during the interview. T6 said, 

“They are well behaved in the classroom,” meaning there are no classroom behavioral 

issues. ELLs behave in the classroom because their goal is to learn English. T6 explained 

that “ELLs’ academic needs are so big” that they behave in the classroom to learn 

English to pass state tests and graduate from high school. T6 felt responsible for the 

academic goals of ELLs and said, “My job as a teacher is a huge responsibility.” ELLs 

need to pass state tests in literacy in order to graduate from high school. “I work with 

ELLs on hands-on cognitive activities.” ELLs to be prepared to pass state tests in literacy 

(T6). Participant T6 stated, “I use cognitive activities for them to learn English and pass 

state tests.” T7 stated, “I enjoy teaching ELLs.” This comment was the same as the 

comments made by T1 andT6. These literacy teachers enjoyed teaching ELLs. The theory 

of second language acquisition was used by the participants for ELLs to improve their 

proficiency in English by using hands-on cognitive activities in the classroom.  
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The participants used the theory of second language acquisition to help ELLs 

become active participants in their learning. Using this theory and cognitive activities, 

ELLs develop literacy skills. Classroom activities help ELLs learn English. T7 used 

cognitive activities in order to “help ELLs acquire new language skills.” T7 stated, 

“English is ELLs’ second or third spoken language.” T7 explained that ELLs need 

support from the literacy teacher. Specifically, T7 said, “I am trying to support them with 

cognitive activities.” T7 provided an explanation why ELL need teachers’ support. T7 

stated, “I provide them with the support they need to help them succeed. I use the theory 

of second language acquisition.” T7 reported, “ELLs can reach their full potential with 

cognitive activities.” This comment is a good explanation that T7 used what ELLs 

already knew and used classroom activities for ELLs to reach their “full potential” (T7). 

T7 responded, “We need to see them just as the regular education students,” meaning 

ELLs are treated the same way as other students in the education system. Thus, the theory 

of second language acquisition was applied by the participants because second language 

acquisition is a process of language learning. The participants reported that they used in 

the classroom cognitive activities for ELLs students to improve their proficiency in 

English. 

ELLs may improve their proficiency in English by using hands-on cognitive 

activities in the classroom. Such activities help ELLs to become active participants in 

their learning to develop literacy skills. This theory was used by literacy teachers to help 

ELLs learn English. T1 stated, “Cognitive activities were used to ensure students 

understand the lesson because English is their second language,” while T2 focused on 
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“cognitive activities in order for all students to fully understand each lesson because 

English is their second language.” T3 used cognitive activities “daily in order for ELLs to 

be able to understand a lesson,” and T4 used cognitive activities to “motivate ELLs to 

pay attention during each lesson and to understand the content of each lesson because 

English is their second language.” T5 emphasized that cognitive activities helped her 

“meet the needs of ELLs to understand the lessons,” and T6 agreed that cognitive 

activities helped her meet the “academic needs of ELLs because English is their second 

language.” T7 used cognitive activities as “hands-on practical activities to meet the 

academic needs of ELLs because English is their second language.” T8 applied hands-on 

cognitive activities to “support ELLs in learning a new language with the focus being on 

increasing their proficiency in literacy.” T9 reported that “hands-on cognitive activities 

helped ELLs in increasing their proficiency in literacy,” and T5 agreed that “hands-on 

cognitive activities helped ELLs in better understanding literacy.” T6 reported similar 

comments and focused on cognitive activities to “help ELLs to increase their proficiency 

in literacy.” T10 also used hands-on cognitive activities in the classroom to help ELLs 

increase their proficiency in literacy.  Thus, participants T1, T2, T4, T5, T8, and T9 used 

cognitive activities in the classroom to help ELLs learn English as a second language. 

Participants T2, T3, T4, T5, T6, and T10 used hands-on cognitive activities in the 

classroom in order to help ELLs increase their proficiency in literacy. Participants T1, 

T2, T4, T5, T8, and T9 used cognitive activities in the classroom to help ELLs learn 

English as a second language. Participants T2, T3, T4, T5, T6, and T10 also used hands-

on cognitive activities in the classroom to help ELLs increase their proficiency in 
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literacy. Thus, hands-on cognitive activities in literacy were used by language teachers to 

ensure that ELLs understand the teaching units. 

ELLs may improve their proficiency in English by using intense projects. These 

students need to become active participants in their learning and could improve their 

proficiency in literacy in a teaching environment based on the theory of second language 

acquisition. This theory focuses on motivation to learn a second language. All 

participants used intense projects to teach literacy. T2 stated that intense projects in 

literacy were “helping ELLs retain knowledge from each lesson because English is their 

second language.”  T4 used intense projects in literacy to “assist ELLs in applying 

knowledge from each lesson because English is their second language.” T7 believed that 

when ELLs work on intense projects, they “apply knowledge from each lesson given that 

English is their second language.” T8 reported that when ELLs work on intense projects, 

they “remember each lesson.” T9 focused on how ELLs enjoyed working on intense 

projects because English is their second language. T10 stated that “ELLs benefit by 

working on intense projects in order to apply knowledge from each lesson.” Clearly, the 

language teachers used intense project to support ELLs. All participants favor intense 

projects in literacy because they strived to ensure that ELLs retain knowledge from each 

lesson. Specifically, T2 stated that intense projects in literacy were helpful when “ELLs 

worked in groups of 2 or 3 because English is their second language.” ELLs work on 

intense projects in small groups. T4 believed that intense projects in literacy were giving 

ELLs opportunities to “work in small groups to understand literacy.” Also, T7 used 

intense projects in literacy because such “projects were very helpful to ELLs when 
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working in small groups.” T8 said that intense projects in literacy were “helping ELLs 

understand group work and the lesson content.” T9 reported that intense projects in 

literacy were helpful to “ELLs to master the curriculum by working in small groups of 

two or three.” T10 used intense projects in literacy that were easy to use in the classroom 

to “help ELLs work in small groups.” Thus, T2, T4, T7, T8, T9, and T10 used intense 

projects for ELLs to work in groups of two or three to help their classmates and complete 

the literacy projects. T1 explained that intense projects in literacy helped “ELLs to work 

in small groups to master new vocabularies and improve their writing skills.” T2 agreed 

with T1 that intense projects in literacy “helped ELLs learn new vocabularies and 

improve their writing by writing meaningful sentences.” T5 said that intense projects in 

literacy helped ELLs in “learning new vocabularies and in writing complete sentences” 

while T7 used intense projects in literacy to “support the learning of ELLs by learning 

new vocabularies in small groups.” T8 stated that “ELLs learned better by working on 

intense projects in literacy.” T10 said that intense projects in literacy helped ELLs 

improve their writing.” Thus, T1, T2, T5, T7, T8, and T10 used intense projects for ELLs 

to learn new vocabularies and to write complete sentences. 

All participants used practical literacy applications to ensure that ELLs have 

hands-on practice to increase their proficiency in literacy. T3 stated that “literacy 

applications helped ELLs increase their proficiency in literacy.” T2 also used practical 

literacy applications to “ensure that ELLs increase proficiency in literacy.” T7 reported 

that in order to increase proficiency in literacy, “ELLs should work on practical literacy 

applications.” T9 focused on practical literacy applications because “the aim was to 
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support ELLs to increase proficiency in literacy with practical literacy applications.” T10 

reported that “ELLs should work on practical literacy applications.” Thus, T1, T3, T4, 

T7, T9, and T10 used practical literacy applications for ELLs to increase proficiency in 

literacy. 

In conclusion, language teachers used cognitive activities, intense projects, and 

practical applications in the classroom. T1 stated, “Classroom cognitive activities, intense 

projects, and practical applications help ELLs increase proficiency in literacy.” T2 said 

that hands-on cognitive activities were very helpful to “ELLs to improve their proficiency 

in literacy. T3, T4, T5, and T7 agreed that cognitive activities, intense projects, and 

practical applications in literacy help ELLs retain knowledge from each lesson. T1, T3, 

T4, T6, T8, and T9 reported that ELLs benefit by working on cognitive activities, intense 

projects, and practical applications to learn new vocabularies and to write complete 

sentences. All participants enjoyed teaching ELLs literacy. T1, T3, T5, T6, T8, and T9 

stated that ELLs have limited vocabulary. Participants T2, T4, T5, T7, T9, and T10 said 

that ELLs have limited linguistic skills. Krashen’s conceptual model was used by the 

participants when teaching ELLs. The participants motivated ELLs to improve their 

proficiency in literacy by creating a student-centered teaching environment based on the 

Krashen conceptual model. Because ELLs have limited vocabulary, the participants 

used the Krashen conceptual model to prepare these students to meet state literacy 

standards. ELLs also have limited linguistic skills and the participants focus on cognitive 

activities for these students to improve their literacy proficiency. T1 stated that “ELLs are 

motivated” when the teachers use a student-centered teaching environment. T2, T3, T6, 
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T8, and T10 agreed that Krashen’s conceptual model helps ELLs increase proficiency in 

literacy. T1, T4, T6, T9, and T10 agreed that Krashen’s conceptual model motivates 

ELLs to increase proficiency in literacy. T1, T3, T4, T6 and T9 agreed that the Krashen 

conceptual model is very helpful to prepare ELLs to meet state literacy standards. Thus, 

the participants focused on classroom activities for ELLs to improve their literacy 

proficiency. Thus, the theory of second language acquisition is the process of language 

learning and ELLs may improve their proficiency in English by using cognitive activities, 

intense projects, and practical applications. By using such activities in the classroom, 

ELLs become active participants in their learning because literacy teachers use the theory 

to motivate ELLs to learn a second language.   

Theme 2: Language Teachers Use Various Strategies to Teach ELLs. 

Language teachers use several teaching strategies to help ELLs increase their proficiency 

in literacy. Teachers are aware of the academic needs of ELLs. The participants teach 

second language acquisition by using cognitive activities, intense projects, and practical 

applications as teaching strategies. The reason that participants used these teaching 

strategies was to help ELLs develop literacy skills. ELL students could improve their 

proficiency in literacy when teachers focus on motivating ELLs to learn a second 

language. T5 stated, “In my opinion, we must not ignore the basics of language. ELLs do 

not have the basics. ELLs need to develop linguistic skills.” Given that ELLs need to 

develop linguistic skills, teachers need to know what strategies help ELLs learn English. 

ELLs need to graduate from high school. As T5 stated, “ELLs are under pressure to 

master English in a short period of time to graduate from high school.” One teaching 
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strategy was the “use of cognitive activities to make sure ELLs understand the lesson” 

(T5). One motivational strategy was to use “classroom activities” because such activities 

“are motivating ELLs to pay attention during each lesson” (T5). Using motivation, “I 

believe I meet the academic needs of ELLs by helping them increase their proficiency in 

literacy” (T5). Teaching strategies should include activities to help ELLs develop 

language skills. Regarding ELLs, language strategies should encourage these students to 

learn by focusing on language acquisition. 

Teachers of literacy use several teaching strategies that include classroom 

activities to help ELLs develop language skills. A language teaching strategy is group 

work for ELLs to complete in class academic work. Group work is a teaching strategy 

that literacy teachers can use ELLs to help each other. For example, “As a literacy 

teacher, I need to understand the teaching strategies that help ELLs” (T6). According to 

T6, the school district has implemented language policies that include teaching strategies. 

According to T6, “The district has set forth teaching strategies; however, I do not 

understand district policies regarding the true understanding of language pedagogy. I am 

not trained to know how to teach ELLs.” Teaching strategies to teach ELLs may depend 

on the learning styles of ELLs. T6 said, “These students have different learning styles 

that I am unfamiliar with.” Language teachers use traditional teaching strategies to teach 

ELLs. T6 reported, “I believe my teaching methods are good; however, I need to know 

what other strategies to use.” T6 had been teaching English as a second language in 

regular classrooms. T6 said, “My teaching as a second language learner myself is based 

on concept building and vocabulary building.” T6 indicated that when teaching ELLs, 
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specific teaching strategies are needed. T6 stated, “I need to know how to teach phonetic, 

phonology, syntax, semantics, and pragmatics.” T7 has been teaching for many years 

ELLs. T7 stated, “I have been teaching ELLs for about 24 years.” This experienced 

teacher taught foreign languages. Participant T7 said, “The first 7 years I taught EFL 

(English as a foreign language) where the ELLs had restricted access to a classroom 

within a foreign country.” T7 is experienced in teaching English at various levels. For 

example. T& offered, “The last 17 years, however, I taught English as a second language 

(ESL); it changed into ENL (English as a new language) the last couple of years in an 

urban city.” As a teaching strategy after so many years of teaching English to nonnative 

Americans, T7 used “intense projects as a teaching strategy to teach literacy.” By using 

projects in the classroom, T7 helped ELLs learn English. The participant said, “I help 

ELLs retain knowledge from each lesson.” T8 applied state academic standards in 

teaching English, saying, “My state curriculum emphasizes the bilingual progression that 

spells out the different common core standards as well as their performance indicators.” 

The reason T8 used state standards was to teach ELLs language skills. “Those standards 

spread throughout all the grades and develop progressively the four basic language skills 

(listening, speaking, reading, and writing)” (T8). T8 has been a literacy teacher for many 

years and used strategies to teach ELLs to “develop listening, speaking, reading, and 

writing skills.” Although T8 was an experienced educator, T8 was “not trained to know 

how to teach listening, speaking, reading and writing to ELLs.” One of the teaching 

strategies T8 used is classroom projects for ELLs, offering, “I use intense projects as a 

teaching strategy to teach literacy.” T8 focused on helping “ELLs retain knowledge from 
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each lesson.” The reason T8 used this strategy is for “ELLs to apply knowledge from 

each lesson.” T9 used specific teaching strategies to teach ELLs, saying, “The key 

teaching strategy I use to teach ELLs is scaffolding.” T9 explained that this strategy 

“helps me provide basic support to ELLs.” Scaffolding as a teaching strategy helps ELLs 

who have limited linguistic skills. “These learners have limited linguistic skills” (T9). T9 

believed the reason for using scaffolding as a teaching strategy was to help the teacher 

who are teaching ELLs “move to the literacy proficient levels.” T9 stated that it is 

important to help learners retain knowledge. The participant stated, “My goal is to help 

ELLs to remember each lesson. I use intense projects in literacy as a teaching strategy to 

motivate them.” 

The focus of language teachers was on how to help ELLs increase their 

proficiency in literacy. Second language acquisition was applied to classroom cognitive 

activities, intense projects, and practical applications as teaching strategies. The reason 

that participants used these teaching strategies was to help ELLs develop linguistic skills 

in order for these students to graduate from high school. These strategies were used as 

motivational strategies to meet the academic needs of ELLs. Group work was used as a 

teaching strategy. T10 said, “The key teaching strategy is to have ELLs work in groups of 

2-3 on intense projects.” T10 used group work because “English is ELLs’ second 

language.” The reason T10 used this strategy was “to help ELLs to apply knowledge 

from each lesson.” For example, T10 used “intense projects in literacy as a teaching 

strategy to ensure that ELLs retain knowledge.” T10 stated that teaching ELLs has been 
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“the most rewarding experience.” Empathy and sympathy were obvious in T10’s 

comments: 

Most of my ELLs are facing the hardest life style imaginable such as living far 

away from their parents, having to work to support themselves while they are still 

in school, at school age and yet a lot of them manage to succeed in their 

endeavors. My ELLs are nothing short of being heroes among us. (T10) 

 Specific teaching strategies were used by all participants, as language teachers, to 

help ELLs learn English. Cognitive activities were used as a teaching strategy to motivate 

ELLs to learn a literacy lesson. The participants reported that cognitive activities were 

used to help ELLs pay attention during each lesson because in order to improve their 

literacy. These teaching strategies were used for literacy teachers to meet the academic 

needs of ELLs. T1 used cognitive activities as a teaching strategy to “ensure students 

understand the lesson.” T2 also used cognitive activities as a teaching strategy to help 

ELLs because “English is their second language.” T3 focused on cognitive activities for 

ELLs to “understand each literacy lesson.” T4 stated that cognitive activities were used 

“daily as a teaching strategy in order for ELLs to be able to understand a literacy lesson.” 

T5 reported that cognitive activities were used “a motivation strategy to help ELLs pay 

attention during each lesson because English is their second language.” T8 used cognitive 

activities as a teaching strategy to “help ELLs improve their literacy.” T9 said, 

“Cognitive activities must be used when teaching ELLs.” T10 believed that in order to 

meet the academic needs of ELLs, “Cognitive activities must be used as a teaching 

strategy because English is their second language.” Thus, cognitive activities were used 
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as a teaching strategy to meet the academic needs of ELLs. By using cognitive activities 

as a teaching strategy, teachers supported ELLs in learning a new language. Cognitive 

activities helped ELLs increase their proficiency in literacy. The participants also agreed 

that cognitive activities in literacy, as a teaching strategy, helped ELLs understand the 

teaching units and to increase their proficiency in literacy.  

ELLs need specific teaching strategies to learn English. All participants who were 

language teachers used intense projects. The reason these projects were used in the 

classroom was to meet the specific needs of ELLs. Intense projects as another teaching 

strategy were used to focus on helping ELLs improve their literacy proficiency. All 

participants used intense projects to teach literacy. T2, T3, T4, T5, T8, T9, and T10 stated 

that a good teaching strategy is to use intense projects in literacy to help ELLs retain 

knowledge from each lesson. T4 used “intense projects in literacy as a teaching strategy 

to assist ELLs in applying knowledge from each lesson.” T7 also used intense projects in 

literacy as “a teaching strategy for ELLs to apply knowledge from each lesson.” T8 

believed that intense projects in literacy were a teaching strategy for ELLs to “remember 

each lesson.” T9 used intense projects in literacy as a teaching strategy to “motivate 

ELLs to work in groups of two to three on intense projects because English is their 

second language.” T10 used intense projects as a teaching strategy for “ELLs to apply 

knowledge from each lesson.” Thus, the participants used intense projects in literacy as a 

teaching strategy to ensure that ELLs retain knowledge from each lesson. Thereby 

language teachers used intense projects to meet the specific needs of ELLs for these 
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students to improve their literacy proficiency. The focus of the language teachers was on 

intense projects in literacy to help ELLs retain knowledge from each lesson.  

Small group instruction was also used as a teaching strategy to teach literacy. T2 

assigned “group work” to ELLs to work on an activity in small groups of two or three 

because English was their second language. T4 used “small group instruction” as a 

teaching strategy to give ELLs opportunities to understand literacy. T7 used small group 

instruction as a teaching strategy for ELLs to work on intense projects in literacy because 

such “activities were very helpful to ELLs.” T8 used small group instruction as a 

teaching strategy for ELLs to work on intense projects in literacy in order “to understand 

the lesson content.” T9 used small group instruction as a teaching strategy for ELLs to 

“master the curriculum by working in small groups of two or three.” T10 used small 

group instruction as a teaching strategy in order to “make each lessor easier for ELLs by 

working in small groups.” Thus, the participants used small group instruction as a 

teaching strategy for ELLs to work on intense projects. The reason the participants used 

small group instruction as a teaching strategy was to help ELLs master new vocabularies 

and improve their writing skills. T2 used “small group instruction as a teaching strategy” 

for ELLs to work on intense projects in literacy in order to “learn new vocabularies and 

to write sentences.” T5 used small group instruction for ELLs to “write complete 

sentences.” T7 also used small group instruction as “a teaching strategy for ELLs to 

increase their vocabularies.” T8 used small group instruction as “a teaching strategy for 

ELLs” to learn better when working on intense projects in literacy.” T10 stated that 

intense projects in literacy as “a teaching strategy” helped ELLs to improve their writing.  
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Practical literacy applications were used as a teaching strategy to ensure that 

ELLs increase their proficiency in literacy. All participants used practical literacy 

applications. T3 used “practical literacy applications as a teaching strategy” to help ELLs 

increase their proficiency in literacy. Participants T1, T2, T4, T5, T6, T7, T8, T9, and 

T10 used practical literacy applications as a teaching strategy to “ensure that ELLs work 

together in small groups.” Thus, the participants used practical literacy applications as a 

teaching strategy for ELLs to practice new vocabularies and to write complete sentences 

and paragraphs. 

The participants created a student-centered teaching environment as a teaching 

strategy to ensure that ELLs increase their proficiency in literacy. The participants 

motivate ELLs to improve their proficiency in literacy by creating a student-centered 

teaching environment. T1 created “a student-centered teaching environment as a teaching 

strategy” to ensure that ELLs were motivated to learn new vocabulary. T2, T3, T6, T8, 

and T10 agreed that “a student-centered teaching environment as a teaching strategy” 

helped ELLs increase their proficiency in literacy. T1, T4, T6, T9, and T10 agreed that “a 

student-centered teaching environment as a teaching strategy” motivated ELLs to 

increase proficiency in literacy. T1, T4, T5, and T7 agreed that “a student-centered 

teaching environment as a teaching strategy” helped ELLs meet state literacy standards. 

T1, T3, T4, T6 and T9 agreed that “a student-centered teaching environment as a 

teaching strategy” was very helpful to prepare ELLs to meet state literacy standards. 

Because ELLs have limited vocabulary and linguistic skills, the participants used a 
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student-centered teaching environment as a teaching strategy for ELLs to improve their 

literacy proficiency. 

All participants, as language teachers, used specific teaching strategies to help 

ELLs learn English. The teaching content was taught using different strategies because 

each ELL is unique. The participants tried to improve ELLs education by creating 

connections to prior learning. T1, T2, T4, T5, T7, and T10 used cognitive activities in the 

classroom to help ELLs learn English as a second language. T3, T4, T6, T7, T9, and T10 

used Elementary and Secondary Education Act (ESEA) guidelines when using cognitive 

activities in the classroom to better understand the needs of ELLs in learning English as a 

second language. T1, T3, T4, T6, T7, T9, and T10 used guidelines when using intense 

projects in the classroom to better understand the needs of ELLs in learning English as a 

second language. T1, T2, T5, T6, T7, T8, and T9 used guidelines when using 

assignments as practical applications for ELLs students to improve their proficiency in 

English. Thus, guidelines were used in the classroom to motivate ELLs to successfully 

complete cognitive activities and intense projects by providing hands-on practical 

applications for ELLs students to improve their proficiency in English. T1 used 

“cognitive activities and intense projects” as a teaching strategy for ELLs to work on 

practical applications to learn English. T2 shared some “cognitive activities and intense 

projects” with other participants for ELLs to work on literacy practical applications. T3 

and T4 shared all “cognitive activities and intense projects” for their ELLs to work on 

literacy practical applications. T5, T6, and T7 “modified cognitive activities and intense 

projects” based on the learning abilities of ELLs. T6-T10 modified their lessons based on 
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the learning abilities of ELLs by “creating connections to the prior learning of ELLs”. 

Language teachers, at the study site, used specific cognitive activities and intense projects 

by providing opportunities to ELLs to have hands-on practical applications to learning 

English. Language teachers’ teaching strategies were similar at the research site because 

the teachers shared teaching contents. The teaching content depended on the abilities of 

the ELLs. The teaching lessons were modified by creating connections to prior learning 

of ELLs. For example, both ESEA and Common Core State Standards (CCSS) in 

classroom activities were used by the language teachers to better understand the needs of 

ELLs in learning English as a second language. The participants had positive attitudes 

toward teaching ELLs. All participants, as language teachers, used hands-on cognitive 

activities and intense projects in the classroom because their focus was on helping ELLs 

to reach their highest potential. All participants stated that ELLs had a problematic 

linguistic gap. Teaching strategies were modified based on the abilities of ELLs in order 

to fill the gap of linguistic needs of ELLs. The participants used inclusive strategies for 

language acquisition.  

In conclusion, these findings were about teaching strategies. Language teachers 

should use teaching strategies to differentiate instruction to help ELLs increase their 

proficiency in literacy. Teaching strategies should include writing activities to help ELLs 

develop language skills. Regarding ELLs, language strategies should encourage these 

students to learn by focusing on language acquisition. 

Theme 3: Language Teachers Need Professional Development on How to 

Teach ELLs. Language teachers need PD on how to teach ELLs. All participants were 



47 

 

literacy state certified teachers who enjoyed teaching ELLs. T1 stated, “I do not 

understand how to apply language pedagogy in a classroom with ELLs. I do not have 

proper training to teach ELLs.” Although T1 had no proper training, T1 enjoyed teaching 

ELLs. T1 had been using successfully teaching strategies to motivate ELLs; however, he 

pointed out,  “I need to know what teaching strategies help ELLs.” T1 went on to say:  

I need to know how to teach ELLs. These are some of my barriers in teaching a 

new language to ELLs. Teaching ELLs requires training on how to use visual and 

hands on activities. ELLs may be at or above grade-level, but it can be difficult to 

know their knowledge without my proper training. 

T2 stated, “My lessons are structured to meet all learners’ needs.  I simply modify 

my lessons to fit the needs of my ELLs. My ELLs have unique academic needs.” The 

goal of T2 is to meet the academic needs of ELLs and recognized that these students have 

unique academic needs. T2 said, “I do not know how to use visuals for ELLs to 

understand my lessons.” T2 was asking for PD to “know how to help ELLs to better 

communicate with me.” Not only how to communicate with ELLs is important to T2 but 

also “how to teach ELLs.” A problematic area for T2 was how to use classroom 

activities. The participant said, “I have difficulty in using activities in the classroom 

because I do not know if the students understand the concept. It is difficult to know their 

literacy skills without my proper training.” 

T3 taught ELLs for many years. T3 used her teaching experience in regular 

classrooms to teach ELLs. She said, “I am using my experiences to teach a second 

language. I am able to assist ELLs. ELLs have some schooling.” T3 used ELLs’ 
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experiences to teach them new concepts. T3 stated, “Those ELLs who had a chance to 

attend school before entering to the United States have a better change of learning.” T3 

added:  

Many ELLs may know the material being taught in their native language, just not 

in English. Later on, they can transfer those skills to the new language. I have 

difficulty in the classroom with ELLs. I need professional development to know if 

ELLs understand the lesson.  

T4 also suggested that PD is needed, saying, “My teaching experiences vary every 

year.” Although T4 had teaching experience in the regular classroom, T4 believed that 

“every ELL student is unique and brings into the classroom their learning difficulties.” 

T4 added: 

ELLs learn differently because of their limited English vocabularies. I teach 22 

ELLs and their academic needs are very challenging. I feel that I need proper 

training to able to assist ELLs more effectively. I am using my knowledge of 

teaching a second language to able to assist these students.  

T5 referred to the need for literacy curriculum, stating, “We don’t have a special 

curriculum for ELLs.” T5 used the literacy curriculum when she taught literacy in a 

regular classroom, saying, “We use the same curriculum we teach English language arts.”  

T5 said: 

ELLs are unique students. ELLs come to the classroom with many learning 

difficulties. ELLs have limited English vocabularies. I teach 19 ELLs. I strive to 
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meet their academic needs. I need proper professional development to be able to 

assist ELLs more.  

T6 suggested professional training to teach ELLs. T6 is a literacy teacher and 

taught large classes with ELLs, stating, “I am a literacy teacher. I teach 21 ELLs.” T6 

reported having “difficulty in applying language pedagogy in the classroom.” T6 said: 

I need training to teach ELLs. I need to know the teaching strategies that help 

ELLs learn English. I still do not know how to teach ELLs. It is difficult for me to 

know how to teach them without my proper training. (T6) 

Like T6, T7 taught large classes. “I teach 23 ELLs as a literacy teacher” (T7). T7 

developed “lessons that are structured.” T7 reported, “I do not know how to meet ELLs’ 

academic needs.” The participant added: 

I do not know how to teach ELLs to better understand my lessons. I need to know 

how to help them to increase proficiency in literacy. I need to know how to use 

teaching activities in the classroom. 

T8 also taught large classes, stating, “I teach literacy to 19 ELLs.” T8 also 

suggested PD, offering, “I do not know how to teach a second language.” T8 added: 

I have difficulty in the classroom teaching ELLs. I need support from other 

literacy teachers who have taught ELLs. I need professional development to know 

how ELLs can better understand my lessons. (T8) 

T9 expressed the need to know how to teach ELLs. Specifically, T9 said, “I need 

to know how to support ELLs to improve their literacy skills.” T9 focused on supporting 

ELLs: 
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I do have high expectations of ELLs. I feel badly to say that I do not know how 

to teach ELLs. I am not sure how to help them develop literacy skills. I do not 

understand the strengths of ELLs. (T9) 

T10 seemed to know about educational programs used in the classroom. T10 

reported, “Perhaps, I need to know how educational programs help ELLs with language 

acquisition.” T10 did not mentioned names of educational programs: 

I need help with teaching strategies to help ELLs because English is their second 

language. I also need professional development to better understand ELLs. I do 

not know how to motivate ELLs to pay attention during my lessons. In order to 

meet the academic needs of ELLs, I need proper training. (T10) 

Perhaps the participants can use computer educational programs to help ELLs 

with language acquisition; however, they did not mention specific programs or having 

access to such language computer programs. The participants perhaps were familiar with 

educational technologies to teach ELLs inquiry-based learning with language-based 

programs via the Internet. The participants could need language educational program to 

teach literacy activities to ELLs. Participants could use language programs to help ELLs 

improve reading comprehension. 

T1 stated that computer “educational programs” are needed to help ELLs with 

“language acquisition.” T2 reported that “educational programs” in literacy for cognitive 

activities could “help ELLs” because English is their second language. T3 said that in 

order for cognitive activities to be understood by ELLs, “Educational literacy programs 

could be helpful.” T4 stated that cognitive activities were easier to teach with 
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“educational literacy programs” in order for ELLs to better understand a literacy lesson. 

T5 said that “educational literacy programs” could motivate ELLs pay attention during 

each lesson because English is their second language. T8 reported that “educational 

literacy programs” could motivate ELLs by using cognitive activities to help ELLs 

improve their literacy. T9 said that cognitive activities must be used when teaching ELLs 

via “educational literacy programs.” T10 stated in order to meet the academic needs of 

ELLs, educational literacy programs could motivate ELLs to learn English. 

ELLs needed help to improve their literacy skills. All participants had high 

expectations of ELLs because they strived to help ELLs to reach their highest potential. 

Participants reported that they do know how to teach these students to improve their 

literacy skills because they do not understand the multicultural strengths of ELLs. 

Participants said that they teach language curriculum to ELLs with the focus on language 

acquisition; however, fluency in the English language of ELLs is problematic. T1 had 

“high expectations” of ELLs. T2 reported that “high expectations” were needed to help 

ELLs reach their highest potential. T3 stated that in order for classroom activities to be 

understood by ELLs, literacy teachers must have “high expectations” of ELLs. T4 stated 

that helping ELLs reach their highest potential was “a primary goal.” T5 stated that she 

did not know “how to teach ELLs.” T6 said that he did not know how to support ELLs to 

“improve their literacy skills.” T7 did not understand the multicultural “strengths of 

ELLs.” T8 stated that she did not know “how to teach literacy to ELLs.” T9 said that 

motivating ELLs was “a difficult task.” T10 did not know how to use cognitive activities 

to “help ELLs improve their literacy.”  
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All participants reported that they were inadequate to teach ELLs due to their lack 

of teaching preparedness. Participants revealed that they have not received proper teacher 

training to know how to teach students who had language barriers. All participants said 

that teachers’ preparedness programs had not prepared them to teach ELLs. Although the 

participants were state-certified literacy teachers, they were unprepared to teach ELLs. At 

the study site, the participants were hired without having any prior teaching experience. 

As novice language teachers, they were hired to teach ELLs. T1 was “not prepared to 

teach ELLs.” T2 lacked “teaching preparedness.” T3 had not received proper “teacher 

training” to know how to teach ELLS. T4 have not received proper teacher training to 

know how to teach students who have language barriers. T5 as a certified literacy teacher 

was unprepared to teach ELLs. T6 was “unprepared to teach ELLs.” T7 had never taught 

ELLs previously. T8 was hired without having any prior teaching ELL experience. T9 

was hired only to teach ELLs. T10 did not know how to teach ELLs improve their 

literacy.  

All participants reported that they need training to know how to teach ELLs to 

reach literacy proficiency levels. During their teacher training, participants were not 

taught teaching strategies to teach ELLs. At the study site, participants reported that they 

need PD sessions during the academic year to improve their teaching strategies to teach 

ELLs. Most of the participants reported that they need language teachers who are 

experienced in teaching ELLs to mentor them. Mentoring should focus on how to 

differentiate instruction for ELLs to learn English. They also need mentoring on how to 

integrate ELLs’ knowledge into the language acquisition for ELLs to improve their 
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language proficiency. All participants said they need mentoring with instructional 

practices when teaching ELLs. Mentoring may better prepare teachers to teach ELLs. 

Mentoring may also better prepare teachers to improve their best teaching practices. 

Mentors who will train teachers of ELLs may identify the needs of these teachers and 

prepare mentoring teaching activities to address the needs of these teachers. The 

participants need to know how to help ELLs participate in classroom activities. Although 

these participants try to encourage ELLs to participate in classroom activities, ELLs have 

a linguistic gap and hesitate to participate in teaching activities. Lesson plans are 

designed based on state and school district guidelines; however, participants do not know 

how to design lessons to accommodate the academic needs of ELLs.  

In summary, language teachers apply the theory of second language acquisition. 

Cognitive activities, intense projects, and practical applications are used to teach ELLs to 

improve their proficiency in English. These activities and projects are used to help ELLs 

to: (a) retain knowledge from each lesson, (b) work in groups to complete literacy 

projects, and (c) practice new vocabularies to write complete sentences. Teachers who 

teach ELLs use teaching strategies to motivate ELLs to successfully complete cognitive 

activities and intense projects by providing hands-on practical applications for ELLs 

students to improve their proficiency in English. These teachers need PD on how to teach 

ELLs and teaching strategies to teach ELLs. Thus, teaching ELLs is challenging for 

teachers and teachers need PD to know how to empower ELLS to learn English and to 

develop learning skills to improve their proficiency in English. PD content for language 
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teachers should be on how to use different types of learning materials and should include 

strategies on how to use visual displays to meet the specific needs of ELLs. 

Discrepant Cases 

I considered all discrepant cases. Some of the participants’ responses to the 

interview questions were not answering the research question. The discrepant cases were 

used in the final project study. These discrepant cases could help stakeholders such as the 

school and district administrators and teachers with decision-making processes regarding 

barriers to teaching ELLs.  

Evidence of Quality 

 Member checking is a qualitative process during which the researcher solicits one 

or more participants in the study to check the accuracy of the account (see Creswell, 

2014). In order to ensure the quality and validity of the collected data, my findings were 

provided to two of the participants for member checking. The participants did not identify 

or correct any errors. The participants were satisfied with the transcribed data and agreed 

that the transcription of their responses was accurate. 

Discussion of the Findings in Relation to Literature Review 

The research problem was that language teachers were challenged when teaching 

ELLs because these teachers were not trained to teach ELLs language acquisition. The 

purpose of the study was to examine the perceptions of language teachers regarding the 

barriers to new language acquisition when teaching ELLs in an urban public high school. 

The research question was about the perceptions of language teachers regarding the 
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barriers to new language acquisition when ELLs in an urban public high school located in 

eastern United States. 

The conceptual framework was the theory of second language acquisition by 

Krashen (1981). Krashen’s theory focuses on motivation to learn a second language.  

Krashen’s theory is used by literacy teachers to help ELL students learn English. 

Krashen’s theory is also used by literacy teachers to motivate ELL students. According to 

Krashen (1981), second language acquisition is the process of language learning.  

This theory was the foundation for my study because ELLs may improve their 

proficiency in English by using cognitive activities, intense projects, and practical 

applications (see Krashen & Terrell, 1983). Based on this theory, teachers can help ELLs 

to become active participants in their learning to develop lifelong literacy skills. By 

applying this theory, ELLs could improve their proficiency in literacy in a student-

centered teaching environment, which is based on the Krashen conceptual model.  

Language teachers apply the theory of second language acquisition. Cognitive 

activities, intense projects, and practical applications are used to teach ELLs to improve 

their proficiency in English. These activities and projects are used to help ELLs to: (a) 

retain knowledge from each lesson, (b) work in groups to complete literacy projects, and 

(c) practice new vocabularies to write complete sentences. Teachers who teach ELLs use 

teaching strategies to motivate ELLs to successfully complete cognitive activities and 

intense projects by providing hands-on practical applications for ELLs students to 

improve their proficiency in English. These teachers need PD on how to teach ELLs and 

teaching strategies to teach ELLs.  
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Based on the findings (see Table 1), theories should be applied in the classroom to 

teach ELLs. Teachers should know how to differentiate instruction (Lekkai, 2014) for 

ELLs to increase their proficiency in literacy (Engelbrecht & Ankiewicz, 2016). The 

theory of second language acquisition can be used to teach literacy (Mazzotti et al., 

2018). Literacy teachers should apply the theory of second language acquisition 

(Mazzotti et al., 2018) to meet the academic needs of these learners (Mandinach & 

Gummer, 2016). Using the theory of second language acquisition, ELLs could improve 

their proficiency in English (Augustine-Shaw & Hachiya, 2017). ELLs learn a new 

language through acquisition by speaking to others (Augustine-Shaw & Hachiya, 2017) 

and by working on writing activities (Tabar & Rezaei, 2015). ELLs benefit from teaching 

strategies based on the theory of second language acquisition (Irshad & Anwar, 2018). 

Using learning theories, teachers could create a learning environment (Lemonidis & 

Kaiafa, 2019). Language teachers should use learning theories to meet the needs of ELLs 

(Besterman, Ernst, & Williams, 2018). Learning theories apply to specific language 

motivations and acquisition (Maganda, 2016).  

Language teachers should use learning strategies to differentiate instruction 

(Lekkai, 2014) to each ELLs (Giraldo, 2013) to increase their proficiency in literacy 

(Engelbrecht & Ankiewicz, 2016). Teaching strategies on best teaching practices should 

be used by teachers (Mazzotti et al., 2018). Teaching strategies should include writing 

activities (Shideler, 2016) because ELLs have reading difficulties (Turkan & Buzick, 

2016). ELLs benefit when teachers use strategies to establish interactions with these 

students (Balagova & Halakova, 2018). One strategy is to use visual aids to help ELLs 
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gain confidence in literacy (Amos & Rehorst, 2018) by working on reasonable language 

exercises and assignments (Altıner, 2018). Another strategy is to know how to teach 

vocabulary (Mesta & Reber, 2019). Diverse strategies should be used to help ELLs 

develop language skills (Brunow, 2016) such as motivation (Zhyrun, 2016). Teaching 

strategies should match the learning styles of ELLs (Aslaksen & Lorås, 2019). Language 

strategies should encourage students to learn (Nachowitz, 2018). Inclusive teaching 

strategies could be used to create opportunities for ELLs to learn academic content 

(Adams, 2017). Teaching strategies should focus on language acquisition 

(Ankrum, 2016). English language acquisition teaching strategies should encourage ELLs 

to participate in classroom activities (Brodersen et al., 2016).  

ELLs have difficulty in participating in the classroom due to lack of 

understanding English (Medina, Hathaway, & Ilonieta, 2015). Teaching ELLs is 

challenging for teachers (Lemonidis & Kaiafa, 2019). Teachers need PD to know how to 

empower ELLs to learn English (Estrella, Au, Jaeggi, & Collins, 2018). ELLs need to 

develop learning skills to improve their proficiency in English (Turkan & Buzick, 2016). 

PD content for language teachers should be on how to use different types of learning 

materials (Besterman et al., 2018). PD should include strategies on how to use visual 

displays in the classroom (Murphy, 2014). PD sessions should include strategies for 

language teachers to establish interactions with ELLs (Balagova & Halakova, 2018) in 

order to understand ELLs (Altıner, 2018). Teachers need PD to know how to teach 

vocabulary (Mesta & Reber, 2019) to meet the specific needs of ELLs (Irshad & Anwar, 

2018). Language teachers need to know how to teach ELLs to write for communication 
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(Patton, Hirano, & Garret, 2017) in culturally diverse classroom (Nachowitz, 2018). 

Language teachers are not prepared to teach ELLs and need teaching tools to teach these 

students (Maganda, 2016). 

Project Deliverable 

The project outcome is a 3-day PD for literacy teachers based on the themes that 

emerged (see Table 1).. This 3-day PD was developed to meet the needs of language 

teachers who teach ELLs. Language teachers who will attend the PD will learn how to: 

(a) differentiate instruction, (b) integrate ELLs’ knowledge into the language acquisition, 

(c) improve instructional practices, (d) help ELLs to retain knowledge from each lesson, 

(e) help ELLs to work in groups to complete literacy projects, (f) to create better student-

centered teaching, and (g) improve language teachers’ instructional practices when 

teaching ELLs. School and district administrators may support language teachers who 

teach ELLs by encouraging them to attend the PD sessions. Language teachers who teach 

ELLs will learn how to successfully prepare these students to graduate from school 

resulting in positive social change.  

Literacy teachers should use learning theories to meet the academic needs of 

students (Besterman et al., 2018; Engelbrecht & Ankiewicz, 2016; Mandinach & 

Gummer, 2016; Mazzotti et al., 2018). Teaching strategies to differentiate instruction 

should be used by literacy teachers. ELLs could improve their proficiency in English 

through acquisition (Augustine-Shaw & Hachiya, 2017) and writing activities (Tabar & 

Rezaei, 2015). ELLs benefit from language teaching strategies (Irshad & Anwar, 2018) 

and from a positive learning environment (Lemonidis & Kaiafa, 2019). Teaching 
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strategies should include writing activities because ELLs have reading difficulties 

(Shideler, 2016; Turkan & Buzick, 2016). One effective strategy to use to teach ELLs is 

to establish interactions with these students (Balagova & Halakova, 2018). Another 

strategy is to use visual aids to help ELLs gain confidence in literacy by working on 

reasonable language exercises and assignments (Altıner, 2018; Amos & Rehorst, 2018). 

Diverse strategies should be used to help ELLs develop language skills (Brunow, 2016) 

to teach vocabulary (Mesta & Reber, 2019) through motivation (Zhyrun, 2016). 

Language strategies should encourage ELLs to focus on language acquisition 

(Ankrum, 2016; Aslaksen & Lorås, 2019; Nachowitz, 2018).  

Because teaching ELLs is challenging for teachers (Lemonidis & Kaiafa, 2019), 

literacy teachers need PD to know how to empower ELLs (Estrella et al., 2018) to 

improve their proficiency in English (Turkan & Buzick, 2016). PD content for language 

teachers should focus on different types of learning materials including visual displays in 

the classroom (Besterman et al., 2018). ELLs have specific learning needs and literacy 

teachers need PD to know how to teach ELLs to read and write (Irshad & Anwar, 2018; 

Mesta & Reber, 2019; Patton et al., 2017).  

Summary 

The research problem was that language teachers had challenges when teaching 

ELLs language acquisition. The purpose of the study was to examine the perceptions of 

language teachers regarding the barriers to new language acquisition when teaching ELLs 

in an urban public high school. The conceptual framework was the theory of second 
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language acquisition. ELLs may improve their proficiency in English by using cognitive 

activities, intense projects, and practical applications 

The research question was about the perceptions of language teachers regarding 

the barriers to new language acquisition when teaching ELLs related to proficiency in 

language acquisition in an urban public high school located in eastern United States. The 

sample was 10 language teachers. Purposive sampling was used. Upon obtaining 

Institutional Review Board approval, 10 language teachers were interviewed. Line-by-

line thematic analysis was conducted for emergent themes. Three themes emerged.  

The themes were language teachers: (a) applied the theory of second language 

acquisition, (b) used hands-on cognitive activities and intense projects to teach ELLs, and 

(c) needed PD on how to teach ELLs. The project is a 3-day professional training for 

language teachers and school administrators and includes teaching strategies to 

accommodate the academic needs of ELLs. In Section 3, a project based on the study 

findings is presented. Section 4 is an outline of reflections and conclusions of this 

doctoral project study. 



61 

 

Section 3: The Project 

3-day Professional Development for Language Teachers and School Administrators 

I described the study problem and purpose of this project study in Section 1. The 

research site was an urban public high school where language teachers taught ELLs. 

These teachers were not trained to teach ELLs language acquisition, according to a 

school administrator. The purpose of the study was to examine the perceptions of 

language teachers regarding the barriers to new language acquisition when teaching ELLs 

in an urban public high school.  

In Section 2, I reported on the qualitative research design I used to answer the 

research question. The conceptual framework was the theory of second language 

acquisition, developed by Krashen (1981). The theory of second language acquisition 

posits that ELLs may improve their proficiency in English by using cognitive activities, 

intense projects, and practical applications (Krashen, 1981). For this basic qualitative 

study, the sample was 10 language teachers who taught ELLs and were selected using 

purposive sampling. I collected data via semistructured interviews. Data were analyzed 

using line-by-line thematic analysis for emergent themes. Three themes emerged. 

The first theme was that language teachers applied the theory of second language 

acquisition. In the classroom, the participants used cognitive activities, intense projects, 

and practical applications for ELLs to improve their proficiency in English. Hands-on 

cognitive activities in literacy were used to help ELLs learn English as a second language 

and to increase their proficiency in literacy. Intense projects in literacy were used to 

ensure that ELLs retain knowledge from each lesson by practicing new vocabularies and 
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by writing sentences and paragraphs. Participants used practical literacy applications to 

ensure that ELLs increase their proficiency in literacy by working in small groups. All 

participants used classroom cognitive activities, intense projects, and practical language 

applications for ELLs to (a) retain knowledge from each lesson, (b) work in groups to 

complete literacy projects, and (c) practice new vocabularies and write complete 

sentences in a student-centered teaching environment based on the Krashen (1981) 

conceptual model.  

The second theme was that language teachers used hands-on cognitive activities 

and intense projects to teach ELLs. The participants used guidelines to motivate ELLs to 

successfully complete cognitive activities and intense projects by providing hands-on 

practical applications for ELLs students to improve their proficiency in English. The 

participants used in classroom activities to better understand the needs of ELLs in 

learning English as a second language.  

The third theme was that language teachers needed PD on how to teach ELLs. All 

participants reported that they felt inadequate to teach ELLs due to their lack of teaching 

preparedness. These responses support participants’ need for PD sessions during the 

academic year to improve their teaching strategies to teach ELLs. Participants need 

mentoring with the focus on how to (a) differentiate instruction for ELLs to learn 

English, (b) integrate ELLs’ knowledge into the language acquisition for ELLs to 

improve their language proficiency, and (c) improve instructional practices when 

teaching ELLs.  
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In Section 3, I describe the project goals and rationale. Section 3 also includes the 

identification of resources, supports, and anticipated barriers to solutions as well as the 

implementation timeline. The literature review is also presented in Section 3.  

Project Purpose 

The project is designed for language teachers who teach ELLs as an intensified 

support at the project site within a public school district. The 3-day PD for language 

teachers and school administrators is based on the three themes that emerged from 

interviews with language teachers. I created the PD project as a supplemental support for 

language teachers who teach ELLs to be offered during the school year to teachers (see 

Appendix A). The goal of the PD project is to provide an intensified support for language 

teachers who face challenges in their classrooms in teaching ELLs. 

Based on the findings of this study, language teachers apply the theory of second 

language acquisition (Krashen, 1981) by using cognitive activities, intense projects, and 

practical applications and need to know how to teach ELLs. The PD project for language 

teachers who teach ELLs is designed for teachers to improve their teaching strategies to 

teach ELLs. PD sessions focus on how to (a) differentiate instruction for ELLs to learn 

English, (b) integrate ELLs’ knowledge into the language acquisition for ELLs to 

improve their language proficiency, and (c) improve instructional practices when 

teaching ELLs. The PD project focuses on ways for language teachers to help ELLs 

increase their proficiency in literacy. Specifically, PD session topics include strategies on 

how to (a) better use cognitive activities, intense projects, and practical applications to 

teach ELLs; (b) help ELLs to improve their proficiency in literacy; (c) help ELLs to 
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retain knowledge from each lesson; (d) help ELLs to work in groups to complete literacy 

projects; (e) create better student-centered teaching environments for ELLs based on the 

Krashen conceptual model; (f) better use ESEA and CCSS guidelines; (g) differentiate 

instruction for ELLs to learn English; (h) integrate ELLs’ knowledge into the language 

acquisition; and (i) improve language teachers’ instructional practices when teaching 

ELLs.  

I anticipate that the PD project will be used by district leaders at the project site 

who are in charge of the implementation, monitoring, and accountability of PD programs. 

The PD will consist of three sessions scheduled over 3 school days. The PD sessions are 

based on the research findings from this project study (see Table 1). The intended target 

audience for the PD will be language teachers who teach ELLs.  

Day 1 will focus on ways to successfully use cognitive activities, intense projects, 

and practical applications to teach ELLs to help ELLs to improve their proficiency in 

literacy. Day 2 will focus on ways to (a) successfully help ELLs to retain knowledge 

from each lesson, (b) help ELLs to work in groups to complete literacy projects, and (c) 

create better student-centered teaching environments for ELLs based on the Krashen 

conceptual model. Day 3 will focus on ways to (a) better use ESEA and CCSS 

guidelines, (b) differentiate instruction for ELLs to learn English, (c) integrate ELLs’ 

knowledge into the language acquisition, and (d) improve language teachers’ 

instructional practices when teaching ELLs.  
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Project Goals 

The project is a 3-day professional training for language teachers who teach ELLs 

at the project site and school administrators and includes teaching strategies to 

accommodate the academic needs of ELLs. The goals of the professional training are to 

help language teachers and school administrators to better meet the needs of ELL 

students. The project provides intensified support for language teachers who teach ELLs.  

Language teachers should be the attendees of the PD project. The attendees will 

learn how to apply the theory of second language acquisition (Krashen, 1981) by using 

cognitive activities, intense projects, and practical applications to teach ELLs. The focus 

of the PD project is on helping literacy teachers with ways to assist ELLs improve their 

proficiency in literacy. PD project attendees will learn how ELLs (a) retain knowledge 

from each lesson, (b) work in groups to complete literacy projects, and (c) practice new 

vocabularies and to write complete sentences in a student-centered teaching environment 

based on the Krashen conceptual model. The PD project attendees will also learn how to 

create student-centered teaching environments based on the Krashen conceptual model. 

PD project attendees will use guidelines to motivate ELLs to improve their proficiency in 

English. ESEA and CCSS guidelines will be used to help attendees motivate ELLs to 

successfully complete cognitive activities and intense projects by providing hands-on 

practical applications for ELLs to improve their proficiency in English.  

The main goal of the project is PD for language teachers who teach ELLs. The PD 

project attendees will learn how to improve their teaching strategies to teach ELLs to 

focus on how to (a) differentiate instruction for ELLs to learn English, (b) integrate 
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ELLs’ knowledge into the language acquisition for ELLs to improve their language 

proficiency, and (c) improve instructional practices when teaching ELLs. Thus, the goals 

of PD sessions will be to learn ways to help ELLs increase their proficiency in literacy. 

Specifically, language teachers will learn: (a) how to better use cognitive activities, 

intense projects, and practical applications to teach ELLs, (b) how to help ELLs to 

improve their proficiency in literacy, (c) how to help ELLs to retain knowledge from 

each lesson, (d) how to help ELLs to work in groups to complete literacy projects, (e) 

how to create better student-centered teaching environments for ELLs based on the 

Krashen conceptual model, (f) how to better use ESEA and CCSS guidelines, (g) how to 

differentiate instruction for ELLs to learn English, (h) how to integrate ELLs’ knowledge 

into the language acquisition, and (i) how to improve their instructional practices when 

teaching ELLs.  

Project Outcomes 

The project outcomes of the 3-day professional training are the following. 

Literacy teachers will receive hands-on training to teach ELLs language acquisition. The 

first outcome is that literacy teachers will learn how to reduce the barriers to new 

language acquisition when teaching ELLs in an urban public high school. When literacy 

teachers learn how to apply the theory of second language acquisition to teach ELLs, a 

potential outcome could be to help ELLs improve proficiency in literacy. The second 

outcome is that the school administrators and literacy teachers who will attend the PD 

sessions will learn how to use classroom cognitive activities, intense projects, and 

practical applications in the classroom to help ELLs to improve their proficiency in 
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English. The third outcome is that these attendees will learn teaching strategies to 

differentiate instruction for ELLs to improve their proficiency in English through writing 

activities, a positive learning environment, visual aids, language exercises, and 

assignments to develop language skills through motivation and empowerment. 

Project Outline 

The PD plan will consist of three sessions scheduled over 3 school days. The 

intended target audience for the PD will be language teachers who teach ELLs. The 

sessions will occur in the following sequence: 

Session 1: Ways to successfully use cognitive activities, intense projects, and 

practical applications to teach ELLs to help ELLs to improve their proficiency in literacy. 

Session 2: Ways to: (a) successfully help ELLs to retain knowledge from each 

lesson, (b) help ELLs to work in groups to complete literacy projects, (c) to create better 

student-centered teaching environments for ELLs based on the Krashen conceptual 

model. 

Session 3: Ways to: (a) better use ESEA and CCSS guidelines, (b) differentiate 

instruction for ELLs to learn English, (c) integrate ELLs’ knowledge into the language 

acquisition, and (d) improve language teachers’ instructional practices when teaching 

ELLs.  

Project Implementation 

A 3-day professional training for language teachers and school administrators has 

been developed and includes teaching strategies to accommodate the academic needs of 

ELLs. The PD project is designed for language teachers who teach ELLs as an intensified 
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support based on the three themes that emerged from interviews with participants. PD 

will be offered during the school year to language teachers (see Appendix A). The project 

resources will be language teachers and administrators with expertise in teaching ELLs 

who will commit to PD sessions.  

Funding is needed to support the PD sessions. I will conduct senior administrators 

for human and capital support to secure the PD sessions. I will request PD materials for 

the PowerPoint Presentations to include chart paper, markers, and handouts. I will also 

request permission to use classrooms for the PD sessions. PD implementation will occur 

in the schools with meetings with language teachers in order to engage teachers in 

continued training, coaching, and support.   

Rationale 

The PD will consist of 3 days of discussions based on the aforementioned three 

themes. PD will also consist of review of evidence-based best teaching practices. The PD 

plan will be used by policymakers, school principals, and language teachers. District 

leaders responsible for PD will implement, monitor, and evaluate the PD sessions. 

Developing, implementing, and evaluating the intensified PD sessions will help language 

teachers who teach ELLs with teaching, human, and capital resources for improving 

proficiency in literacy at the study site. School administrators should promote the 3-day 

professional training for language teachers and school administrators that includes 

teaching strategies to accommodate the academic needs of ELLs in other schools within 

the school district. Senior district administrators should promote in other school districts 

the 3-day professional training for language teachers and school administrators to 
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accommodate the academic needs of ELLs. After the 3-day professional training for 

language teachers and school administrators is offered for 3 academic years, a program 

evaluation will assist school principals and senior school administrators in making 

decisions regarding the support for this kind of extra intensified PD for all language 

teachers who teach ELLs. 

ELLs have difficulty in participating in the classroom due to lack of 

understanding English and they need help with understanding cognitive information.  

ELLs may benefit from a cooperative learning environment that enhances the 

understanding of cognitive information growth. Lack of understanding of cognitive 

information makes ELLs feel like an uninspired outsider (Medina et al., 2015) and need 

help to adjust to new learning environments. Learning for ELLs should be pleasant 

(Lemonidis & Kaiafa, 2019) and literacy teachers should empower them to learn English 

(Estrella et al., 2018). ELLs need empowerment by literacy teachers (Turkan & Buzick, 

2016) in order to develop learning skills to improve their proficiency in English.  

Language teachers need PD to know to help ELLs to increase their confidence in 

English by using different types of learning materials (Besterman et al., 2018) including 

visual displays in the classroom to help ELLs understand and remember content. 

Language teachers need PD to enrich classroom participation, make connections with 

language acquisition, and increase learning (Murphy, 2014). PD sessions include 

strategies for language teachers to use different teaching tools to help ELLs in the literacy 

classrooms. PD sessions include teaching strategies for teachers to establish effective 

interactions with ELLs (Balagova & Halakova, 2018). PD sessions also include strategies 
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to use visual aids to help ELLs gain confidence by creating a positive teaching 

environment.  

Teachers need PD sessions to learn how to understand ELLs and how to 

encourage them to work in small groups by inspiring them. Language teachers need PD 

sessions to learn methods to use positive literacy exercises and assignments 

(Altıner, 2018). These teachers will benefit by knowing how to teach vocabulary (Mesta 

& Reber, 2019) by using diverse teaching strategies (Brunow, 2016). The focus of the PD 

teaching strategies should be on the learning styles of ELLs (Aslaksen & Lorås, 2019).  

Cultural differences need to be understood and the specific needs of ELLs need to 

be met (Irshad & Anwar, 2018). Language teachers need to know how to teach ELLs to 

write for communication (Patton et al., 2017) and to reflect in the language in which they 

are most comfortable such as allowing ELLs to be speaking other languages in order to 

explain teaching materials. Language teachers need to scaffold learning to encourage 

students in culturally diverse classroom (Nachowitz, 2018).  

Another rationale for the PD is that language teachers need PD sessions to be 

prepared to teach ELLs (Kennedy, 2015; Mandinach & Gummer, 2016). Also, language 

teachers need teaching tools to teach ELLs (Maganda, 2016) by knowing how to 

differentiate instruction (Lekkai, 2014). PD sessions should state standards to be used by 

language teachers who teach ELLs regarding content instruction and best teaching 

practices (Mazzotti et al., 2018). PD sessions should prepare language teachers to use 

writing activities for ELLs to: (a) understand English, (b) promote critical literacy (Tabar 

& Rezaei, 2015), and (c) improve their proficiency in English. 
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Review of the Literature 

This literature review corresponds to the findings (see Table 1).  With the three 

themes, evidence-based teaching practices, PD programs, and teacher preparation were 

researched. Walden University library was used to search for literature review. The 

search key terms were: cognitive activities, intense projects, practical applications to 

teach ELLs, proficiency in literacy, retain knowledge, lesson plans, group work, literacy 

projects, student-centered teaching environments for ELLs, Krashen conceptual model, 

ESEA and CCSS guidelines, differentiation of instruction for ELLs, language acquisition, 

and instructional practices when teaching ELLs. Peer-reviewed educational articles 

published within the last 5 years were searched. EBSCO, ERIC and other online 

databases were searched.  

Professional Development for Language Teachers who Teach ELLs 

PD could help language teachers who teach ELLs. PD should include strategies 

for teachers to know how to differentiate instruction (Lekkai, 2014). PD should include 

specific strategies for teachers to use to each ELLs (Giraldo, 2013) in order to help these 

students to increase their content knowledge (Engelbrecht & Ankiewicz, 2016). State 

standards on how to teach literacy content should be taught during a PD (Mazzotti et al., 

2018). 

Strategies on best teaching practices should be included in a PD training 

(Mazzotti et al., 2018). Training of teachers should be aligned to the needs of learners 

(Mandinach & Gummer, 2016). For example, ELLs may improve their proficiency in 

English by using practical applications to develop literacy skills (Augustine-Shaw & 
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Hachiya, 2017). Another example is that ELLs learn a new language through acquisition 

by speaking to others (Augustine-Shaw & Hachiya, 2017). Teacher training should 

prepare language teachers to use writing activities (Tabar & Rezaei, 2015) for ELLs to: 

(a) understand English, (b) promote critical literacy, and (c) improve their proficiency in 

English. 

Language teachers could benefit from training that includes strategies for 

language teachers to know how to be better prepared with the growing complexity that 

redefines school purposes (Irshad & Anwar, 2018). PD should train language teachers to 

know how to put into perspective the priorities for standards of schooling in equity, and 

cultural relevance (Institute of Education Sciences, 2014). For example, ELLs have 

difficulty in participating in the classroom due to lack of understanding English and need 

help with understanding cognitive information because these students have interest in 

particular topics. The lack of cognitive ability to understand complex ideas positions 

ELLs at a distinct disadvantage (Almaguer, & Esquierdo, 2013). ELLs converge toward 

isolation in the classroom and benefit from a cooperative learning environment that 

enhances cognitive growth (Cantrell & Wheeler, 2011) 

Training could benefit language teachers on how to understand the needs of ELLs 

(Whitworth & Chiu, 2015). The rationale is that When ELLs do not have enough English 

vocabulary to understand teacher’s prompts, then they are frustrated and confused with 

specific activities in the classroom (Medina et al., 2015). Lack of understanding of the 

English language makes ELLs feel like an uninspired outsider (Medina et al., 2015). 
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ELLs face challenges adjusting to new learning environments and experience 

disengagement in the English classes (Duncan, n.d.). The lack of connection in the 

English language content limits the relationship between ELLs and teachers resulting in a 

challenge of their school adjustment (Institute of Education Sciences, 2014).  

PD should include strategies for teachers to know how to be creating a learning 

environment that is pleasant (Lemonidis & Kaiafa, 2019). The rationale is that students 

should be empowered to learn (Estrella et al., 2018). For example, ELLs need help with 

reading and vocabulary to be successful in written work (Lekkai, 2014; Shideler, 2016). 

ELLs prior learning contains information from diverse sources (Silva & Kucer, 2016) and 

need empowerment to make connections on their own that naturally exist (Cantrell & 

Wheeler, 2011). ELLs with reading difficulties are often placed in special education 

classes (Turkan & Buzick, 2016) and Language teachers need to help them (CalleDíaz, 

2017) because when ELLs are presented with a task in which they can make connection, 

then they put effort, persistence, and perseverance in learning English. Language teachers 

also need to help ELLs to develop learning skills to improve their proficiency in English.  

Language teachers should focus on helping students to increase their confidence 

in English. Language teachers should know how to meet the needs of ELLs (Besterman 

et al., 2018). Language teachers need to incorporate visual displays in the classroom to 

help ELLs understand and remember content. Language teachers need to know how to 

better understand the learning styles of ELLs to accommodate their academic needs.  

PD sessions should include strategies for language teachers to know how to help 

ELLs. PD could help teachers to know how to teach ELLs (Maganda, 2016). Language 
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teachers should be consistent in helping ELLs to improve their proficiency by enriching 

classroom participation, making connections with language acquisition, and increasing 

learning.  

ELLs could benefit when teachers attend PD that includes specific strategies for 

language teachers to know how use different teaching tools to support these students in 

classroom activities to increase their confidence. The rationale is that Teachers need to 

have high expectations regarding academic rigor because ELLs need to gain awareness of 

their position in the world and should be encouraged to participate more actively in their 

learning process.  

ELLs could also benefit when teachers attend PD that includes strategies for 

language teachers to know how to establish effective interactions with these students 

(Balagova & Halakova, 2018). The focus of the PD should be on how to understand 

ELLs. Language teachers need to use visual aids to help ELLs gain confidence and 

participate equally in the classroom (Amos & Rehorst, 2018). Language teacher need to 

create an environment free of preferential treatment of students based on their 

differences. The rationale is that language teachers must create a fair and equal 

opportunity in the classroom for ELLs to learn academic content. 

School administrators should support Language teachers with training for teachers 

to know how to understand that ELLs express emotion (Randolph, 2016). ELLs need the 

support of language teachers (Brodersen et al., 2016) and should be encouraged not to be 

working in isolation. ELLs strive for academic achievement as well as the mastery of 

language proficiency in order to increase their knowledge of content. In addition, 
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language teachers need to know how to inspire ELL (Samson & Collins, 2012). 

Therefore, language teachers need to add important credible learning context via intuitive 

methods for reasonable language exercises and assignments (Altıner, 2018).  

School administrators should also support language teachers with training to 

know how to teach vocabulary explicitly to help ELLs develop social and academic 

language in English (Mesta & Reber, 2019). Diverse strategies should be used to help 

ELLs develop language skills (Brunow, 2016). Lesson plans should be specific to the 

needs of ELLs (New York City Department of Education, 2017). Language teachers must 

motivate ELLs with the essential assumption of making the learning meaningful and 

spreading authenticity and originality (Zhyrun, 2016). Teaching strategies should match 

the learning styles of ELLs (Aslaksen & Lorås, 2019). Language teachers need skills for 

a multicultural and linguistically diversify world (Poon-McBrayer, 2016). Likewise, 

language teachers need to be familiar with the different learning stages and help them 

communicate with English speakers (Owusu-Acheaw & Larson, 2015).  

PD sessions should include strategies for language teachers to know how to put 

into consideration cultural differences. The rationale is that Language teachers need 

sufficient time to be accustomed to the specific needs of ELLs (Irshad & Anwar, 2018) 

and to create a level of awareness regarding obstacles in the everyday classroom. 

Language teachers need firstly to allow ELLs to write for communication (Patton et 

al., 2017). Secondly, language teachers must allow students to evaluate other students’ 

reflective journals and develop the capacity for feedback (Klingbeil, Moeyaert, 

Archer, Chimboza, & Zwolski, 2017). Third, language teachers must permit ELL 
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students to reflect in the language in which they were most comfortable. Language 

teachers need to permit ELLs to speak other languages and to engage them in active 

conversations. Language teachers need to correct and provide effective feedback to the 

written work of ELLs. ELLs benefit from working in groups through exposure to other 

students’ ideas. PD could help Language teachers to know how to create a collaborative 

group situation for ELLs and to explain teaching materials. Therefore, language teachers 

must require to teach strategies that match the learning styles of ELLs so that application 

of an adequate form of work that maintains language skills be prioritized. 

Language teachers need to know that ELLs have limited vocabulary (Fink, 2015). 

The rationale is that ELL’s linguistic skills are limited (Avila, 2015). Fluency in a 

language is the ability to speak or write with ease in communication (Akhter et al., 2015). 

The focus of language teachers should be on how to help ELLs to improve their writing 

skills (Institute of Education Sciences, 2014). Language acquisition curriculum for ELLs 

should be easy for students to understand.  

Language teachers also need to know how to use literacy remediation to help 

ELLs improve their proficiency in English because ELLs are not prepared for literacy 

classes. Literacy interventions should focus on how ELLs can use new vocabulary. 

Although ELLs have unique learning experiences, language teachers need to know how 

these students learn. Language teachers have reported that ELLs have their own 

characteristics. As a result, language teachers need to know how to better understand the 

learning styles of ELLs to accommodate their academic needs.     
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Language teachers not only need to know how to use ELLs’ prior learning 

throughout the content but also must know how to teach literacy curriculum to ELLs 

Language teachers need to scaffold learning to encourage students in culturally diverse 

classroom (Nachowitz, 2018). Language teachers misunderstanding of the language 

acquisition process may inappropriately identify ELL students and denying their needs 

(Engelbrecht & Ankiewicz, 2016). Language teachers may consider ELLs low academic 

performance as a student with language deficiency (Common Core State Standards 

Initiative, 2010). Language teachers struggle with parental involvement and school’s 

barriers to find help for ELLs student to succeed (Fenner, 2013).  

PD sessions should include strategies for language teachers to know how to use 

Inclusive teaching strategies to create opportunities for ELLs to learn academic content 

(Adams, 2017). Teaching strategies should focus on language acquisition (Vafai, 2015). 

Language acquisition teaching strategies should focus on the needs of ELLs 

(Ankrum, 2016). English language acquisition teaching strategies should be inclusive of 

the multicultural strengths of ELLs (Vafai, 2015). English language acquisition teaching 

strategies should encourage ELLs to participate in classroom activities (Brodersen et al., 

2016). Language teaching lessons should accommodate the academic needs of ELLs 

(Gonzalez, 2016). When language teachers prepare lesson plans for ELLs, the lesson plan 

should include strategies help ELLs enhance their conceptual knowledge (Al-Alwan, 

2014).  

PD sessions should include strategies for language teachers to know about 

Language educational programs to help them with instructional practices. language 



78 

 

educational programs can help ELLs with skills to learn English (Highsmith & Erickson, 

2015). Language educational acquisition programs should be inquiry-based 

designed (Highsmith & Erickson, 2015). Language educational acquisition programs 

should be used to teach ELLs (Netcraft, 2016). School districts should invest in language 

acquisition educational programs to promote learning in the classroom (Walker, 2015). 

(2016), ELLs need to develop technological skills. Language teachers are unprepared to 

teach ELLs (Brodersen et al., 2016). Novice language teachers are more likely to teach 

ELLs (Dabach, 2015).  

PD sessions should prepare language teachers to teach ELLs (Mandinach & 

Gummer, 2016). Language teachers need training to teach ELLs (Kennedy, 2015).  

Language teachers need to be comfortable and fearless when working with ELL students 

(Echevarria & Vogt, 2010). In general, literacy teachers need teaching tools to teach 

ELLs (Maganda, 2016).  

Project Description 

The project is a PD for teachers who teach ELLs. The PD will consist of 3 days 

where I will present the findings and have discussions with the teachers of ELLs based on 

the themes (see Table 1). The PD content will consist of review of evidence-based best 

teaching practices for the attendees. Each PD session can be used by school principals 

and language teachers to understand the findings and to help ELLs. This project will help 

language teachers who teach ELLs with teaching strategies to improve proficiency in 

literacy at the study site. The 3-day training for language teachers and school 

administrators will focus on teaching strategies to accommodate the academic needs of 



79 

 

ELLs. For example, language teachers will learn why ELLs have difficulty in 

participating in the classroom and how teachers can help these students with 

understanding cognitive information (see Appendix A). ELLs will benefit from a 

teaching strategy such as cooperative learning to help them enhances their understanding 

of cognitive information. Teachers will learn how to empower ELL to learn English.  

Needed Resources, Existing Supports, Barriers, and Solutions 

The project resources will be human and capital resources. Language teachers and 

administrators with expertise in teaching ELLs will be the human resources. Language 

teachers who teach ELLs will have to commit to 3 days of PD. Funding for the 3-day PD 

sessions will be the capital resources. Funding is needed to support the PD sessions. With 

limited budgets in the school district, senior administrators will be contacted for support 

to secure the PD sessions. PD materials will be needed during the PD. Materials will be 

equipment for display of PowerPoint Presentations, chart paper, markers, and handouts.  

Project Implementation and Timetable 

I developed the project, which is a PD for teachers who teach ELLs. The PD 

content is based on the themes (see Table 1). I will ask senior district administrators for 

permission to present the project at a school within the district. I will also ask for project 

resources such as human and capital resources. I will specifically ask for language 

teachers and administrators to be the attendees. The language teachers will be selected for 

their expertise in teaching ELLs. Those teachers who wish to participate, I will ask them 

to commit to 3 days of PD. I need to ask senior district administrators for funding to offer 

the 3-day PD sessions. I will request for me to borrow PowerPoint Presentation 
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equipment to present Appendix A. I will ask for chart paper, markers, and handouts for 

me to use during the PD sessions. At the end of the 3-day sessions, I will ask the 

attendees to fallout the evaluation forms and return to me. I will return to the district all 

the equipment I will borrow. 

The attendees will be language teachers and administrators with expertise in 

teaching ELLs who will commit to PD sessions. The project timetable (see Table 2) 

includes teaching strategies to accommodate the academic needs of ELLs. The project 

will be a 3-day professional training for teachers and school administrators. The PD will 

be implemented as an intensified support based on the themes that emerged from 

interviews with participants. The content will be delivered during the school year to 

literacy teachers and school administrators. For the project to be implemented, funding is 

needed. I will conduct senior district administrators for human and capital resources 

needed to deliver the PD sessions. PD implementation will occur in the schools with 

meetings with language teachers in order to engage teachers in continued training, 

coaching, and support.   
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Table 2 

3-Day Schedule for Professional Development for Teachers and School Administrators 

 Day 

Time Day 1 Day 2 Day 3 

8:30-9:00 a.m. Activity 1: How to 

teach ELLs 

Activity 1: 

Teaching hands-on 

examples 

Activity 1: 

Classroom 

activities 

9:00-10:00 a.m. Activity 2: 

Explanation and 

discussion of 

teaching strategies 

for ELLs 

Activity 2: Table 

talk—What makes 

an effective school 

administrator and 

literacy teacher? 

Activity 2: Intense 

projects 

10:20-12:00 p.m. Activity 3: 

Explanation and 

discussion of the 

instructional 

leadership mode for 

literacy teachers 

and principals 

Activity 3: 

Explanation and 

discussion of the 

instructional 

leadership mode for 

literacy teachers 

and principals 

Activity 3: Table 

talk—teaching and 

learning theories 

12:00 -1:00 p.m. Lunch Lunch Lunch 

1:00-2:30 p.m. Activity 4: 

Explanation and 

discussion of 

transformational 

leadership. 

Activity 4: Table 

Talk—What makes 

literacy teachers 

effective? 

Activity 4: 

Discussion—

School 

administrators’ 

policy 

recommendations 

to policymakers 

2:30-3:30 p.m. Activity 5: 

Reflection on the 

teaching strategies 

for ELLs 

Activity 5: Group 

reflection and 

recommendations 

to the policymakers 

to support school 

leaders, literacy 

teachers, and ELLs 

Activity 5: Group 

reflection and 

recommendations 

to the policymakers 

to support school 

leaders, literacy 

teachers, and ELLs 

3:30-4:00 p.m. Activity 6: Literacy 

theories 

Activity 6: 

Evaluation 

Activity 6: 

Evaluation 
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Roles and Responsibilities 

Language teachers will be encouraged to attend all PD sessions. I will also 

encourage the attendees to have ongoing discussions regarding the content of the PD. The 

roles and responsibilities of school principals will be to support language teachers to 

attend the PD sessions. The roles and responsibilities of senior district administrators will 

be to support school principals and language teachers with PD resources that will include 

PowerPoint Presentations, chart paper, markers, and handouts. My responsibility as a 

researcher will be to meet with senior district administrators to present the findings of this 

study and to ask for permission to schedule and facilitate the PD training. Also, my 

responsibility as a researcher will be to organize the PD sessions. I will prepare all 

materials for the PD sessions. I will present the 3-day sessions. 

Project Evaluation Plan 

I will implement the project over a course of 3 days. Based on action plans that 

will be created, project evaluation will be done by me. I will invite the core team of 

senior administrators, principals, and lead language teachers to participate in the 3-day 

project. The attendees will be school principals and senior district administrators who 

will provide feedback to me after I deliver the 3-day project. Outcome-based evaluation 

will be used to measure the impact of PD project implementation. Short and long-term 

PD goals will be evaluated by me. I will present the PD content. The attendees will 

complete an evaluation form (see Appendix C). Feedback from the PD evaluations will 

be shared with school principals and senior district administrators. 
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Project Implications 

Language teachers who teach ELLs will benefit from the 3-day PD sessions.  

These teachers will learn ways to successfully teach ELLs to improve proficiency in 

literacy. PD hands-on activities will help language teachers to help ELLs learn English 

and pass state tests in literacy. Language teachers will benefit from the hands-on 

activities during the 3-day PD sessions because they will learn about best teaching 

practices to address the needs of ELLs. Language teachers will benefit from the findings 

by knowing how to align the literacy curriculum with teaching strategies to help ELLs 

understand literacy curricula.  

The project was developed to meet the needs of language teachers who teach 

ELLs. The project should be used by school and district administrators for decision-

making processes to support language teachers who teach ELLs. The project should also 

encourage school and district administrators to offer more PD opportunities for language 

teachers who teach ELLs to prepare these students to pass state tests in literacy. The 

project has implications for positive social change because language teachers who teach 

ELLs will learn how to successfully prepare these students to graduate from school. The 

long-term gains from this project include raising students’ proficiency in literacy. 

Direction for Future Research 

Language teachers must know how to teach ELLs to help them reach their highest 

level of potentiality and ability. Future qualitative research using instrumentation like 

Likert-scale and pre-and post-intervention questionnaires may reveal detailed and 

accurate effects on how language teachers should teach ELLs. These teachers may use 
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diverse teaching strategies to create a lesson plan specific to the needs of ELLs. 

Additionally, cultural differences when teaching content must be put into consideration 

and adjusted to minimize the counter effect. Furthermore, sufficient time is needed for 

the teacher to be accustomed to the specific needs of ELLs and to create a level of 

awareness regarding obstacles in everyday classroom.   

ELLs academic improvement may benefit from other members of their social 

environment, a setting prone to cooperative learning, a caring relationship that enhances 

psychological health to create skills that learner may use in a social environment 

conducive to both academic and non-academic efficiently. Change, which results from 

cooperative learning behavior may be beneficial to ELLs. When learning is agreeable, it 

adds to minding connections and mental wellbeing, and these empower ELLs to gain 

information through a coordinated effort with different individuals in their social lives. 

Summary 

The participants reported that they need PD to learn how to teach ELLs. The 

project is a designed for language teachers who teach ELLs and is based on the three 

themes that emerged from interviews with language teachers. Based on the findings of 

this study, language teachers apply the theory of second language acquisition by using 

cognitive activities, intense projects, and practical applications and need to know how to 

teach ELLs. PD sessions will focus on how to: (a) differentiate instruction for ELLs to 

learn English, (b) integrate ELLs’ knowledge into the language acquisition for ELLs to 

improve their language proficiency, (c) improve instructional practices when teaching 

ELLs. PD session topics include strategies on how to: (a) better use cognitive activities, 
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intense projects, and practical applications to teach ELLs, (b) help ELLs to improve their 

proficiency in literacy, (c) help ELLs to retain knowledge from each lesson, (d) help 

ELLs to work in groups to complete literacy projects, (e) create better student-centered 

teaching environments for ELLs based on the Krashen conceptual model, (f) better use 

ESEA and CCSS guidelines, (g) differentiate instruction for ELLs to learn English, (h) 

integrate ELLs’ knowledge into the language acquisition, and (i) improve language 

teachers’ instructional practices when teaching ELLs.  

 The PD plan will be used by district leaders in charge of the implementation, 

monitoring, and accountability of PD programs. The PD plan will consist of three 

sessions scheduled over 3 school days. Day 1 will focus on ways to successfully use 

cognitive activities, intense projects, and practical applications to teach ELLs to help 

ELLs to improve their proficiency in literacy. Day 2 will focus on ways to: (a) 

successfully help ELLs to retain knowledge from each lesson, (b) help ELLs to work in 

groups to complete literacy projects, (c) to create better student-centered teaching 

environments for ELLs based on the Krashen conceptual model. Day 3 will focus on 

ways to: (a) better use ESEA and CCSS guidelines, (b) differentiate instruction for ELLs 

to learn English, (c) integrate ELLs’ knowledge into the language acquisition, and (d) 

improve language teachers’ instructional practices when teaching ELLs.  

A 3-day PD was developed based on findings of this project study. A description 

of the project and its goals, rationale, and evaluation plans were presented in this section. 

The project was developed to meet the needs of language teachers who teach ELLs to. 

The project should be used by school and district administrators for decision-making 
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processes to support language teachers who teach ELLs. Project has implications for 

positive social change because language teachers who teach ELLs will learn how to 

successfully prepare these students to graduate from school. In Section 4, the project’s 

strengths and limitation, as well as alternative considerations, are presented. Section 4 

will close with reflections on scholarship, project development and evaluation, and 

leadership and change. 
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Section 4: Reflections and Conclusions 

In this section, I offer my reflections and conclusions. The participants were ELLs 

teachers who reported the need for PD on how to teach ELLs. PD sessions will focus on 

how to (a) differentiate instruction for ELLs to learn English, (b) integrate ELLs’ 

knowledge into language acquisition for ELLs to improve their language proficiency, and 

(c) improve instructional practices when teaching ELLs. The PD plan will consist of three 

sessions scheduled over 3 school days. Day 1 will focus on ways to successfully use 

cognitive activities, intense projects, and practical applications to teach ELLs to help 

ELLs to improve their proficiency in literacy. Day 2 will focus on ways to (a) help ELLs 

to retain knowledge from each lesson, (b) help ELLs to work in groups to complete 

literacy projects, and (c) create better student-centered teaching environments for ELLs 

based on the Krashen conceptual model. Day 3 will focus on ways to (a) better use ESEA 

and CCSS guidelines, (b) differentiate instruction for ELLs to learn English, (c) integrate 

ELLs’ knowledge into the language acquisition, and (d) improve language teachers’ 

instructional practices when teaching ELLs. 

In this section, I also discuss the project’s strengths and limitations and present 

recommendations for further research. Based on the findings, a 3-day PD could be 

implemented as a solution to the research problem. The findings may help language 

teachers to learn how to successfully prepare ELLs to pass state tests and graduate from 

school.  
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Project Strengths and Limitations 

The project deliverable is a 3-day PD, which builds on the school district’s vision 

and mission to support ELLs to graduate from school. I developed the 3-day PD to meet 

the needs of language teachers who teach ELLs. School and district administrators may 

support language teachers who teach ELLs by encouraging them to attend the PD 

sessions. Language teachers who teach ELLs will learn how to successfully prepare these 

students to graduate from school resulting in positive social change. The PD sessions may 

help language teachers to apply knowledge and to learn how to teach ELLs and align the 

literacy curricula to meet the needs of these learners. This project has been developed to 

meet the needs of language teachers to enhance academic success at the study site. This 

project is a PD program designed to improve the overall quality of learning and teaching 

at the study site. The intensified support for language teachers is limited to a small 

sample of public school teachers. 

The PD project study has several strengths and limitations. One of the strengths of 

this project study is that it involves school administrators and teachers who teach ELLs. 

School administrators will be collaborating with teachers who teach ELLs by applying 

their instructional leadership skills to support these teachers. That the content of the PD 

project study will be presented to both school administrators and teachers who teach 

ELLs during the PD sessions is another strength of this project study. School 

administrators and teachers who teach ELLs will gain a deeper understanding of the 

importance of supporting teachers who teach ELLs to improve their teaching practices. 
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The third strength of this project study is the sharing of the findings with school 

administrators and teachers who teach ELLs. The sharing of the participants’ responses 

during the PD sessions will help both school administrators and teachers who teach ELLs 

to work together to support ELLs.  

 The 3-day timeframe for the PD could be a limitation of this project study. I hope 

that the PD is meaningful and timely. The time frame for this PD may limit the access of 

the school administrators and teachers who teach ELLs to more meaningful discussion 

and collaboration for the support of ELLs. The PD time frame may limit school 

administrators’ and teachers’ ability to engage in meaningful discussions.  

 Another strength of the PD is that it includes examples of cognitive information. 

This is important because ELLs have difficulty in participating in the classroom due to 

lack of understanding of cognitive information. ELLs benefit when they understand 

cognitive information (Medina et al., 2015). PD content includes examples of how to 

empower ELLs because ELLs need empowerment by literacy teachers (Turkan & 

Buzick, 2016). ELLs also need visual displays in the classroom (Besterman et al., 2018). 

Teaching strategies should focus on effective interactions with ELLs (Balagova & 

Halakova, 2018). During my PD sessions, I will present to teachers how to understand 

ELLs and encourage teachers to work in small groups by using some of the exercises and 

assignments by Altıner (2018) and vocabulary by Mesta and Reber (2019). 

I will also include examples from Patton et al. (2017) for the attendees to teach 

ELLs to write for communication. I will also present how to scaffold learning to 

encourage ELLs to learn based on Nachowitz’s (2018) examples. Attendees will have 
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hands-on examples on how to differentiate instruction based on Lekkai’s (2014) findings. 

Other hands-on examples will focus on best teaching practices (Mazzotti et al., 2018) and 

writing activities for ELLs by Tabar and Rezaei (2015). 

Recommendations for Alternative Approaches 

The project deliverable is a 3-day PD for language teachers who teach ELLs. 

While PD is the project, alternative ways to address the research problem could include 

policy recommendations for language teachers and school administrators that include 

teaching strategies to accommodate the academic needs of ELLs. For example, school 

administrators could support language teachers by providing training on how to teach 

ELLs. PD policy should include ways to support language teachers and ELLs. District 

leaders should allocate human and capital resources to target language teachers who teach 

ELLs. School and district administrators may examine how language teachers are trained 

to teach ELLs.   

An alternative approach would be for language teachers to learn ways to teach 

ELLs by having meetings with other language teachers who are having experience in 

teaching ELLs to share ideas, examples, teaching materials, and so forth. The goal of 

these meetings could be to identify teaching practices that help ELLs increase their 

proficiency in literacy. Another alternative would be for language teachers to mentor one 

another.  

Scholarship, Project Development, and Leadership and Change 

I conducted this qualitative study and learned about basic qualitative research. My 

goal was to answer the research question and to identify themes that will help language 
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teachers to know how to teach ELLs. I learned how to collect and analyze interview data. 

This project study helped me gain valuable insight on how to conduct research. I gained 

good research experience that I will use in my professional role as a research practitioner.   

I developed the 3-day PD sessions. I will deliver the PD content to language 

teachers. Feedback from the PD evaluations will be shared with language teachers, school 

and district administrators, and curriculum developers. The feedback from the language 

teachers may help me in making necessary adjustments to the PD content. School and 

district administrators and literacy curriculum developers may assist me in successfully 

delivering the PD content. 

I am a state-certified educator. I have been teaching ELLs for more than 10 years. 

My passion is the academic success of ELLs. Using the findings of this project study, I 

plan to have monthly meetings with colleagues and administrators to discuss teaching 

practices and theories to help ELLs increase their proficiency in literacy. I will mentor 

colleagues to share my teaching strategies to successfully teach ELLs. I aim to use the 

findings of this project to make change to school districts. As a novice researcher but 

experienced educator, I have a clear vision of how to apply the 3-day PD to local 

educational settings.  

Reflection on the Importance of the Work 

I enjoyed conducting this qualitative project study. I am very pleased that I 

learned about basic qualitative research regarding language teachers who teach ELLs. I 

gained valuable insight how to conduct basic qualitative study. Thus, this doctoral 

journey has been very rewarding and has had a positive effect on my career as a language 
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teacher teaching ELLs. I applied knowledge to collect, code, and analyze interview data. 

I developed the 3-day PD project, which took a substantial amount of planning and time. 

With investing time into conducting research, lots of patience, reviewing peer-reviewed 

articles, too much hard work, and scholarship, my dream of earing an EdD degree is 

within reach. 

Implications, Applications, and Directions for Future Research 

I conducted a basic qualitative case study. The population consisted of language 

teachers who teach ELLs. The sample was a small sample of 10 language teachers who 

had taught ELLs for at least 2 years and were state-certified in literacy. I recommend to 

researchers to replicate this project study and to use a sample of ELLs to identify ways to 

help them pass state tests in literacy. A sample of school and district administrators could 

be interviewed to identify ways to support language teachers. I also recommend to 

researchers to expand on this project study by using a quantitative study to examine the 

effect of the 3-day PD by comparing state scores in literacy of ELLs before and after the 

implementation of the PD. Recommendations for future research could include the 

comparison of other PD programs for language teachers who teach ELLs.  

Conclusion 

In this section, a description of the reflections and conclusions was presented. The 

strength of my study is that it involves school administrators and teachers who teach 

ELLs. Through this study, I was able to understand the importance of scholarly writing. I 

learned to become resilient and goal oriented. My 8 years at Walden University have 

been very rewarding.  One of the most fulfilling success stories that I can share with 
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everyone is the story of how I became a scholar of change. I have found joy in sharing 

the wealth of information I gained from this study.  

The result of this study is the development of a 3-day PD training. The 

presentation of my 3-day project will provide positive social change by allowing new and 

aspiring teacher leaders to become successful in their roles. The presentation of the PD 

will also create positive social change by helping teachers who teach ELLs. I believe that 

the 3-day PD content will help language teachers who teach ELLs to learn how to 

successfully prepare these students to graduate from school resulting in positive social 

change. Language teachers who will participate in the 3-day PD will complete evaluation 

forms for the feedback to be shared with language teachers, school and district 

administrators, and curriculum developers. The project has a potential impact on local 

social change because language teachers may use the findings to help ELLs improve their 

proficiency in literacy and graduate from school. 

School and district administrators may support language teachers who teach ELLs 

by encouraging them to review the findings of this study and to attend the PD sessions. 

Based on the themes from interviews with language teachers, PD sessions will focus on 

how to: (a) differentiate instruction for ELLs to learn English, (b) integrate ELLs’ 

knowledge into the language acquisition for ELLs to improve their language proficiency, 

(c) improve instructional practices when teaching ELLs. Language teachers who will 

attend the PD will learn how to: (a) differentiate instruction, (b) integrate ELLs’ 

knowledge into the language acquisition, (c) improve instructional practices, (d) help 

ELLs to retain knowledge from each lesson, (e) help ELLs to work in groups to complete 
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literacy projects, (f) to create better student-centered teaching, and (g) improve language 

teachers’ instructional practices when teaching ELLs.  

 



95 

 

References 

Adams, B. L. (2017). Student achievement outcomes of immigrants and English language 

learners in an urban classroom: A case study of great strides and hope. PennGSE 

Perspectives on Urban Education, 14(1). Retrieved from 

http://urbanedjournal.org 

Akhter et al., J., Amin, M., Saeed, F., Abdullah, S., & Muhammad, K. (2015). 

Comparison and contrast between first and second language learning. Advances in 

Language and Literary Studies, 7(1), 130-134. doi: 10.7575/aiac.alls.v.7n.1p.130 

Al-Alwan, A. F. (2014). Modeling the relations among parental involvement, school 

engagement, and academic performance of high school students. International 

Education Studies, 7(4), 47-56. doi:10.5539/ies.v7n4p47 

Allison, B. N., & Rehm, M. L. (2011). English language learners: Effective teaching 

strategies, practices for FCS teachers. Journal of Family and Consumer Sciences, 

103(1), 22-27. 

Almaguer, I., & Esquierdo, J. J. (2013). Cultivating bilingual learners’ language arts 

knowledge: A framework for successful teaching. International Journal of 

Instruction, 6(2), 2-5. Retrieved from http://www.e-iji.netp/ 

Altıner, C. (2018). Preparatory school students’ English language learning motivation: A 

sample from Turkey. Universal Journal of Educational Research, 6(8), 1729–

1737. doi:10.13189/ujer.2018.060814 

Amos, Y. T., & Rehorst, N. (2018). Making interactions between domestic and 

international students meaningful. Journal of International Students, 8(3), 1346-



96 

 

1354. doi:10.32674/jis.v8i3.58 

Anderson, M. (2015, April 9). A rising share of the U.S. Black population is foreign 

born; 9 percent are immigrants; and while most are from the Caribbean, Africans 

drive recent growth. Washington, DC: Pew Research Center. 

Ankrum, R. J. (2016). Utilizing teacher leadership as a catalyst for change in schools. 

Journal of Educational Issues, 2(1), 151-165. doi:10.5296/jei.v2i1.9154 

Aslaksen, K., & Lorås, H. (2019). Matching instruction with modality-specific learning 

style: Effects on immediate recall and working memory performance. Education 

Sciences, 9(1). doi:10.3390/educsci9010032 

Augustine-Shaw, D., & Hachiya, R. (2017). Strengthening decision-making skills of new 

school leaders through mentoring and service. Servant Leadership: Theory & 

Practice, 4(1), 32-52. Retrieved from https://csuepress.columbusstate.edu/sltp/ 

Avila, K. (2015). The call to collaborate: Key considerations as ELD and classroom 

teachers begin to align new standards. ORTESOL Journal, 32, 33-43. Retrieved 

from https://ortesol.wildapricot.org/Publications 

Balagova, L., & Halakova, Z. (2018). Teacher-Students´ Interaction in Comparison of  

Teacher´s Self-perception and Students´ Point of View. Retrieved from 

https://www.researchgate.net/publication/330987293_Teacher-

Students_Interaction_in_Comparison_of_Teachers_Self-

perception_and_Students_Point_of_View 

Barrett, N., Cowen, J., Toma, E., & Troske, S. (2015). Working with what they have: 

Professional development as a reform strategy in rural schools. Journal of 



97 

 

Research in Rural Education, 30(10), 1. Retrieved from 

https://eric.ed.gov/?id=EJ1071136 

Barry, R. A. (2010). Teaching Effectiveness and Why It Matters. Marylhurst University 

 and the Chalkboard Project. 

Besterman, K. R., Ernst, J., & Williams, T. O. (2018). Developments In Stem Educators’  

Preparedness for English Language Learners In The United States. Contemporary 

Issues in Education Research (CIER), 11(4), 165-176. Doi: 

10.19030/cier.v11i4.10211 

Bozkurt, A. (2013). Açık uzaktan ogretim: Web 2.0 ve sosyal aglarin etkileri [Open 

and distance teaching: Web 2.0 and impact of social networks]. Akademik Bilisim 

2013 (ss. 649-654). Antalya: Akdeniz Universitesi. Available at: 

http://www.academia.edu/2536910/Acik_ve_Uzaktan_Ogretim_Web_2.0_ve_Sos

yal_Aglarin_Etkileri 

Brodersen, R. M., Yanoski, D., Mason, K., Apthorp, H., & Piscatelli, J. (2016). Overview  

of selected state policies and supports related to K–12 competency-based 

education (REL 2017– 249). Washington, DC: U.S. Department of Education, 

Institute of Education Sciences, National Center for Education Evaluation and 

Regional Assistance, Regional Educational Laboratory Central. Retrieved from 

http://ies.ed.gov/ncee/edlabs. 

Brooks, K., & Thurston, L. P. (2010). English language learner academic engagement 

and instructional grouping configurations. American Secondary Education, 39(1), 

45-60. 



98 

 

Brunow, V. (2016). Language and Literacy Spectrum, 26, 60-74. Retrieved from  

https://eric.ed.gov/?id=EJ1108462 

CalleDíaz, L. (2017). Citizenship education and the EFL standards: A Critical Reflection. 

PROFILE Issues in Teachers' Professional Development, 19(1), 155. 

doi:10.15446/profile. v19n1.55676 

Cantrell, S. C., & Wheeler, T. (2011). Pedagogy/instruction: Beyond “Best Practices”. In  

R. Powell & E. Rightmyer (Eds.), Literacy for all students: An instructional 

framework for closing the gap (pp. 152-189). New York, NY: Routledge.  

CEDEFOP. (2016). Vocational education and training in the Netherlands: Short  

 description. Luxembourg: Publications Office of the European Union. 

Common Core State Standards Initiative. (2010). Implementing the common core state  

standards. National Governors Association Center for Best Practices. Council of 

Chief State School Officers. Washington, DC: Author. Retrieved from 

http://www.corestandards.org/  

Creswell, J. W. (2014). Research design: qualitative, quantitative, and mixed methods  

approaches. Los Angeles, CA: Sage. 

Dabach, D. B. (2015). Teacher placement into immigrant English learner classrooms:  

limiting access in comprehensive high schools. American Educational Research 

Journal first published on March 2, 2015 as doi:10.3102/0002831215574725 

Dedoose, Version 4.12. http://www.dedoose.com/ 

de Jong, E. J., Harper, C. A., & Coady, M. R. (2013). Enhanced knowledge and skills for  

elementary mainstream teachers of English language learners. Theory into 



99 

 

Practice, 52(2), 89-97. 

Ding, C., Richardson, L., & Schnell, T. (2013). A developmental perspective on word 

literacy from kindergarten through the second grade. The Journal of Educational 

Research, 106, 132–145. http://doi.org/10.1080/00220671.2012.667009 

Duncan, A. (n.d.). Part III - Criticality in foreign language education 151. Developing 

Criticality in Practice Through Foreign Language Education. doi:10.3726/978-3-

0353-0277-6/15 

Echevarria, J., & Vogt, M. (2010). Using the SIOP model to improve literacy for English  

 learners. New England Reading Association Journal, 46(1), 8-15.  

Engelbrecht, W., & Ankiewicz, P. (2016). Criteria for continuing professional 

development of technology teachers' professional knowledge: A theoretical 

perspective. International Journal of Technology and Design Education, 26, 259-

284. doi:10.1007/s10798-015-9309-0  

Ernest, A., Johnson, P., & Kelly-Riley, D. (2011). Assessing rhetorically: Evidence of 

student progress in small-group writing tutorials. Learning Assistance Review, 

16(2), 23-40. Retrieved from Krashen, S., & Terrell, T. (1981). The natural 

approach: Language acquisition in the classroom. Oxford, England: Pergamon.  

Estrella, G., Au, J., Jaeggi, S. M., & Collins, P. (2018). Is inquiry science instruction  

effective for English language learners? AERA Open, 4(2). pp. 1-23.  

doi: 10.1177/2332858418767402 

Fenner, D. S. (2013). Implementing the common Core State Standards for English  

learners: The changing role of the ESL teacher. TESOL International Association. 



100 

 

Retrieved from http://www.tesol.org/docs/default-

source/advocacy/ccss_convening_final-8-15- 13.pdf?sfvrsn=8 

Fink, R. (2015). Reading, writing, and rhythm: Engaging content-area literacy strategies.  

 Huntington Beach, CA: Shell Education.  

Giraldo, F. (2013). The impact of a professional development program on English 

language teachers' classroom performance. Issues in Teachers' Professional 

Development, 16(1), 63-76. doi:http://dx.doi.org/10.15446/profile.v16n1.38150 

Gonzalez, M. M. (2016). "Preparing Teacher Candidates for the Instruction of English 

Language Learners," Networks: An Online Journal for Teacher Research: Vol. 

18: Iss. 2. https://dx.doi.org/10.4148/2470-6353.1005 

Highsmith, A. R., & Erickson, A. T. (2015). Segregation as Splitting, Segregation as 

Joining: Schools, Housing, and the Many Modes of Jim Crow. American Journal 

of Education, 121(4), 563–595. https://doi-

org.ezp.waldenulibrary.org/10.1086/681942. 

Huang, D., & Dietel, R. (2011) Making afterschool programs better. (CRESST Policy 

Brief). Los Angeles, CA: University of California. 

Hutchinson, M. (2013). Bridging the gap: Preservice teachers and their knowledge of 

working with English language learners. TESOL, 4(1), 25-54. 

Institute of Education Sciences, National Center for Education Evaluation and Regional 

Assistance. (2014). Teaching academic content and literacy to English learners in 

elementary and middle school (NCEE 2014-4012). Retrieved from 

http://ies.ed.gov/ncee/wwc/publications_reviews.aspx 



101 

 

Irshad, I., & Anwar, B. (2018). English for Specific Purposes Course for Computer 

Science Students. Journal of Education and Educational Development, 5(1). 

Retrieved from https://files.eric.ed.gov/fulltext/EJ1180630.pdf 

Kennedy, M. (2015). How does professional development improve teaching? Review of 

Educational Research, 86(4), 945-980. doi:10.3102/0034654315626800 

Kieffer, M. J., & Parker, C. E. (2016). Patterns of English learner student reclassification 

 over time: Evidence from New York City Schools (REL 2017–200). Washington, 

DC: U.S. Department of Education, Institute of Education Sciences, National 

Center for Education Evaluation and Regional Assistance, Regional Educational 

Laboratory Northeast & Islands. Retrieved from 

http://ies.ed.gov/ncee/edlabs.Koellner, K., & Jacobs, J. (2015). Distinguishing 

models of professional development: The case of an adaptive model’s impact on 

teachers’ knowledge, instruction, and student achievement. Journal of Teacher 

Education, 66(1), 51-67. doi:10.1177/0022487114549599 

Klingbeil, D. A., Moeyaert, M., Archer, C. T., Chimboza, T. M., & Zwolski, S. A., Jr.  

(2017). Efficacy of peer-mediated incremental rehearsal for English language 

learners. School Psychology Review, 46(1), 122-140. 

doi: 10.17105/SPR46-1.122-140  

Koellner, K., & Jacobs, J. (2015). Knowledge, Instruction, and Student Achievement  

Distinguishing Models of Professional Development: The Case of an Adaptive 

Model's Impact on Teachers' On behalf of: American Association of Colleges for 

Teacher Education (AACTE). Journal of Teacher Education, 66(1):51-67.  



102 

 

Kozleski, E. (2017). The Uses of Qualitative Research: Powerful Methods to Inform  

Evidence-Based Practice in Education. doi.org/10.1177/1540796916683710  

Krashen, S. (1981). Second Language Acquisition and Second Language Learning.  

Retrieved from  

http://www.sdkrashen.com/content/books/sl_acquisition_and_learning.pdf  

Krashen, S. D., & Terrell, T. D. (1983). The natural approach: Language acquisition in  

the classroom. New York: Pergamon Press.  

Lekkai, I. (2014). Incidental foreign-language acquisition by children watching   

subtitled television programs. TOJET: The Turkish Online Journal of Educational  

Technology, 13(4), 1-7. 

Lemonidis, C., & Kaiafa, I. (2019). The Effect of Using Storytelling Strategy on  

Students' Performance in Fractions. doi: 10.5539/jel.v8n2p165 

Lesaux, N. K. (2012). Reading and reading instruction for children from low-income and  

 non-English-speaking households. The Future of Children, 22(2), 73-88. 

Lucas, T., & Villegas, A. M. (2011). A framework for preparing linguistically responsive 

teachers. In T. Lucas (Ed.), Teacher preparation for linguistically diverse classrooms: A 

resource for teacher educators (pp. 55-72). New York: Routledge. 

Luster, J. (2012). Using State Assessments for Teaching English Language  

 Learners. Research in Higher Education Journal, 18(4), 10.  

Retrieved from http://www.aabri.com.  

Maganda, D. (2016). Enhancing learning in Africa through students’ collaboration with  

 parents, teachers and peers. World Journal of Education, 6(2). 



103 

 

doi:10.5430/wje.v6n2pl 

Mandinach, E., & Gummer, E. (2016). What does it mean for teachers to be data literate: 

Laying out the skills, knowledge, and dispositions? Teaching and Teacher 

Education, 60, 366-376. doi.org/10.1016/j.tate.2016.07.011  

Manley, R. J., & Hawkins, R. J. (2012). Making the Common Core Standards Work:  

Using professional development to build world-class schools. Thousand Oaks, CA: 

Corwin Press. 

Mazzotti, V., Rowe, D., Simonsen, M., Boaz, B., & VanAvery, C. (2018). Steps for 

implementing a state-level professional development plan for secondary 

transition. Career Development and Transition for Exceptional Individuals, 41(1), 

56-62. doi:10.1177/2165143417741478 

McIntyre, E. (2010). Principles for teaching young ELLs. In G. Li & P. Edwards (Eds.),  

 Best practices in ELL instruction (pp. 61-83). New York, NY: The Guilford Press.  

Medina, A., Hathaway, J., & Ilonieta, P. (2015). How Preservice Teachers' Study Abroad  

Experiences Lead to Changes in Their Perceptions of English Language Learners. 

Retrieved from https://www.semanticscholar.org/paper/How-Preservice-

Teachers'-Study-Abroad-Experiences-Medina-

Hathaway/0cd7923f86bd8e47a9347cdca4eae639809035b2 

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. San 

Francisco, CA: Jossey-Bass.  

Mesta, P., & Reber, R. (2019). The Classroom Teacher's Guide to Supporting English 

Language Learners. doi: 10.4324/9781315819747 



104 

 

Morrow, L. M., & Dougherty, S. (2011). Early literacy development: merging 

perspectives that influence practice. Journal of Reading Education, 36(3), 5–11. 

Retrieved from 

http://eds.b.ebscohost.com.ezp.waldenulibrary.org/eds/pdfviewer/pdfviewer?vid=

2&sid=8f72e354-ae4c-4d54-8ba7-264c2031db9e%40sessionmgr103 

Murphy, M. E. (2014). Why some schools are selling all their iPads. Retrieved from 

http://www.theatlantic.com/education/archive/2014/08/whats-the-best-device-for-

interactive-learning/375567/ 

Nachowitz, M. (2018). Scaffolding Progressive Online Discourse for Literary Knowledge  

Building. doi: 10.24059/olj.v22i3.1261 

Netcraft. (2016). September 2014 web server survey. Retrieved from 

http://news.netcraft.com/archives/2014/09/24/september-2014-web-server-

survey.html 

New York City Department of Education (2017).   

Olsen, L. (2010). Changing course for long term English learners. Leadership. 

November/December 2010, (30). Association of California School 

Administrators. 

Orosco, M. J., & Klingner, J. (2010). One school’s implementation of RTI with English 

language learners: “Referring into RTI”. Journal of Learning Disabilities, 43(3), 

269-288. 

Owusu-Acheaw, M., & Larson, A. G. (2015). Use of Social Media and Its Impact on  

Academic Performance of Tertiary Institution Students: A Study of Students of 



105 

 

Koforidua Polytechnic, Ghana. Journal of Education and Practice, 6(6), 94-101. 

Retrieved from https://eric.ed.gov/?id=EJ1083595 

Ozfidan, B. (2014). The Basque bilingual education system: a model for a Kurdish  

bilingual education system in Turkey. Journal of Language Teaching and 

Research, 5(2), 382-390. https://doi.org/10.4304/jltr.5.2.382-390  

Parker, M. (2013). The voice of youth: atmosphere in positive youth  

development program. Physical Education and Sport Pedagogy, 18(5), 534-548 

Patton, A., Hirano, E., & Garret, A. (2017). E-Pal Exchanges: A Way to Connect  

Preservice Teachers and English Language Learners. Retrieved from 

https://www.semanticscholar.org/paper/E-Pal-Exchanges%3A-A-Way-to-

Connect-Preservice-and-Patton-

Hirano/7573058d96db36c4a19592a3b652661f64963938 

Pollard-Durodola, S. D., Gonzalez, J. E., Simmons, D. C., Kwok, O., Taylor, A. B., 

Davis, M. J., & Simmons, L. (2011). The effects of an intensive shared book-

reading intervention for preschool children at risk for vocabulary delay. 

Exceptional Children, 77(2), 161–183.  Retrieved from 

https://doi.org/10.1177/001440291107700202 

Poon-McBrayer, K. F. (2016). Complexities of Shared Ethnicity, Immigrant Education, 

and Disabilities: Reconceptualizing Multicultural Special Education 

 International Journal of Special Education, 31(3). Retrieved from 

https://eric.ed.gov/?id=EJ1120697 

Randolph, S. (2016). Depression. Workplace Health and Safety Journal, 64(4), 180–180. 



106 

 

doi: 10.1177/2165079916632772 

Richter, T. (2012). Culture Matters: Learners’ Expectations Towards Instructor-Support. 

In T. Bastiaens & G. Marks. (Eds.), Proceedings of the Global Learn Asia Pacific 

2012 conference, Chesapeake, VA: AACE, 130–135. 

Rothman, T., & Henderson, M. (2011). Do school-based tutoring programs significantly 

improve students’ performance on standardized tests? RMLE Online: Research in 

Middle Level Education, 34(6), 1-10. Retrieved from 

http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=EJ925246.  

Rule, P., & John, V. M. (2015). A necessary dialogue. International Journal of  

Qualitative Methods, 14(4), 6-9. doi:10.1177/1609406915611575 

Salerno, A. S., & Lovette, G. E. (2012, March). Licensure requirements: A state-by-state  

synthesis of rules for ESL and secondary content teachers. Poster session 

presented at the doctoral forum of Teachers of English to Speakers of Other 

Languages annual meeting, Philadelphia. 

Samson, J. F., & Collins, B. A. (2012). Preparing All Teachers to Meet the Needs of  

English Language Learners Applying Research to Policy and Practice for Teacher 

Effectiveness. Retrieved from  

Shideler, A. (2016). A Case Study of Data Use, Project-Based Learning, and Language 

Development for ELLs. Journal for Leadership and Instruction, 15(2), 22-27. 

Silva, C., & Kucer, S. (2016). Into the Field: Learning about English Language Learners 

in Newcomer Programs. Journal of Inquiry and Action in Education, 8(1), 1-22. 

Snell, E. K., Hindman, A. H., & Wasik, B. A. (2015). How can book reading close the 



107 

 

word gap? Five key practices from research. The Reading Teacher, 68(7), 560–

571. Retrieved from http://doi.org/10.1002/trtr1347 

Sockett, G., & Toffoli, D. (2012). Beyond learner autonomy: A dynamic systems view of 

the informal Learning of English in virtual online communities. ReCALL: The 

Journal of EUROCALL, 24(2), 138-151. 

Stronge, J. H., Ward, T. J., & Grant, L. (2011). What makes good teachers good? A  

cross-case analysis of the connection between teacher effectiveness and student 

achievement. Journal of Teacher Education, 62(4), 339-355. doi: 

10.1177/0022487111404241  

Tabar, N. A., & Rezaei, N. (2015). Investigation on motivation’s role in accelerating 

second language learning & decreasing the chance of postponing this 

process. Journal of Language Sciences & Linguistics. Vol. 3(8), 164-169. 

Retrieved from http://jlsljournal.com/wp-content/uploads/paper50.pdf 

Topor, I. L. (2013). English language learners: Experiences of teachers of students with 

visual impairments who work with this population. Journal of Visual Impairment 

& Blindness (Online), 107(2), 79. 

Turkan, S., & Buzick, H. M. (2016). Complexities and Issues to Consider in the  

Evaluation of Content Teachers of English Language Learners 

doi: 10.1177/0042085914543111 

U.S. Department of Education (2016). Office of English Language Acquisition  

 (OELA). Retrieved from http://www2.ed.gov/about/offices/list/oela/index.html. 

Vafai, M. M. (2015). Integrated education and training: Making sense of a new form 



108 

 

            of vocationalism impacting adult ESL learners (Unpublished doctoral  

            dissertation). University of California, Berkeley. 

Verdine, B., Irwin, C., Golinkoff, C., Michnick, R., & Hirsh-Oasek, K. (2014). 

Contributions of executive function and spatial skills to preschool mathematics 

achievement. Journal of Experimental Child Psychology 126, 37-51. doi: 

10.1016/j.jecp.2014.02.012 

Walker, T. (2015). Are school districts getting smarter about education technology? 

Retrieved from http://neatoday.org/2015/12/01/school-districts-getting-smarter-

education-technology/ 

Whitney, A. E., Olan, E. L., & Fredricksen, J. E. (2013). Experience over all: Preservice 

teachers and the prizing of the “practical”. English Education, 45(2), 184-200.  

Whitworth, B., & Chiu, J. (2015). Professional development and teacher change: The 

missing leadership link. Journal of Science Teacher Education, 26(2), 121-137. 

doi: 10.1007/s10972-014-9411-2 

Yin, R. K. (2009). Case study research. (4th ed). Los Angeles, CA: Sage.  

Yoon, T. (2013). Exploring a literacy development in young Korean ELLs with online e-

books. Journal of Language Teaching & Research, 4(2), 253-259. 

doi:10.4304/jltr.4.2.253-259 

Zhyrun, I. (2016). Culture through comparison: Creating audio-visual listening materials  

for a CLIL course. doi: 10.5294/laclil.2016.9.2.5 

Zucker, T. A., Solari, E. J., Landry, S. H., & Swank, P. R. (2013). Effects of a brief tiered 

language intervention for prekindergartners at risk. Early Education and 



109 

 

Development, 24, 366–392.  

  



110 

 

Appendix A: The Project 

 

A 3-day Professional Development for Language Teachers  

Who Teach English Language Learners  

 

by 

Maryse Austin 

  



111 

 

  

 

 

 



112 

 

 

 

 

 

 

Choose Self and peer-assessments to  encourage students 
to be more responsible for their performance improvement 
and learning. 

Design classroom assessment that envision to detect 
cognitive abilities.

Encourage ELL students to be more responsible for their 
improve  accomplishment and learning.

Use selective teaching strategies  to Help ELL Students to 
comprehend  the essence of the lesson and skillfully manage 
the concept.
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Prioritize Peer-assessment that drive ELL students to 
evaluate their working performance in  comparison to 
their friends’ working performance.

Allow  ELL students evaluate other students’ 
performance so they could do a reflection and make it 
their learning experience.

Help ELL student debate the excellent way of thinking so 
that they  be able to think critically as well as to analyze 
what they have learn.
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• Encourage communication of ELL student to 

ELL student and non ELL student by providing  

ongoing discussions.

• Help ELL students exercise and practice 

effective communication with their classmates. 

• Plan future group setting to collaborate on a 

project successfully.

Recommend Group work  largely dependent on 
providing opportunities for connecting and forming a 
community.  

Provide shared task  that is clear, with roles, rules, and 
comprehensible responsibilities to be complied with.

Promote initial relationship, monitor and support 
ongoing interaction and participation. 

Provide multiple means of communication for nurturing 
group cooperation.
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• Select Instruction situated within meaningful, 

interactive activities that measure the language and 

cultural backgrounds of ELL students to  help them to 

learn.

• Encourage Students to construct knowledge by posing 

questions about the natural world. 

• Allow ELL students to test theories through carefully 

planned investigations, and draw conclusions based 

on empirical results.

Facilitate Teachers meaningful dialogue, experimentation, 
and engagement  to improve ELL  students   attitudes 
toward learning.

Reduce the demands of scientific language through 
engaging Inquiry instruction, multisensory activities assumed 
to increase ELL students’ access to scientific content.

Design inquiry instructions aim to encourage ELL students 
to communicate their understanding of concepts and 
procedures .
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c)	Practice of new vocabularies

• Suggest	language	log	to	develop	learner	autonomy.

• Record	language	activities	such	as	written	texts,	drawings,	
and	ELL	student	reflections	to	audio	or	video	recordings.	

• Print the list of challenging vocabulary words on the board.

Limit	the	list	to	three	to	five	words	at	a	time.

• Identify	and	list	the	words	in	the	selection	that	are	likely	to	
be	unknown	or	too	difficult	for	students.

• Incorporate	digital	vocabulary	literacy	that	activates	
learning	interest.

• Work	out	how	many	really	useful	words	ELL	students	
need	to	know	when	setting	vocabulary	learning	goals.

• Identify	vocabulary	for	personal	involvement	with	the	
content	and	with	connection	to		deep	learning.	

• Provide	more hands-on,	active	learning	opportunities	
to	sufficiently	address	the	linguistic	challenges	faced	by	
ELL	students.
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• Decide how ELL students will possess the knowledge about 

their vocabulary abilities.

• Recommend hands-on, self-guided exploration 

characteristic of inquiry to provide adequate instructional 

guidance  for ELL students. 

• Formulate plan with ability to get a grip of the state of ELL 

students’ vocabulary knowledge.

• Categorize the importance of Academic Word List as 

learning focus for academic study.

d) Write complete sentences in a student-centered teaching 
environment based on the Krashen conceptual model.         

Provide the ELL students with a brief reading, a narrated 
presentation in PowerPoint, slide share or a brief audio , 
video lecture recording.

Encourage  ELL students  to use a discussion forum or 
chat room. Give ELL students access to digital material 
when it's more convenient. 

Allows ELL students to learn at their own rhythm while 
proposing academically-orientated subjects in the 
technology program that  inspired ELL students. 
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Assists ELL student  to develop valuable lifelong learning 
skills.

Use of self-assessment to support ELL students to be 
more responsible for their improved learning 
performance.

Encourage ELL students to make an investment of their 
time, outside of the classroom for independent self-
learning.

Empower ELL students to be in control of their learning 
through the preparatory work that they complete. 
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• Provide ELL students topic with the opportunity to express 

themselves facilitating greater comprehension. Activities  

must be challenging with end result that promises to be 

unforgettable and rewarding. 

• Adapt project ideas to make them meaningful for ELL 

students. All work must be  planned and structured in order 

to address various issues. 

• Address ELL students own learning style by the method of 

instruction or evaluation. Allow ELL students enough time to 

work on the story and  present the project. 
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• Ask ELL students to submit draft of the project and 

provide formative feedback. 

• Students  must  use feedback as an opportunity to 

explore new possibilities and solve mistakes.

• Teach  mind-mapping exercises in order to facilitate 

the writing process. 

• Create an exhibit to display ELL students completion 

of individual success.
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• Provide hands-on task materials that are easily 

to be constructed and adapted to fit any group.

• Use	Blended	learning	to	merge	online	technology	
and	face-to-face	strategies.

• Following	are	some	of	the	best	sites	found	to	help	as	
resources	for	educators	to	enhance	ELL	students	

learning	ability.

Resources for educators:

https://www.weirdunsocializedhomeschoolers.com

https://www.neefusa.org/ee-week/resources/educators

https://www.pinterest.com/growhandsonkids/hands-on-
activities-for-kids/

https://www.weareteachers.com/9-awesome-classroom-
activities-that-teach-job-readiness-skills/
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Understand	the	problems	of	struggling	readers,	
including		general	education	ELLs	and	gifted	ELLs.

Provide	students	with	differentiated	instructional	
practices	that	respond	to	language	and	culture	in	a	
variety	of	ways.

Assess	whether	a	student	has	a	true	reading	problem	
or	whether	the	difficulty	is	related	to	English	language	
proficiency.	

Plan differentiated instruction and activities for ELLs  to 

assume greater responsibility and ownership for their 

own learning.

Identify specific pedagogical characteristics to effectively 

teach ELL students. Improve students’ academic 

learning by teaching content-specific reading strategies.

Use feasible and evidence-based practices for building 

vocabulary and academic language during content 

instruction.
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• Use pictures to help give context and meaning 

when a reader comes across unfamiliar words.

• Suggest graphic novels that allow ELL students 

the opportunity to engage in critical literacy. 

• Help	ELL	students	to	read	books	in	fifty	different	
languages	using	the	International	Children’s	Library	
site:					www.childrenslibrary.org		
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• Administrator must offer authentic field-based 

opportunities that are scaffolded on a developmental 

continuum for ELL students.

• School	districts	must	offer	support	for	candidates	to	
practice	essential	competencies	.	Allow	aspiring	school	
leaders	to	apply	their	knowledge	/	skills	and	help	them	
deal	with	linking	theory	and	practice.

• Handbooks	or	guidance	material,	as	well	as	regular	
interactions	among	stakeholders,	help	set	expectations	
and	develop	processes	ensuring	a	high	quality	experience.
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• Use		Instructional	coaching	as	a	primary	form	of	
job-embedded	support	to	improve	instructional	
practices

• Allow	teacher	to	use	reciprocal	teaching	effective	
for	diverse	groups	of	learners.

• Results	highlighted	the	notion	that	analytic	
reflection	can	support	teachers	as	they	work	
toward	intentionally	improving	their	pedagogical	
practices
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Every student includes English language learners, students 
with disabilities, low-income students, neglected and 
delinquent youth, migrant students, homeless students, and 
students in rural districts where sparse population density 
creates its own challenges.

ESSA includes a wide array of programs that are designed to 
help to ensure success for students and schools. These 
programs provide schools and districts with resources 
focused on meeting the needs of students, parents and 
families, teachers, and school leaders.

Below, please find information, resources, technical assistance, data, 
and reports on the New York State Education Department (NYSED) 
ESSA programs

Title I, Part A provides supplemental financial assistance to 
school districts/schools with a high percentage of children 
from low-income families, to provide all children a significant 
opportunity to receive a fair, equitable, high-quality education 
and to close educational achievement gaps.

The New York State Migrant Education Program establishes 
or improves programs of education, including support 
services, for migratory children and their families.
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Title	I,	Part	D provides	supplemental	educational/transitional	services	to	
students	in	residential	facilities	across	New	York	State.

Title	II,	Part	A is	designed	to	advance	excellence	in	teaching	and	learning	and	to	
promote	equity	in	educational	opportunity	throughout	the	State.

Title	III is	designed	to	enable	English	Language	Learners/Multilingual	Learners	
and	Immigrant	Students	to	develop	English	language	proficiency,	as	well	as	
access	the	State’s	challenging	academic	standards,	through	the	provision	of	high-
quality	instruction	and	support.

Title	IV,	Part	A provides	supplemental	funding	to	help	provide	students	with	a	
well-rounded	education,	improve	school	conditions	and	improve	the	use	of	
technology.

Title V, Part B provides additional resources to assist rural districts in meeting 

state definitions for the New York State Accountability System.

Title	IX,	Part	A	(the	McKinney-Vento	Act) provides	support	to	ensure	that	
homeless	children	and	youth	have	equal	access	to	the	same	free,	
appropriate,	public	education;	including	a	public	preschool	education,	with	
the	opportunity	to	meet	the	same	challenging	state	content	and	student	
performance	standards.

NYSED's guidance	on	equitable	services	for	nonpublic	schools is	intended	to	
assist	LEAs	and	other	entities	receiving	federal	financial	assistance	to	fulfill	
their	consultation	obligations	under	ESSA	to	provide	equitable	services	to	
eligible	private	school	students,	teachers,	and	other	educational	personnel,	
and,	under	some	programs,	to	parents.
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A positive school climate promotes school safety, student self-esteem, emotional well-

being, mental health, and lower incidences of substance abuse, student absenteeism, and 

suspensions. The New York State Education Department (NYSED) continues to promote 

initiatives to foster student engagement and thereby increase student achievement, safety, 

and wellness. Efforts will be expanded to provide capacity-building guidance; strategies; 

best-practice resources; and professional development for school administrators, 

instructional staff, and non-instructional staff in the following areas to advance these 

initiatives.

•Dignity for All Students Act

•Social Emotional Learning

•Mental Health Education

•Trauma Sensitive Schools

•Restorative Practices and Reducing Exclusionary Discipline

•School Climate Survey Pilot

•NYSED	is	committed	to	making	data	available	and	easy	to	use.	Our public	data	
website provides	data	on	high	school	graduation	rates,	grades	3-8	test	scores,	and	school	
report	cards.



130 

 

 
 

 
 

  

The	standards	are:
Research- and	evidence-based.		
Clear,	understandable,	and	consistent.
Aligned	with	college	and	career	expectations.
Based	on	rigorous	content	and	application	of	knowledge	
through	higher-order	thinking	skills.
Built	upon	the	strengths	and	lessons	of	current	state	
standards.
Informed	by	other	top	performing	countries	in	order	to	
prepare	all	students	for	success	in	our	global	economy	
and	society.
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Appendix B: Interview Protocol 

I asked the following questions during the semistructured interviews: 

1. Tell me about the barriers to teaching a new language. 

2. Tell me how you teach ELL students. 

3. Tell me about your experiences teaching ELL students. 

4. Tell me about the curriculum you use to teach ELL students. 

5. What specific instructional strategies do you use to teach ELL students?  

6. What do you feel is your greatest challenge to teach ELL students? 

7. What is your perception on teaching ELL students? 

8. What is your perception of the barriers when teaching ELL students?  
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Appendix C: Professional Development Evaluation 

Professional Development Evaluation 

 

Participant’s Name (optional): _____________________Date: ________________ 

Name of Facilitator(s):  _______________________________________________ 

 

A. Please indicate your agreement with each of the following statement by placing a 

checkmark (√) on the appropriate box: 

 

 

 

 

 

 

B. Please write your statement to answer the following questions: 

 

How do you feel about the overall quality of this professional development? 

 

 

What impact will the content of this professional development have on your 

work? 
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