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“Adolescents entering the adult world in the 21st century will read and write more than at any other time in human history. They will need advanced levels of literacy to perform their jobs, run their households, act as citizens, and conduct their personal lives. They will need literacy to cope with the flood of information they will find everywhere they turn. They will need literacy to feed their imaginations so they can create the world of the future. In a complex and sometimes even dangerous world, their ability to read will be crucial. Continual instruction beyond the early grades is needed.” – International Reading Organization, 1999
http://ira.org/resources/issues/positions_adolescent.html
“While great attention has been paid to increasing early childhood education opportunities and reaching the national goal of making sure every child can read by the third grade, little has been done to confront the real and growing problem: Hundreds of thousands of high school students can barely read on the eve of their high school graduation…Less than 75 percent of all eighth graders graduate from high school in five years, and in urban schools these rates dip below 50 percent. We believe that the great promise that no child will be left behind should not be limited to just the children in America’s elementary schools… [but should also] include adolescents who continue to struggle to meet high standards or, worse, simply give up and leave school without a high school diploma. Approximately 25 percent of all high school students read at “below basic” levels. Affecting more than their achievement in English and language arts classes, low literacy levels also prevent students from mastering content in other subjects. The problem is exacerbated by the fact that many teachers in schools serving large numbers of low-performing students are neither trained to teach reading nor well-qualified in the subject they teach.” (Joftus, 2002, Alliance for Excellent Education)

This chapter addresses the challenges facing immigrant students as they make the transition to schooling in the United States and the qualities of schools and instructional approaches that assist them most effectively. Due in part to the struggles that many immigrant students have in graduating from high school, we place particular emphasis in this chapter on the education of students of secondary school age. The older the students, the greater their difficulty in catching up with their peers and graduating from high school. Immigrant students can succeed in school if (1) they are immersed in academic content and strong literacy practices that are presented in interesting, understandable ways; (2) they are integrated into the school’s social and academic life; and (3) they have coaching and support from teachers who understand second language acquisition and are committed to the success of their students. In this chapter we describe instructional and assessment strategies intended to develop students’ language and literacy skills and to make academic content challenging, interesting, and accessible. These strategies represent excellent educational practice for all students. We also describe important qualities of a professional development system that will support teachers who use these strategies in their classes.
Unstable Learning:
The Effects of Immigration on Education

The United States is experiencing an unprecedented wave of immigration, with people from every continent joining an already diverse population. In 2004, the number of foreign-born in the U.S. reached a record 34.2 million people, or about 11.9 percent of the total U.S. population. School-age children make up a large part of this population; in 2000, almost 20 percent of the 58 million students in grades PreK-12 were children of immigrants (Capps, Fix, Murray, Ost, Passel & Herwantoro, 2005). 
Public schools are at the heart of efforts to incorporate these immigrants into U.S. society, and the number of immigrant students grows rapidly. The diversity of these newcomers, the complexity of their needs, and the swiftness and magnitude of change require new programs, materials, and approaches. And these swift changes demand teachers who are knowledgeable, responsive, and prepared to work with students of diverse language, educational, and cultural backgrounds.

The Immigrant Population

Children who speak a language other than English, many of whom are immigrants, are the fastest-growing segment of the U.S. school-age population. Figure 3.1 shows the definitions of the terms used in this chapter to describe immigrant student populations. Between 2000 and 2004, the number of PreK-12 students designated as limited-English proficient (LEP) increased by 46 percent in grades PreK-5 and by 64 percent in 6-12 (Capps et al, 2005).  In 2003-2004, there were 4.3 million LEP students reported by states in the United States (Padolsky, 2005). Some of these students speak no English at all, and some have limited prior schooling. Most English language learners (ELLs) are not immigrants but were born in the United States: 77 percent of PreK-5 students and 56 percent of  ELLs in grades 6-12 are second or third generation citizens (U.S. Census of Population and Housing, 1 percent PUMS, 2000) and are sometimes referred to as “Generation 1.5” (see McKay & Wong, 2000; Park, 1999; and Figure 3.2 for more information about what has been referred to as “Generation 1.5” students] . 
ELL students live primarily in the western United States, in urban areas, and in large school districts. California, New York, and Texas enroll the majority of ELLs, but other states are experiencing large percentages of emerging ELL populations: Nevada and Nebraska have both seen a 350 percent increase in ELL elementary school populations, and states like South Dakota, Georgia, Arkansas, and Oregon are not far behind (Capps et al, 2005). Forty-three percent of all public school teachers have at least one ELL student in their classes (Zehler, Fleischman, Hopstock, Stephenson, Pendzick, & Sapru, 2003). 

This wave of immigration shows no signs of abating; demographers project that there will be 42 to 43 million immigrants, or about 13.5 percent of the total population, living in the United States by 2010 (Capps et al, 2005). Furthermore, the situation is far from static. The number of immigrants in a school district, and the languages and cultures they represent, can vary dramatically from year to year. Increasingly, immigrant students are settling in communities that do not have the social and educational infrastructures in place to meet their needs; others find themselves in already highly populated immigrant areas that have taken a heavy toll on the available community resources.   
The majority of immigrant students enter school at the elementary school level. Fifty-three percent of ELLs are enrolled in grades K-4, 26 percent in grades 5-8, and 20 percent in grades 9-12 (Zehler et al, 2003). These students represent more than 100 different language groups, but the majority, three out of every four students, speaks Spanish (Capps et al, 2005). However, the overwhelming majority of public school teachers are white, middle class, English speaking women. Thus, increasingly, teachers do not share the language, culture, or national background of their students (see Figure 3.3).

Challenges Facing Immigrant Students

All immigrant students face the challenge of learning English well enough to participate fully in an English-speaking world. They also face the pressure of learning academic subjects before they are fully proficient in English. The U.S. Supreme Court—in Lau v. Nichols (1974) and the Civil Rights Act of 1964—addressed this problem, defining the school’s obligation to take affirmative steps to overcome immigrant students’ language barriers and provide access to education.

Specifically, immigrant children need to learn not only social English, but also the academic English required to participate in school successfully (Cummins, 1979; Teachers of English to Speakers of Other Languages, 1997). They must learn to read in English; comprehend academic discourse; write coherently; and speak and produce English at cognitively complex, academic, abstract levels. And they need to do so quickly. Depending on the strength of students’ language development in their native tongue, developing a mastery of academic English can take from four to seven years (Collier, 1989; Hakuta, Butler, & Witt, 2000). 
While they are becoming able to participate fully in instruction presented in English, immigrant students need a comprehensive, comprehensible means of learning academic subjects. And they often need an accelerated curriculum to catch up with their English-speaking peers, whose progress is a moving target. Each year, native English speakers improve both in English and academic content knowledge. To catch up, immigrants have to make more than a year’s progress each year.

From 4th grade on, when the school’s academic and cognitive demands begin to increase rapidly, students with little or no academic and cognitive development in their first language do less and less well. Catching up, and maintaining gains, becomes increasingly difficult as the curriculum becomes more challenging. High stakes assessments in grades K-12, which determine student promotion and graduation regardless of English proficiency, can also challenge ELL students – particularly those who are required to pass a high school exit exam to receive a high school diploma (Abedi, 2004; Ruiz de Velasco & Fix, 2002). Nineteen states currently require exit exams for high school graduation, and seven others are planning to implement an exit exam by 2012. The initial pass rates on math and reading/language arts exit exams are often much lower for ELLs than for native English speakers, often lagging 30 percentage points or more behind (Center on Education Policy [CEP], 2005b). 
Consequently, graduation rates for many ELL and minority populations fall behind those of native speakers and Whites. Although graduation rates are often calculated using different methods, one source found that 75% of Whites, 53% of Hispanics, 51% of Native Americans, and 50% of Blacks graduated from high school in 2001. In districts with a 9% or higher population of ELLs, the overall graduation rate was only 60% (Orfield, Losen, Wald, & Swanson, 2004). Percentages of “college ready” students, defined as those who graduated from high school, had basic literacy skills, and took the minimal required high school courses for admission in postsecondary education, were even lower:  40% of Whites, 23% of Blacks, and 20% of Hispanics were defined as such (Alliance for Excellent Education, 2005a). 
Certain provisions of the No Child Left Behind Act (NCLB) of 2001 are intended to improve the education and opportunities for success for ELL children, such as holding states accountable for providing services, curricula, qualified teachers, and assessments that support ELLs (CEP, 2005a). Other NCLB requirements may prove to be more detrimental to ELLs. This includes an emphasis on testing and accountability measures that penalize low performing schools that often, by geographic segregation, have large populations of ELL students who also fall under NCLB-regulated minority and low-income categories. The degree of concentration of these students, and accompanying challenges, is high: One study found that nearly 70 percent of ELLs are enrolled in 10 percent of elementary schools (Consentino de Cohen, Deterding, & Clewell, 2005).
Personal and Social Challenges 

ELL students are tremendously diverse, with differing national backgrounds, languages, cultures, schooling experiences, and reasons for immigration (Zehler et al, 2003). Some come from rural, isolated parts of the world; others, from urban, industrialized areas. Some fled wars and political repression; others came to join family members or seek work in the United States (United Nations Population Fund, 2003). Although the majority of ELL children are, unlike their parents, born in the United States, the strain of issues related to language, culture, and their parents’ possible lack of legal documentation can result in further difficulties (Van Hook, Bean, & Passel, 2005). All must adjust to a new culture and language, but the size of the gaps they must bridge, the resources they bring, and their success in making the transition differ enormously. Some immigrant students achieve at high levels, adapt quickly, and learn English well; others do not. Some are far more at risk of school failure than others. Understanding the factors that place students at risk helps educators recognize when extra support is necessary. The issues that particular groups of immigrant students face include the following (from Olsen & Chen, 1988):

• Living in Transnational Families. Many immigrants, especially those from Mexico and the Caribbean, maintain a binational life and sustain strong relationships on both sides of the U.S. border. For students, however, moving between countries can result in missed curriculum, loss of credits, and attendance problems, unless the school aligns its calendar with migration patterns, provides independent study options, offers partial credit, or provides other support.

• Acculturating. Immigrant students arrive in the United States with a variety of backgrounds. The shock of entering a new culture and making a place for oneself is a daunting task. Many young people must choose between cultures, which can create deep identity crises. The process of acculturation often involves painful decisions about what to save or sacrifice, what to adopt or reject (Aronowitz, 1984). Rifts can open within families as youth become “Americanized” and reject their family ways. Tension can erupt at school, too, as immigrant children seek to maintain key parts of their traditional or cultural identities. Few students find within their families or schools a strongly supported middle ground—where they can be bicultural and bilingual and not have to give up a part of themselves to become a part of the U.S. culture.

• Arriving as an Adolescent. Young children often have an easier time than older ones in making the transition to a new land. Some go directly to work and never enroll in school (Cornelius & Rumba, 1995). Those who do enroll must leap from one school system and curriculum to another. Those with solid schooling in their native land have greater success in U.S. schools. Unfortunately, the number of immigrants arriving in secondary schools with little prior schooling and little or no literacy in their home language is increasing (Zehler et al, 2003). For these students, accelerated basic literacy instruction is necessary, though few secondary schools are prepared to provide it. 

• Learning a New, Very Different System. Immigrant students have an immediate need to learn how U.S. schools work. Bells ring, and people change rooms; lunch is served in cafeterias; students store materials in lockers. More profound are the differences in teaching approaches, relationships between students and teachers, and school structure and expectations. Students in the United States are expected to participate in discussions and voice opinions. Tests do not determine their whole future. Teachers are often not accorded respect and authority. Immigrant students need support and orientation that their parents usually cannot provide. Instead, parents rely on their children to explain the system of schooling and to translate materials provided only in English.

• Recovering from Trauma. Some students arrive from war-torn nations or refugee camps, scarred by the disruptions and trauma of war, trauma that may have dispersed their families (Rumbaut, 1994). They may have had little or no schooling; they may well have suffered hunger and disease. Nightmares and violent memories haunt them, and many suffer from post-traumatic stress syndrome which is often largely undiagnosed and unrecognized. Resettled refugees in western countries are ten times more likely to suffer from post-traumatic stress syndrome than the general population (Fazel, Wheeler, & Danesh, 2005).
• Displacement within the United States. Similar to ELLs who arrive from other countries and are recovering from trauma are those students who have experienced trauma and stress due to crises and natural disasters in the United States, such as 2005’s Hurricanes Katrina and Rita (Batalova, 2005). U.S. Census (2000) records show 13,600 foreign-born children under the age of 18 living in the area affected by Katrina and 110,000 in the area affected by Rita. Disasters such as these can cause interrupted schooling, loss of official records and documents, greater unemployment and poverty, and separated families.
• Dealing with Isolation and Discrimination. In recent years, anti-immigrant sentiment has swept the United States. Many immigrants find they have entered a racially divided society. Immigrant students often encounter unwelcoming, sometimes hostile or violent attitudes at school. Hate crimes and anti-immigrant incidents are on the rise. This unsafe atmosphere seriously hampers immigrant students’ willingness to participate in school. Unfortunately, a common aspect of the immigrant experience is isolation and marginalization, the shame of being teased or ostracized for imperfect English and foreign ways. This isolation adds yet another barrier to acquiring English.

What Schools Can Do

Schools face a major challenge in responding to the needs of immigrant students, because most schools were designed (and most teachers prepared) for a more homogeneous reality. Studies have analyzed the characteristics of effective schools for immigrant and language-minority students (August & Hakuta, 1997; Berman et al., 1995; Carter & Chatfield, 1986; Council of Chief State School Officers, 2004; Garcia, 1988; Genesee, 1998; Genesee, Lindholm-Leary, Saunders, & Christian, 2006; Lucas, Henze, & Donato, 1990; Mace-Matluck, Alexander-Kasparik, & Queen, 1998; National Association of Secondary School Principals, 2005; Olsen & Mullen, 1990; Short & Boyson, 2004), and some schools boast innovative programs. But few schools have the capacity to deliver effective, comprehensive programs for immigrant students that support full participation in school, provide access to the entire curriculum and strong English-language development, and result in high achievement. Getting from where we are to where we need to be must begin with a vision of what a comprehensive program could include.

Comprehensive Programs 

A comprehensive approach to schooling provides both a strong academic program and a support structure to facilitate full student participation (August & Hakuta, 1997; Crandall, 1994; Duff, 2005; Lucas, 1997; Olsen & Mullen, 1990). The academic program includes customized learning environments for students with varying levels of English fluency and academic achievement. Articulation and coordination within and between schools is also strong. The curriculum incorporates a focus on English language and literacy development, is accompanied by pacing guides, and is aligned with state content standards and accountability systems (see California State Board of Education, 1999 for an example of state standards for English language learners). A curriculum balanced between basic and higher-order skills incorporates students’ native languages and cultures and offers opportunities for student-directed instruction (Garcia, 1988; Olsen & Mullen, 1990; Wong, Filmore, & Valadez, 1986). Teaching methodologies and curricula draw on students’ home and community cultures (Trumbull, Rothstein-Fisch, Greenfield, & Quiroz, 2001) to bridge the gap between home language and literacy experiences and those expected in school (Garcia, 1988; Heath, 1983).

A comprehensive program rests on a strong initial assessment process to ensure appropriate student placement and to inform classroom instruction. After assessment, teachers monitor student progress and provide feedback to enable students to move to new levels of curriculum as their fluency in English grows, using informal assessments such as observation, portfolios, competency checklists, rubrics, conferences, self-assessments, group projects, and questionnaires (Duff, 2005; Fisher, Frey, & Fehrenbacher, 2004a; Wiggins & McTighe, 1998). Common assessments and consensus scoring within academic departments not only provide opportunities for teacher professional development but also ensure that student progress is monitored locally and that instructional decisions are made in standardized, evidence-based ways (Fisher, Lapp, & Flood, 2005).
Full access to the curriculum is ensured through a combination of native language instruction, if possible and appropriate, and sheltered-content instruction in English. Teachers are well-prepared with strong training in the principles and practices of second-language acquisition (Echevarria, Vogt, & Short, 2004; Crandall, 1994; Zeichner, 1992). In providing a well-rounded, content-rich curriculum, schools may consider the benefits of block scheduling, an alternative to the traditional six- or seven-period school day. This method of scheduling has been found to result in more time spent on academic content and on task, a smaller teacher workload, less stress for teachers and students alike, better relationships among students and their teacher, more active participation in richer learning processes, and fewer interruptions (Alliance for Excellent Education, 2005b; Freeman, 2001; Olsen, Jaramillo, McCall-Perez, & White, 1999).
Finally, a comprehensive program provides extended time to allow students the extra support needed to learn English and academics simultaneously. Support services addressing war trauma, acculturation, orientation to a new culture and school system, and other challenges are either provided directly by the school or ensured through referral relationships with community agencies and organizations that can deliver such support bilingually and biculturally. After-school clubs, tutoring, and other extracurricular activities are available for those students who need extra help and who might not have a safe place to go when the school day is over. ELL parent nights and parent centers provide a place for caregivers to learn more about their children’s education or even take some ESL or parenting classes on their own. 
A supportive climate sets the tone for an educational program that promotes high achievement for all students. Research shows that a supportive school climate that helps ELLs succeed includes the following components (August & Hakuta, 1997; Lucas, Henze, & Donato, 1990; Olsen & Mullen 1990; Zeichner, 1992):

• Valuing students’ primary languages and cultures.

• Making high expectations concrete.

• Having school leaders who make the education of ELLs a high priority.

• Having school staff members committed to empowering ELLs through education.

• Enacting policies and programs that promote positive intergroup relations such as conflict resolution; community building; antiprejudice programs; and curriculum about scapegoating, racism, and exclusion.

• Building strong relationships to support parent and community involvement.

• Valuing diversity. 

Responsive Habits 

Immigration provides a constantly varying stream of cultures, languages, and national experiences; therefore, effective schools have found they cannot simply institute a good program and leave it alone. Instead, they build habits and mechanisms for responding to the continually changing mix of cultures and languages. Responsive schools have the following characteristics (Olsen & Jaramillo, 1999):

• They consciously and conscientiously build capacity to deliver an effective academic program by investing in sustained professional development in collaborative, inquiry-based, and individual formats. (See also Crandall, 1994; González & Darling-Hammond, 1997.)

• They internalize accountability for inclusion and access for immigrant students by creating data systems and processes that support ongoing analysis of data about immigrant student achievement, participation, and progress. These data become the basis for program improvement and new interventions.

• They recognize the importance of learning about immigrants’ cultures, experiences, and needs, and they build structures that support listening to and learning from immigrants.

• Their structures support optimal teaching and learning for immigrants, including time for teacher collaboration, reflection, data discussions, and inquiry.

• They create mechanisms that allow parents and advocates to come together, shaping a voice in the school and district on behalf of immigrant students.
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Teaching and Learning Strategies for Immigrant Students

While the number of immigrant students in U.S. schools continues to increase, the number of teachers from other countries and from non-English-language backgrounds is declining, as is the percentage of teachers who have special preparation for teaching ELLs. In 2001-2002, Zehler and colleagues found that 43 percent of public school teachers had ELLs in their classes, which is 3.5 times more than those teachers surveyed in 1991-1992; 60 percent of teachers with at least three ELL students received relevant training in the previous five years, but with only an average number of four training hours. Moreover, teachers in schools with high concentrations of ELL students are more likely to be new teachers, have less academic preparation, and hold provisional certification than those in schools with low ELL enrollment (Consentino de Cohen et al, 2005). Thus many of the four million ELLs in U.S. classrooms spend most of their day with teachers who have not been trained to work with them. 

Unless both preservice and inservice teacher education programs change, this situation is likely to become worse, since the greatest population growth in the United States is expected to be among Hispanics and Asians and Pacific Islanders. By 2050, the Hispanic population in the United States is expected to increase from 13% of the total population to 23 %; Asian and Pacific Islander from 4% to 10%. Demographics show that many of these students will not be native English speakers. (U.S. Census Bureau, 2001). 

Sustainable Professional Development
Teachers need to be prepared to provide instruction that reflects an understanding of (1) second-language acquisition and development, (2) integration of language and content instruction, and (3) cross-cultural communication (Crandall, 1994). Some states (California and Florida, for example) have changed their certification requirements to reflect changing school demographics and address these areas of need. Sixteen states currently require K-12 ESL teachers to pass the Praxis II: English to Speakers of Other Languages (ESOL) for certification (Educational Testing Service, 2005). Even where certification requirements have not changed, districts and schools have undertaken various approaches to provide professional development in these three areas. 
Professional development includes programs of peer observation, mentoring and coaching, teacher inquiry and research groups, and college courses. Effective professional development models are driven by student assessment data, teacher reflection and conversation, and a staff development team led by teachers from different academic departments. Teacher collaboration should not only be within departments, but also horizontal (across departments), and vertical (across grade levels). For any of these techniques to be effective, however, they must be long-term, site-based, teacher-designed and teacher-directed; programs must be designed to improve student learning, and must allow adequate time for teacher inquiry and reflection (Crandall, 1998; Darling-Hammond, 1996; Frey & Fisher, 2004a; González & Darling-Hammond, 1997; National Commission on Teaching and America’s Future, 1996). 

One way to ensure long-term commitment is to establish partnerships between universities and schools that simultaneously address needed changes in teacher preparation and inservice professional development through a professional development school or center. In the professional development school, teacher educators, experienced and novice teachers, administrators, and other stakeholders in public education work together to provide a program of teacher education, much of which is taught on site by teams of experienced teachers and university faculty members (Alliance for Excellent Education, 2005b; Crandall 1994, 1998; Fisher, 2001). 

Teacher candidates work alongside expert teachers, experiencing the reality of schools by spending more time in them than is now standard. In the process, teacher candidates provide schools with an additional, knowledgeable adult working in the classroom and help refresh potentially burnt-out teachers with their enthusiasm and new ideas. One result of this collaboration is that the gap between preservice and inservice teacher education and between theory and practice is partially bridged (Crandall, 1994, 1998; González & Darling-Hammond, 1997; Holmes Group, 1990). 

In one such partnership, an ESL/bilingual teacher education program provided a series of courses, workshops, and ongoing research and curriculum development that has helped to better prepare current teachers to work with their increasingly diverse student populations. In turn, these experienced teachers helped both the teacher education program and current graduate students develop a far better understanding of the challenges and strengths these students represent (Crandall, 1994, 1998). 

The following teaching and learning strategies are central to any program of professional development for teachers and other educators who seek to meet the needs of a multilingual, multicultural student population. Current pressures associated with a stronger emphasis on testing and accountability may make some teachers hesitant to incorporate strategies that don’t directly link to the bottom line: student outcomes on state tests and other national measures of progress. However, it is this comprehensive collection of strategies that support students academically, emotionally, and socially that will prepare students to meet the high expectations that schools are justifiably asking of them. Each strategy includes a rationale, followed by several classroom examples. References offer the opportunity for further exploration. Teacher names are pseudonyms.
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Strategy 3.1: Develop Basic Skills for Students with Limited Schooling. Teachers of students with limited or interrupted prior schooling use carefully planned lesson sequences to help students become accustomed to school and learn basic academic skills. These sequences build on students’ prior experiences, and to the extent possible, their first languages. 

Discussion

Increasing numbers of ELLs come from countries where political or economic upheaval limited their opportunities for schooling. Significant gaps in their education result (Crandall, Bernache, & Prager, 1998). Others come from rural areas that lacked the opportunity or even the need for literacy or formal schooling (Hamayan, 1994). 

Many students enter U.S. schools with limited prior education and literacy, as well as limited English proficiency. They face the double challenge of compensating for years of lost education as they try to learn English (Crandall, 1995; Crandall & Greenblatt, 1999). Even if they do speak English, they may speak it in a way that is substantially different from that expected in school. Students who arrive in elementary grades face some difficulty catching up to their peers, but the challenge facing secondary students is enormous, requiring many years of assistance by bilingual, ESL, and content-area teachers (Short & Boyson, 2004).

Like all newcomers to U.S. schools, these students need help in becoming accustomed to an educational environment that may differ greatly from what they left behind. Classrooms that encourage discussion, promote interaction with students of both genders, and allow some freedom for self-expression are likely to pose adjustment problems for any student used to classrooms with a dominant teacher who inflicts strict punishment and expects rote learning. 

For students with limited experience with schooling, the adjustment is even more difficult. They need to learn a complex set of policies and procedures, such as how to follow schedules and what is expected of them when they come to class. These students may be challenged by requirements as basic as having to be seated for long periods of time, bringing books and materials, and raising their hands to ask or answer questions. Students with no prior education or literacy experiences need to develop basic literacy skills, such as discriminating among letters and numbers and understanding sound and symbol correspondences, as well as small motor skills. Children with two or three years of education may have developed some of these skills, but may have limited exposure to print and little experience with reading and writing and the myriad uses of literacy that are expected in schools. Their exposure to the basic academic skills of sequencing, measuring, classifying, and comparing may be limited, as well.

Students with little prior schooling need sequenced literacy and academic instruction to enable them to move through the stages of English language, literacy, and academic development until they can participate in regular courses (Kamil, 2003). Ideally, they should first develop literacy and be introduced to the uses of reading and writing in their own language and then transfer these skills to English; doing so allows these new students to use their cognitive and oral-language resources as a basis for developing and understanding the uses of written language. If a classroom contains only a few students who speak the same language, or if appropriate materials or bilingual teachers are not available, then they may need to develop literacy in English first. Again, literacy in English takes more time and more steps than if literacy could be built on substantial oral-language development. 

Literacy learners need different instruction from that of ELLs who have substantial education in their own language. Placing literacy learners and those with limited schooling in beginning ESL classes with no special attention to their literacy and cognitive needs is not sufficient, as many of their peers have first-language literacy and academic knowledge on which to build. 

If limited numbers of these students prevent the formation of special first-language or ESL classes, then ESL and mainstream teachers need to explore ways to provide additional help. Peer tutoring, learning buddies, cooperative groups, or teacher aides can all help, as does the understanding that learning to be a student and developing basic literacy and academic skills takes time. Other students have acquired basic skills throughout their elementary education, an advantage that may have been denied to some immigrant students.

Literacy instruction need not be thought of as sterile instruction in basic skills. While it is important to teach letter formation, basic sound and symbol relationships, and left-to-right reading and writing skills, it is possible to do so within a framework that validates students’ prior experiences and uses them to develop more school-related knowledge and skills. A holistic approach to reading and writing, incorporating the teaching of basic skills where these become relevant, helps students see a role for reading and writing in their lives and makes literacy instruction both interesting and functional.

Time spent on drills and worksheets can cause boredom, especially among students who are new to formal schooling (Hamayan, 1994). Many ELLs come from cultures with strong traditions of story telling and oral history. Family histories, traditional stories, and rich personal experiences can provide a strong oral base on which to develop written language. 

Linking students’ life experiences to needed academic concepts and skills provides a sequence of instruction that can enable students to experience success, develop confidence, and make an easier transition to content-area classes. This takes time, however, and is likely to demand after-school or weekend tutoring, summer school, or additional years of high school, all of which are difficult for students who work to help provide family income. Strategies within classes can include the assistance of peer or cross-age tutors who share the students’ first language or who have participated in higher-level ESL classes.

Educators need to distinguish between students with delayed (though normal) literacy development and students with learning disabilities. The difference can be hard to assess initially, especially when students are experiencing separation from family and country, dependence on extended family or friends, frequent movement from one home to another, memories of traumatic experiences, or isolation in their new community. Over time, however, if a student is not recognizing and understanding sound and symbol relationships or has difficulty remembering vocabulary or concepts from one day to the next, an assessment for special education services may be necessary.

Classroom Examples

Ms. Thompson has taught only three years, but she is a masterful teacher of literacy learners. Her classes combine a predictable sequence of activities while fostering engagement and creativity. Her students keep journals, write stories about themselves and their families, and also focus on reading and writing conventions. 

Ms. Thompson begins each class with a whole-class warm-up, in which she establishes that each student has the necessary materials and supplies and is ready to learn. She also uses this time to engage in conversation with each student, finding out what he did over the weekend or the previous evening (which usually involves substantial time working outside the home, thus leaving limited time for homework) or talking about school events. Ms. Thompson ends each class with journal writing and a writing workshop. She requires students to have a class notebook organized into categories that correspond to the various phases of the class (Tate, 1997). 

The warm-up is often followed by the development of a language experience story, which the students dictate while Ms. Thompson records the words on the chalkboard (Allen & Allen, 1982; Dixon & Nessel, 1983; Taylor, 1993). The story may stem from something that students have talked about during the warm-up, a school event, a sequence of pictures, a short story or text that Ms. Thompson has read aloud, or something that happened in class. She draws out their experiences, writes vocabulary on the board, and makes mental notes of grammar or other items to work on later. 

Ms. Thompson may use a semantic web or another graphic organizer to capture students’ ideas and provide all students with access to the vocabulary that only some of them might know. She might ask students to work in pairs or small groups to fill out a storyboard identifying the setting, characters, and major events before trying to write a story together. Students build on that oral discussion as they dictate the story to Ms. Thompson. Together the students read what they have written and suggest changes. Ms. Thompson also offers suggestions, providing a more appropriate word or tense, often seizing the opportunity for a minilesson on some aspect of English vocabulary or structure. 
Students then copy the story into their notebooks; they may be asked to engage in additional writing, either at home or in the next class, perhaps adding an ending or describing a character. Ms. Thompson builds oral and written-language activities around these stories, focused on developing specific language skills. She might, for instance, give students a typed version of the story with key words omitted, listing them at the bottom for students to identify. Or she might develop vocabulary exercises such as word matching, fill-in-the-blank sentences, or synonyms and antonyms. She might focus on a specific aspect of spelling, perhaps encouraging students to find other words that exhibit the same spelling rule. She might also divide the story into sentences on strips and ask students to work in groups to put these sentences in an appropriate order. Eventually, she might ask them to try writing the story themselves, in their own words.

Students spend a great deal of time in this class writing. They write about themselves and their lives, their class, and their school. During writing time, they receive individual attention from Ms. Thompson or help one another to find appropriate vocabulary or verb forms. Their early writings may consist of collecting and labeling pictures and creating class bulletin boards or books. Or they might spend time illustrating a story they have heard in class and working in pairs to write captions. 

Over time, their stories become longer and culminate in an “autophotography” (Moran-Ender & Ender, 1995), an autobiography using both photographs and words. Each student uses an inexpensive camera to take pictures of families, friends, pets, home, job, or anything they feel helps to identify who they are. They use these pictures to write a story about themselves, which is reproduced for both the learning resource center and Ms. Thompson’s collection. Along with magazines and other reading materials, these books serve as readers that students may choose during periods of sustained silent reading or in developing ideas for their own writing.

Through their writing, students see the value of developing literacy and that serves to extend and reinforce literacy development. They come to understand that expressing oneself in writing is a process full of starts and stops; writing can be difficult and discouraging, but it can also be liberating. The students have the support of their teacher and each other in conferences and on review sheets. The review sheets begin simply by asking students to identify one thing they liked about their partner’s story, and then ask questions that help writers extend their writing and suggestions for revision (Peyton, Jones, Vincent, & Greenblatt, 1994). 

Students take turns using the computers, with priority given to those who are editing or in the final stages of publishing their work. Ms. Thompson finds that using computers encourages revisions and makes the task of writing less troublesome for students learning to read and write; it also reinforces alphabetization and supports reading and writing development. Students may illustrate their stories, produce a cover and title page, and even write a brief description of the author for the back cover. These activities build pride in students’ newly acquired literacy.

Dialogue journals are central to Ms. Thompson’s class. These written conversations between student and teacher offer private places where meaningful written dialogue can take place and students can receive immediate feedback on both their thoughts and their English (Peyton & Reed, 1990). In these journals, students are free to write about their concerns and their experiences, at whatever level they are able to or are comfortable with. Ms. Thompson responds to each journal, modeling appropriate English but never correcting the writing. Instead, she responds to thoughts, concerns, and questions, validating the importance of literacy in authentic communication. She provides something for students to read that is at their level of literacy and is interesting and important to them.

Resources
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Strategy 3.2: Organize Instruction Around Themes. Teachers use thematic units to integrate English language skills with academic concepts across the curriculum, allowing students to better synthesize the material presented to them.

Discussion

The importance of teaching reading and writing across the curriculum is now well established. When they help students perform experiments and write their findings in lab reports, science teachers are also writing and reading teachers. And mathematics teachers teach reading and writing when they ask students to read word problems and explain, in writing, how they solved them. Not surprisingly, recently established standards in the content areas now include communication standards involving writing as well as speaking, as students are unlikely to learn these skills in isolation, devoid of content. 

The need to integrate reading and writing into content-area instruction is even greater when students are learning English. Students cannot be prepared for the academic language skills required for content-area classes or assessments without integrating these tasks, texts, and tests into their English-language instruction. Furthermore, students are unlikely to learn academic English unless they are provided with meaningful contexts and content in which to do so (Crandall & Tucker, 1990; Kessler & Hayes, 1989). Using thematic units to complement regular classroom instruction allows learners of English the opportunity to integrate their language skills in a variety of content areas. Studying relevant, meaningful topics increases motivation and enhances learning.

The use of thematic units may be schoolwide (e.g., in middle schools, organized into instructional teams), or the units may be developed by pairs of teachers (e.g., social studies and ESL) for use within a single classroom on any grade level that integrates language and content instruction. Teachers can choose (sometimes with student input) interesting topics or themes around which to build activities that tie in the content to be taught with corresponding language items from the areas of listening, speaking, reading, and writing (Enright & McCloskey, 1988).

As one teacher wrote in a reflective journal, “The approach that seems to be most successful is the approach that gets the most out of a lesson by stretching it across the curriculum.” Thematic instruction helps students to see connections and relate what they are learning in one content area with that of another. Without thematic links, learning can seem fragmented and unrelated, especially for students who are new to U.S. classrooms.

The following steps are helpful in developing a thematic unit:

1. Identify a theme or topic.

2. Identify appropriate texts to use or adapt.

3. Identify needed language, especially new vocabulary.

4. Identify academic concept objectives.

5. Identify critical thinking and study skills objectives.

6. Develop activities that

  • Draw on students’ experiences.

  • Are relevant to students’ lives.

  • Are appropriate for a variety of learning styles.

  • Develop learning strategies (thinking and study skills).

  • Use a variety of grouping strategies.

  • Involve oral and written language.

7. Sequence activities.

8. If more than one teacher is involved, determine which teacher is responsible for each objective and activity. 

In an ideal thematic unit, all ways of learning are addressed: bodily-kinesthetic, spatial, linguistic, musical, logical-mathematical, and interpersonal (Gardner, 1993). The ideal unit also uses Gardner’s intrapersonal and natural intelligences to appeal to the learner. 

Classroom Examples

Mr. Garcia recognized that his students’ interest in the Winter Olympic Games could provide a unifying theme for an ESL and social studies unit. He began by asking students what they knew about Japan, webbing their responses and organizing them into categories for further investigation by student groups (e.g., food, homes, sports, government, and families). Students presented their findings and used the information in a writing assignment that mirrored the functional writing test that the state required for high school graduation. In this assignment, students wrote a letter describing what they had learned about Japan to their cousin, who had just won a trip to Nagano to attend the Olympics. 

During the two weeks of the Olympics, students added to their knowledge of Japan, filling the original web and keeping a tally of the medals that each country won. They also completed a daily chart of these medals and converted the information to line and bar graphs. They used these graphs and charts to help them learn English comparatives and superlatives, for example, better and best, more than and less than, worse and worst. 

Mr. Garcia brought in the daily newspaper for students to use in determining when their favorite sports would be televised. They used that information and the results to report on the events as journalists, completing a 5-W Chart—Who, What, When, Where, and Why (Chamot & O’Malley, 1994) and summarizing the event. As a culminating activity, students worked in cooperative groups to prepare Olympic posters, taking roles such as poster designer and computer title creator. Social studies, mathematics, art, and English-language skills were all integrated into the project, and it was used as a means of preparing for their science fair projects in the spring.

Environmental and social issues provide particularly rich possibilities for thematic instruction. One high school used the rain forest as the focus of instruction for all students for eight weeks. A middle school team focused on endangered species for a similar period. After reading Brother Eagle, Sister Sky (Jeffers, 1991, Dial Books), in which a Native American laments humans’ destruction of the environment, students worked in groups to investigate the status of specific animals, focusing on distribution, habitat, food, speed and mode of travel, interactions with humans, and causes of endangerment. The students used the five themes of geography—location, place, region, movement, and interaction with the environment—as the basis for their investigations. 

The middle school students presented their research results in a poster session, similar to what would be required in a science fair. They used latitude and longitude to allow others to locate specific places where the animals live, illustrated and identified specific landforms in the animals’ habitats, and explained why some animals are endangered. As a whole class, students brainstormed ways they might help reverse human destruction of the environment and move animals off the list of endangered species.

Even popcorn can unify concepts and language across the curriculum. Ms. Unger engaged her middle school students in a “Pop, Pop or Flop, Flop” unit that integrated mathematics, science, social studies, and language skills. To raise funds, students decided to sell popcorn. Ms. Unger suggested that they investigate which popcorn would provide the greatest return on investment and designed an experiment to compare various brands of popcorn. Students hypothesized that the most expensive popcorn would produce the fewest unpopped kernels. Each of her five classes tested one brand. They ran six trials for their brand, counting the number of kernels in a cup before popping and comparing that number with the number of unpopped kernels after popping, converting that to a percentage of popped corn, and then averaging the six trials. Each class contributed to a graph that enabled them to identify which popcorn produced the fewest unpopped kernels. To their surprise, the most expensive popcorn was not the best buy.

Other themes for secondary schools to use in integrating content and language instruction include immigration, nutrition, the solar system, the world family, themes from history, global issues, pollution, and peace.

Resources

Chamot & O’Malley, 1994; Crandall & Tucker, 1990; Enright & McCloskey, 1988; Gardner, 1993; Jeffers, 1991; Kessler & Hayes, 1989.

Strategy 3.3: Shelter Instruction in Content Classes. Teachers of content areas that are taught in English “shelter” their instruction by using sequences of tasks incorporating strategies designed to ensure that ELLs comprehend and master cognitively demanding subject matter. The teachers seek not only to make the content comprehensible to students, but also to expand their students’ capabilities in English. 
Discussion

Content classes designed for students who are acquiring English have been given several different names. The term “sheltered English” has been used frequently, most recently within the context of the Sheltered Instruction Observation Protocol (SIOP). The SIOP model is a research-based instructional approach to sheltering content for ELLs. The eight components of SIOP (lesson preparation, building background, comprehensible input, strategies, interaction, practice/application, lesson delivery, and review/assessment) are used by math, science, social studies, and other teachers to support content instruction for all ELLs, regardless of grade level or subject area (Echevarria & Short, 2004; Echevarria, Vogt & Short, 2004; Hudec & Short, 2002). Whatever name is used, these classes serve an important function in a comprehensive program for students learning English. 
Whenever possible, offering content classes in students’ primary language is the most efficient, direct means of ensuring students equal access to difficult content, especially for those students for whom even a sheltered content class would be incomprehensible. When there are not enough students of a single primary language, or when students reach an intermediate level of fluency in English, creating sheltered content classes that are taught in English makes perfect sense. Many of the strategies described in the sections that follow work equally well in native-language content classrooms, in English-language development classrooms, and in sheltered content classrooms. In fact, students benefit even more when teachers use a consistent array of strategies across content areas (Fisher, Frey, & Williams, 2002; Fisher & Frey, 2004).

Teachers of sheltered content classes need to master a repertoire of strategies to effectively teach a topic such as U.S. history, algebra, or biology in English to English learners who have been in the United States for less than two years (Jameson, 1999). “Scaffolding” is the term used most frequently to refer to the tasks that teachers design to support their students as they encounter new concepts and complex language (Bruner, 1986). Just as the name implies, scaffolds should be used as long as students need them. As students become more capable and autonomous, use of the scaffolds decreases. For example, graphic organizers (charts that organize information) of various types can help students understand confusing content. Once it is clear that the students have gained control over the concepts, the graphic organizers may not be necessary. 

While all students obviously profit from good instruction, what might be sufficient to enable a native English-speaking student to understand an idea may not provide a second-language learner with enough exposure or enough scaffolding to succeed. For example, a quick brainstorming session before starting a unit might be adequate for native English-speaking students in terms of assessing and activating prior knowledge. Second-language learners, on the other hand, usually need more investigation into what they know and do not know about the same topic. For these students, a brainstorming session might be followed by an anticipatory guide (see Strategy 3.6) and a journal entry on the topic. Each task approaches the topic from a slightly different perspective, giving students multiple opportunities to grapple with the ideas and language to be studied. 

Thoughtful teachers in sheltered content classes spend substantial time thinking about what to teach. Approaching topics from different perspectives, using multiple tasks to ensure comprehension and mastery, and providing students with the tools to learn how to learn—all require the teacher to filter out unimportant or extraneous pieces of the curriculum and to get to the most essential, substantial concepts (Wiggins & McTighe, 1998).

Teachers often feel uneasy at first about not “teaching the whole book.” Once they have successfully taught a sheltered class, however, they become advocates for teaching with depth rather than breadth—for all students. Teachers carefully examine their curriculum with an eye toward what their students need to know most. They concentrate on foundation concepts in their particular subject matter and ensure that they teach ideas that are critical to their students’ success. The following strategies outline different types of scaffolding that can help teachers organize effective sheltered lessons. Designing an individual sheltered lesson involves a complex orchestration of many elements. Teachers might ask themselves the following questions as they plan: 

• What will I do to assess and activate my students’ prior knowledge? Can I relate course content to their personal lives? 

• What are the big ideas, and how can I build my students’ conceptual frameworks so they can comprehend and work with these big ideas? 

• How will I incorporate explicit teaching of learning strategies into the lesson? How will these strategies promote my students’ metacognitive development so that, over time, they will become increasingly independent learners? 

• As I teach the lesson, how will I check for understanding and make sure the students are actively engaged? What kinds of pictures, graphics, and other contextual cues will help my students understand more? 

• What kind of task can I give students at the end of the lesson to offer them a chance to attack the material in new or different ways? 

• At the end of the lesson, how will we all assess the learning?

Classroom Examples

Mrs. Simons is a skilled teacher of sheltered content. Her primary responsibility is teaching literature to her advanced ESL students—the same literature that her students’ native English-speaking peers are studying. After five or six years, she has become adept at incorporating a wide range of tasks into her sheltered language arts lessons. She is sensitive to the fact that students need extra instructional supports—scaffolds—as they study difficult content. She is also keenly aware that most of her students will be studying in mainstream classrooms the following year, sitting next to native English speakers and expected to compete. Thus, she is committed to making sure that her students not only learn the content of the literature class, but also are as prepared as possible for all of their classes.

This week, Mrs. Simons and her students in 8th grade sheltered language arts are finishing the novel Dragonwings, by Laurence Yep (Harper &Row, 1975), the story of a young Chinese boy’s immigration to California at the turn of the century. Folders of student work related to the novel are on their desks. An examination of several folders shows the various kinds of scaffolds that Mrs. Simons has used to ensure that her students have understood the book. A reciprocal teaching chart and an active reading chart are stapled to the front of each student’s folders.

Right now, the students are working in groups of four, using reciprocal teaching to read four pages of the last chapter: One student reads a paragraph and summarizes it, another asks for clarification, the third asks two questions, and the fourth makes a prediction (Jones, Palincsar, Ogle, & Carr, 1987; Palincsar & Brown, 1984; Palincsar, David, & Brown, 1989). After each paragraph, the students change roles. 

The folders reveal that Mrs. Simons has used various tasks to assess and activate her students’ prior knowledge throughout the reading of the book. There are two anticipatory guides (see Strategy 3.6)—one on Chinese immigration and one on earthquakes—with follow-up activities to show changes in students’ ideas. Several journal topics relate the story to students’ personal lives, for example, “Write about when you, or a member of your family, came to this country.”

For several chapters of the book, the students have found important quotes, written them in a reading log, and responded to the quotes using the active reading chart. They have made several storyboards for other chapters, in which important events are summarized and related by using a graphic. All of these activities will lead to essays in which the students will write about whether the main character, Windrider, will fulfill his dream of becoming a dragon again. They must provide evidence from the story to support any claims. The folders show that the students already have experience with characterization through exercises in charting what Windrider says, what he does, what other characters say about him, and how the author describes him. Next to these direct quotes from the book, the students have written what this tells us about Windrider. It seems clear that, though the students’ English is far from perfect, they are engaged in studying and mastering difficult content. They complain a little about “having to write an essay,” but the complaints are tinged with pride. 
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Strategy 3.4: Use Instructional Behaviors That Promote Equity, Comprehension, and Active Participation. Teachers of second language learners understand the special role they play in delivering a stimulating and cognitively demanding, yet comprehensible, curriculum. They consciously teach in a way that actively engages all students in the content and provides rich cues to meaning through context; they may use a variety of strategies to check for understanding.
Discussion

Teaching cognitively demanding subject matter to students learning in a second language requires tremendous skill. Teachers develop a wide repertoire of behaviors that assist student comprehension. 

One effective strategy is to develop routines used in structuring the daily lesson and weekly plan. When students know the classroom routines, they are better able to tolerate ambiguities naturally encountered in learning a new language. If students know, for example, that the routine for the beginning of class every Monday, Wednesday, and Friday is journal writing, and they know the routine for checking the overhead to see the topic and the routine for passing out and collecting the journals, then they are able to concentrate on getting their thoughts on paper. 

Increasing wait time (the time the teacher waits between asking a question and getting a response) gives second-language learners the extra time they sometimes need to construct a response in English. When teachers increase their wait time from five to seven seconds, they see student responses grow longer, a wider variety of students participating in discussions, and even an increase in student questioning. 

In sheltered content and ESL classrooms, teachers need to be sensitive to the range of language proficiency levels. For students in the earlier stages of acquiring English, focusing on the meaning of their contributions rather than on grammatical accuracy lowers anxiety. When the teacher repeats, rephrases, and uses many examples throughout instruction, students understand more. 

Teachers who call on all students in a systematic way know that this practice raises performance, especially of students who are considered low achievers. Attention to how students are seated in the classroom and in cooperative groups can also reap benefits (Johnson & Johnson, 1987; Johnson, Johnson, & Holubec, 1993; Kagan, 1994; Slavin, 1989-90, 1990; see Strategy 3.5). Teachers who promote equity in the classroom carefully plan cooperative groups and other activities so that “low status” students have equal opportunities to perform “high status” jobs. 

Skillful teachers of sheltered content employ a variety of methods to check for comprehension. A simple “thumbs up, thumbs down” (indicating “Yes,” “No,” “I understand,” or “I don’t understand”) gives the teacher immediate feedback. Using visuals, pictures, body language, snips of video, graphics, and models provides a rich, contextualized experience and greatly increases the possibility of student understanding. 

Finally, the best teachers model everything for students, including procedures and processes. They show students, step-by-step, how to accomplish a task, including what each step looks and sounds like. They also teach and model how to ask for clarification if students don’t understand. A teacher might even post possible clarification statements on the wall for students to see and use: “I need help with _________, please.” “I don’t understand this word (or sentence or paragraph).” “I am confused about __________.” 

Classroom Examples

Watching Mr. Jimenez and his students at work is a joy. As the students enter, the procedures for free voluntary reading are displayed on the overhead. The students get their books, sit down, and are reading when the bell rings. When the 15-minute reading period concludes, Mr. Jimenez moves to instruction. He is teaching the class how to use a compare and contrast chart. He speaks in a natural way and at an even pace, but his speech is sprinkled with such phrases as, “Let me say that another way” and “Compare means to show how things are the same” (and “how things are equal” and “how things are similar”). Mr. Jimenez not only uses extensive paraphrasing and rephrasing in his instruction, he also repeats key words and phrases that are crucial to understanding. Several times he repeats the phrase, “Contrast means to show how things are different.”

Each student is assigned a number, which is written on a small card and placed in a box. Mr. Jimenez randomly draws numbers as a means of calling on students, but he also appears to target several who are not his top students. He consciously selects students who are struggling in class so that they have equal opportunities to respond. His questions are a mix of lower- and higher-order questions. Some center on ensuring that students are “with him” in the instruction, such as, “What does the word contrast mean?” Other questions ask students to think in new ways and to stretch their understanding of the topic: “What two characters in the story we’re reading would make an interesting compare and contrast diagram? Why?” Or “When would this not be a good chart to use?”

Mr. Jimenez uses wait time to good effect. He understands the value of giving second-language learners extra time to construct an answer in their heads before responding. He tells everyone to think before answering, and he waits many seconds before calling on a student. He checks frequently for comprehension, asking students to respond nonverbally to such questions as, “Contrast means to show how things are different. Show me thumbs up if you say yes, thumbs down if you say no.” Mr. Jimenez models explicitly how to fill out the first two parts of the compare and contrast chart. He says, for instance, “This is how I think about a comparison,” or “This is not a comparison.” And then he explains why. When the students move to work in preassigned pairs to complete the task, Mr. Jimenez refers to a poster on the wall that spells out the norms for working in pairs, asking several students to say what each pair should do and why. 
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Strategy 3.5: Use Cooperative Learning. Teachers use cooperative learning strategies to encourage interaction and interethnic tolerance and acceptance among students of different ethnic groups. Cooperative learning enables students with different degrees of proficiency in English language and literacy, as well as academic knowledge and skills, to work together on tasks and projects and to contribute to each other’s learning.
Discussion

All classrooms are heterogeneous in nature, with students having different backgrounds, expectations, strengths, and needs. But when students are from different countries and speak many different languages, the degree of heterogeneity increases dramatically. Students who have lived for years in African refugee camps join those whose entire lives have been spent in a large Asian city; rural Haitian or Jamaican children who have attended school sporadically join Russian or Chilean children with extensive education. In other instances, students whose families have fought one another sit next to each other, as do members of rival gangs, and students accustomed to wearing modest clothing in segregated classes are placed in mixed-gender classes, where some students wear shorts or other revealing clothes. Factor in differences in English-language proficiency, academic backgrounds and expectations, and socioeconomic status, and the mixture can be volatile. These differences, however, can also be the source of rich educational experiences, if students can be helped to work together and learn from each other.

Cooperative learning offers one means of having students learn from and help each other (Crandall, 1999). In cooperative activities, small groups of heterogeneous students work together to accomplish tasks and share rewards. When teachers structure these groups carefully, students from dramatically different backgrounds can maximize their strengths while learning from others. Each member of the group plays an important role. For example, a self-confident student who likes to talk in class may be given the role of reporting the group’s accomplishments, while a quiet student who is a good reader might be responsible for leading the group through the assigned reading. Students with limited English proficiency may take on the roles of timekeeper or illustrator.

Cooperative learning promotes positive social interaction and communication, builds teamwork and a sense of community in the classroom, provides multiple opportunities for students to rehearse their contributions and receive feedback from peers before giving a presentation to the teacher or the whole class, and allows everyone to be both a teacher and a learner (Johnson & Johnson, 1987; Johnson, Johnson, & Holubec, 1993; Kagan, 1994; Slavin, 1990). Peer teaching helps students develop a deeper understanding of content and enables them to learn from others. As Tighe (1971, p. 23) states, “Real learning . . . is not a solitary task. One person cannot be expected to discover five different interpretations of a piece of literature. But five people can. This is where the real dialogue begins. Each student can examine his ideas in relationship to those of his peer group.”

Cooperative learning has been found to do the following:

• Reduce anxiety by giving students time to practice and learn from each other in small groups.

• Increase motivation and promote authentic use of English as students communicate with each other to complete their tasks.

• Provide more opportunities for students to listen to and speak than is possible in teacher-centered classrooms.

• Allow students to receive support from and provide support to others in attempting to understand new concepts or differing points of view.

• Increase students’ self-confidence and sense of self-worth as they view themselves as valuable members of their team.

• Offer opportunities for students to develop cross-cultural understanding, respect, and friendships (Crandall & Tucker 1990; Crandall, 1999; Jacob, Rottenberg, Patrick, & Wheeler, 1996; Johnson, Johnson, & Holubec, 1993; Kagan, 1994; Slavin, 1990). 

Sometimes teachers must assign students to groups on the basis of their strengths and needs; at other times, groups can be formed randomly. When groups do not work out, reassignment of some students may be necessary, and students who prefer to work individually may need time to adjust to group efforts. But cooperative learning can benefit all students: those who are academically successful, those who have more difficulty, those who are English-speaking, those who are just learning the language, those who are outgoing, and those who are less so. It addresses different learning styles while helping students become comfortable with new ones. And it can help students develop much-needed autonomy as learners.

Among the many cooperative activities available, some of the most effective for multiethnic and multilingual classes are think/pair/share, jigsaw, roundtable or round robin, and numbered heads together. 

Classroom Examples

Mr. Li’s biology class brings together 36 students from diverse backgrounds, many of whom are still enrolled in ESL classes. Some of these students have substantial prior education; others have much less. Some of them clearly enjoy science; others do not. Mr. Li recognizes this diversity and organizes his course around thematic units that he hopes will motivate and interest students by focusing on issues relevant to youngsters’ lives. 

One unit centers on the rain forest and its potential destruction. Selecting a variety of readings that might interest different students, Mr. Li divides students into groups of four, each group responsible for teaching the rest of the class about their particular article. Each group reads and discusses the article and then answers a set of questions. 

Mr. Li circulates among the groups to answer questions and stimulate discussion. When the students are comfortable explaining the article to the other members of their group, students return to the whole class to teach their peers. Mr. Li uses this jigsaw reading technique frequently, assigning shorter and less difficult articles and chapter sections to students with limited reading or English skills, and complex articles to those students prepared to read them. He finds that this approach helps students to think through and understand smaller portions of material. When students are responsible for reading an entire chapter, they may feel overwhelmed and either give up or resort to reading without understanding. 

Sometimes Mr. Li checks to see how well students have taught each other by asking a group to answer questions about the article read by another group to build a sense of responsibility among students to make sure that they and their peers truly understand the material.

To introduce a new history chapter to her middle school students, Ms. Patterson asks them to write down what they know about that era and then to share it with a partner. After the two have shared, she asks them to join another pair of students, and together they combine what they know and develop a list of questions to be answered. This think/pair/share activity allows students to learn from each other in a nonthreatening way; it also establishes the beginnings of a set of objectives for the next unit. Ms. Patterson may use a K-W-L graphic organizer, in which students record what they know, what they want to learn, and then later, what they have learned in the unit. 

Ms. Ramirez, who teaches a sheltered chemistry course to ELLs at various levels of proficiency, groups her students by language background and encourages them to help each other using their common primary language when necessary. Her class focuses on chemistry in the community, helping students to see the value of chemistry in dealing with community issues and problems. When students first arrive in class, they find a sign on the door warning them not to drink the water. They spend the next few weeks trying to find the source of the problem. As they learn the scientific method, they work in small groups to create bilingual posters illustrating their findings. Sometimes Ms. Ramirez has the help of a graduate student who is preparing to become an ESL teacher; at other times, she has a bilingual student aide. Even when she is alone, however, she finds that students help and learn from each other through their cooperative tasks. 

Before a new unit, and again after the unit when students are preparing for the test, Ms. Ramirez uses a version of roundtable or round robin, assigning students to small groups and asking everyone to contribute to the overall task. For example, prior to a unit on petroleum, she asks students to identify as many sources of energy as possible. Each group passes a piece of paper and a pencil to its members until all ideas are exhausted. Then they share their ideas with the other groups while Ms. Ramirez writes a master list on the board. 

Mr. Winter routinely assigns students in his ESL class to form teams for project work, bringing in topics and concepts from across the curriculum. Sometimes he places students who share a common language in the same group, so that they can use both languages in their projects. At other times, he requires all members of a group to use English to communicate. Students function as reader, recorder (writer), facilitator, timekeeper, materials organizer, reporter and speaker, or illustrator as they produce country reports, career posters, or science projects. After groups have been together for some time, he changes assignments to encourage a greater sense of community in the class and enable students to learn from a larger number of peers. Mr. Winter reports that cooperative group work has helped students from different ethnic groups recognize that they have things in common and can become friends.

Resources

Crandall, 1999; Crandall & Tucker, 1990; Jacob, Rottenberg, Patrick, & Wheeler, 1996; Johnson & Johnson, 1987; Johnson, Johnson, & Holubec, 1993; Kagan, 1994; Slavin, 1990; Tighe, 1971. 

Strategy 3.6: Assess and Activate Students’ Prior Knowledge and Relate Lesson Content to Their Personal Lives and Experiences. Teachers understand the power of attaching new learning to prior learning; therefore, they systematically find out what their students already know. Though students differ in what they bring to each new learning situation, all students come with large stores of information waiting to be tapped and developed. Strategic use of tasks that assess and activate students’ prior knowledge can greatly enhance the possibility that students will understand and remember the lesson.

Discussion

The work that teachers do with students at the beginning of a lesson can reap many benefits for everyone in the class. Tasks designed to assess and activate students’ prior knowledge can serve many purposes. A well-designed task can show teachers immediately what their students know or don’t know about a topic. Other tasks provide immediate links to the theme or topic by showing students that what they’re studying connects directly to their own lives, thus establishing personal relevance and interest. 

Teachers can ask themselves a series of questions before they decide which activity or task to use:

• What prior student knowledge do I want to try to activate that ties to the content most directly or powerfully? 

• How can I show my students explicitly how the activity links to the theme or content? 

• How can I show my students that they can use what they already know to understand something new? 

• How can I best elicit my students’ opinions, thoughts, or ideas about what they already know? 

• What experiences can I provide for my students that will allow them to see and feel that what we are studying connects to their personal lives? 

Most teachers have a repertoire of tasks for finding out what students already know. A journal activity allows students to write about personal topics that relate to something soon to be studied, for example: “Write about a time when you moved and had to leave something behind.” As another example, brainstorming can be done in many ways, from a standard list format to more complicated semantic webbing. The K-W-L format (Chamot & O’Malley, 1994) provides a structured way for students to chart what they already know about a topic (K), what they want to know (W), and then, at the end of the lesson, what they learned (L). 

Students who are second-language learners can profit from the use of not just one, but several, activities that allow them to uncover what they already know about a topic and see how it relates to their own lives, before they begin to study the lesson content.

Classroom Examples

One valuable task designed to assess and activate prior knowledge is an anticipation and prediction guide, also known as an anticipatory guide (Chamot & O’Malley, 1994). Anticipatory guides are especially valuable tools for science teachers as they can reveal students’ scientific misconceptions. Teachers can then structure their lesson so that students experience the scientific phenomena in a new way, giving them a chance to confront their misconceptions and restructure their thinking (Bruer, 1993). 

In constructing an anticipatory guide, teachers select key concepts (or a key reading passage) and then create a short series of true or false statements encompassing the ideas they want the class to consider. The students respond to each statement individually, in pairs, or in groups. At this point, the teacher tells students that they don’t need to know the correct answer—they should just make their best guess—but that they’ll be responsible for knowing the correct answer by the end of the lesson. 

Anticipatory guides are an effective addition to a language arts or literature class, before reading a story or studying a unit. Here the goal of the guide is to enable students to interact personally with the ideas or values expressed. In this version, there is no correct response, for students are dealing with individual feelings. For example, before studying a thematic unit on courage, students might be asked to respond with “yes” or “no” to the following statements or ideas they’ll encounters in the readings:

• It is important to act brave even if you don’t feel brave.

• Physical courage is more important than moral courage.

• I have acted courageously at least once in my life.

• A person always knows what courage is when he or she sees it.

• A person can learn to have courage.

The teacher may ask students to periodically review their responses to the anticipatory guides as they progress through the unit, or to repeat the exercise at the end to see if their ideas have changed. In that case, students might be asked to supply evidence from the text that convinced them either to change their mind or to stick with their initial response.

Students in a physics class for second-language learners were given the anticipatory guide in Figure 3.4 prior to studying Newton’s Third Law. The teacher systematically assesses his students’ prior knowledge and possible misconceptions through the use of anticipatory guides. A key to understanding is in the “Later” activity at the end of the lesson, in which students are asked to examine their prior beliefs by redoing the anticipatory guide and explaining why their first answer was either right or wrong. 

Resources

Bruer, 1993; Chamot & O’Malley, 1994.

Strategy 3.7: Build Conceptual Frameworks for New Knowledge. Teachers employ various methods to ensure that students see how ideas or concepts relate to one another or how they fit into the larger picture. Seeing the relationship among concepts helps students grasp the major concepts and ideas more quickly and efficiently and develop well-structured mental pictures related to the content they are studying.
Discussion

For many students, especially those working in their second language, the content presented from lesson to lesson, unit to unit, or class to class often seems unconnected, unrelated, or even irrelevant. Students can sometimes repeat facts from U.S. history, earth science, or 7th grade language arts, but only rarely can they chart major historical trends and show how they are related, or explain how the study of the Earth’s surface connects to the study of the moon and the solar system, or compare and contrast two characters in a novel. 

Schemas are interpretive frames that allow us to make sense of information by relating it to previous experiences (Schank & Abelson, 1977). Providing students with graphic organizers such as a story map (Figure 3.5) that explicitly displays the different chunks of information to be studied helps alleviate the anxiety students naturally feel when they encounter new material in their second language. 

Using a plot map (or story map; Figure 3.5) repeatedly while studying various short stories or novels provides a schema for the study of literature. All fiction is built by using characters, setting, and dialogue in a series of events or conflicts leading to some sort of resolution. The use of various graphic organizers showing the key ideas in a lesson or unit depicts what the teacher is teaching and what the students are responsible for learning. Graphic organizers can assist teachers in clarifying their teaching goals, especially in sheltered content classrooms, where depth rather than breadth of content provides the most linguistically rich experiences. Teachers can ask themselves, “What do I really want my students to learn here, and how can I display it to them graphically in a way that makes sense?” (See also Echevarría & Graves, 1998, pp. 313–333; and Short, 1991, for a discussion of graphic organizers with ELLs.)

Classroom Examples

Before launching a semester’s work on the biosphere, the science teacher displays a large concept map showing the connections among ideas and concepts to be studied, placed in a hierarchical fashion. She gives each student a map and shows an identical map on the overhead projector. Listed are ideas such as matter, living things, nonliving things, heat, energy, water, animals, and plants. 

The teacher briefly explains what will be studied, in what order, how the ideas are related, and the importance of each. She pauses after each idea to give students time to draw something that will help them remember the concept. Later, she uses the same concept map to test the students, leaving parts blank. She refers to the map frequently throughout the semester. At the end, she asks students to construct their own concept maps that show their understanding of the biosphere.

The social studies class is about to study several civilizations from various perspectives. The students and the teacher construct a concept map of what they want to discover about each civilization or culture, and what they believe all cultures and peoples have in common. Their list of “big ideas” includes language, clothing, family structure, food, and religion. Through questioning and discussion with the teacher, the students decide to add “important values and beliefs” and “government” to the list. The list serves as a frame for the study of each civilization. Throughout the unit, the teacher uses various graphic organizers, such as Venn diagrams, to show how cultures are the same or different.

In a math classroom, after studying various geometric shapes, the teacher asks cooperative groups to create a concept map showing the connections among a parallelogram, a quadrilateral, a rectangle, a rhombus, a square, a trapezoid, and a triangle. The teacher instructs the students to “put the biggest or most general mathematical idea at the top” and to “make sure you draw, not just write the name of, the shapes so you are sure that you put them where they belong.” Animated discussions ensue as students clarify the connections, clear up misconceptions, and struggle to reach consensus on the map’s structure.

Resources

Echevarría & Graves, 1998; Schank & Abelson, 1977; Short, 1991.

Strategy 3.8: Teach Learning Strategies. Teachers understand that one of the main goals of the sheltered content classroom is to promote learner autonomy through explicit instruction in learning strategies. Students learn how to learn and know various strategies they can use themselves to accelerate their acquisition of English and content knowledge. 

Discussion

Research shows that instruction in learning strategies profits all students. Chamot and O’Malley’s (1994) work with second-language learners reinforces the notion that students who learn to consciously monitor their own comprehension, and who have a storehouse of strategies to use when comprehension is a problem, fare better than students who stumble along, hoping that somehow they will eventually “get it.” 

Explicit instruction in how to learn empowers students in ways that almost no other instruction does (Greenleaf, Schoenback, Cziko, & Mueller, 2001). Second-language learners often feel anxious and powerless in their new culture, new school, and new language. Like other students who experience challenges at school, they may attribute their success on a task to luck and their failure to their own lack of abilities, or to forces outside their control (Borkowski, Johnston, & Reid, 1987). When students learn to use strategies, they begin to see the relationship between using strategies and success.

Effective instruction in the use of learning strategies contains several characteristics that can help ensure that students eventually gain the skills and autonomy necessary for self-monitoring. Research has shown that teachers should identify the strategy, explain why it is being taught and its usefulness, demonstrate its use, give students abundant practice in applying it to real learning, and show students how to evaluate the effectiveness of using the strategy and what to do if it doesn’t work (Duffy et al., 1986).

Skillful teachers of learning strategies value explicit instruction and teach in a way that reflects what they believe. A classroom that focuses on learning how to learn is full of language (from both teacher and students) such as 

• This is how I think about this kind of problem. 

• Before you read, you need to think about what you already know about the topic. 

• Teresa, can you tell us what strategies you used to understand those two pages? 

• I want you to write in your learning log what we learned yesterday, look at the picture up here, and predict how the lesson from yesterday is connected to the lesson today. 

• I’m finished reading this section. Now I’m going to summarize. That’s one thing that good readers do. 

Classroom Examples

Students in an intermediate ESL class have just finished reading a chapter of John Reynolds Gardiner’s short novel Stone Fox (HarperTrophy, 1983). The teacher tells the class, “I’m going to model for you again today how to ask questions about a story. When I finish modeling, you and your partner are going to make some questions about this chapter. Take a minute and think, ‘Why are we learning to make questions about stories?’” Hands pop up all over the classroom. The teacher calls on several students who answer, “To understand more,” “A good reader makes questions,” and “I get smart.” 

The teacher then says, “First I’m going to make one ‘on the surface’ question. Remember, that’s a question that has an answer right in the story. You can point to the answer. Here’s my ‘on the surface’ question: What kind of farm do Willie and Grandfather have?” The teacher tells the class to copy the question from the overhead onto their papers. She then asks them to give the answer and say why the question is an “on the surface” one. Together, the class then constructs two more similar questions. 

Next the teacher says, “Now I want you to think about the other kind of questions we know how to make. We also make ‘under the surface’ questions. Remember, those are questions that you have to think hard about. Those are questions where you cannot point to the answer on the page. Who remembers what words ‘under the surface’ questions begin with?” Students respond with “why,” “how,” “should,” or “could.” As the lesson continues, the teacher models “under the surface” questions, including, “Why is Grandfather not speaking?” and “How should Willy help Grandfather?” The teacher asks the class to construct some questions with her, and then sets the pairs to work on making their own questions. 

Resources

Borkowski, Johnston, & Reid, 1987; Chamot & O’Malley, 1994; Duffy et al., 1986; Greenleaf, Schoenback, Cziko, & Mueller, 2001.

Strategy 3.9: Focus on Reading and Writing in All Classes. Teachers in all curriculum areas—whether an ESL class, a sheltered content class, or a content class taught in the students’ primary language—use a variety of tasks to ensure that students are actively engaged in Literacy. Teachers explicitly teach what good readers do and give students multiple opportunities to interact with both teacher-selected and self-selected texts.

Discussion

Academic and cognitive demands increase with every grade level, while literacy instruction decreases (International Reading Association, 1999). The need to concentrate on increasing every student’s literacy becomes especially urgent for teachers of students who are struggling to close the achievement gap with their native English-speaking peers. 

Collier (1989) has shown that some ELLs may need to gain as many as 14 months in reading comprehension for every year in school for several consecutive years to reach the 50th percentile on standardized achievement tests. Students who arrive in the United States with limited prior schooling and low literacy skills can take even longer—and require even more attention. With that challenge in mind, it is clear that the responsibility for teaching reading and writing can no longer be vested solely in the English or ESL teacher. Teachers in all content areas need to know how to accelerate their students’ literacy (Moje, Dillon, & O’Brien, 2000). Literacy coaches for school staff provide a system of long term professional development that guides teachers in using appropriate literacy instruction strategies in all areas (Sturtevant, 2003).
Several methods promise to increase the literacy of second language students. Reciprocal teaching (Fisher, Frey, & Fehrenbacher, 2004b; Palincsar & Brown, 1984) can dramatically improve reading comprehension scores. When using reciprocal teaching, teachers explicitly instruct students in four distinct strategy areas: questioning, predicting, clarifying, and summarizing. The teacher models how to create questions about what is happening, how to hypothesize about what might happen next, how to ask for clarification and know what to do when you don’t understand, and how to state the most important ideas in what was just read (Figure 3.6). Teachers and students can practice reciprocal teaching dialogues in a whole-class setting, and when students gain sufficient skill, they can then work in groups of four on selected portions of text. 

When working in groups, students take turns with each of the four strategies. Reciprocal teaching makes it very clear to students what good readers do. Literature circles use similar approaches to engage and instruct students in effective reading and comprehension skills (Ruby, 2003). Poor readers often believe that good reading consists of pronouncing all the words correctly (Crandall, 1981), or of being able to say the color of the main character’s hair and eyes. When students understand the reading process thoroughly, they can begin to monitor their own comprehension and see the connection between application of the process and increased comprehension.

Teachers in all content areas can incorporate explicit instruction in reading strategies into their classrooms (Biancarosa & Snow, 2004; Kamil, 2003). A well-designed unit might include practice in the four skill areas of reciprocal teaching: On one day, students practice predicting by looking at pictures instead of text; in another session, they create questions based on reading the first paragraph of a text; they learn how to summarize by looking at a series of statements and deciding which are absolutely necessary for the summary and which can be omitted. 

Teachers can also give students multiple opportunities to respond to text using various teacher-designed tasks: reading logs, in which students copy quotes from the text and then write their own response; first-response “writes,” in which students read and then quickly write about what ideas came to them as they were reading; or graphic logs, in which students write quotes from the text and respond with a drawing or symbol that corresponds to the quote. Scaffolding student writing through a “gradual release model” will prepare students for more independent writing as their skills and confidence levels are built up (Fisher & Frey, 2003). The important idea is that teachers make sure that students are actively engaged with the text and that there is evidence of that engagement. 

Classroom Examples

Ms. Salinas, who teaches Spanish for native speakers, shares students with four other teachers: a science teacher, a social studies teacher, a math teacher, and a language arts teacher. All the teachers have been working throughout the semester to teach their students how to respond to written text. When they began, most of the students had no idea that they could interact with the text—that they could hold a conversation with the text and have their own important ideas about it as they were reading. They had no experience with assuming responsibility for creating personal meaning from the text. Most of them struggled simply to get through one or two pages of any reading; at the end, they had little understanding of what they had read. 

The teachers in Ms. Salinas’s school have been working on reciprocal teaching strategies in their different content areas, and Ms. Salinas has just added elements of what the team calls “active reading strategies” (Figure 3.7). Ms. Salinas found that she had to teach her students the different ways to respond to text. The prompts on the right side of the active reading chart provided sufficient scaffolding for the students in the beginning. 

The students are busy reading a short story and filling out a dialectical journal as they read. In the left column, they write quotes or ideas from the story that they find interesting or provocative. In the right column, they respond to the quote with a question, a speculation, a visualization, or some other response. The variety of responses shows that the students have internalized the notion that good readers are not passive, but rather active constructors of meaning as they work their way through a text. Students have written responses such as, “Why did the character do that? That doesn’t seem like what he would do!” “This story reminds me of the story we read last week. The two characters are very similar.” “In the next chapter, I predict that he will finally go visit his uncle because his uncle seems important to him.” “This part is just like my life. I have felt just like that before.”

Resources

Biancarosa & Snow, 2004; Collier, 1989; Crandall, 1981; Fisher & Frey, 2003; Fisher, Frey, & Fehrenbacher, 2004b; International Reading Association, 1999; Moje, Dillon, & O’Brien, 2000; Kamil, 2003; Palincsar & Brown, 1984; Ruby, 2003; Sturtevant, 2003, Vacca & Vacca, 2004.

Strategy 3.10: Give Students Multiple Opportunities to Read Self-Selected Texts. Teachers actively seek ways for their students to read self-selected books and other texts such as magazines and comic books. Teachers view free voluntary reading or sustained silent reading as keys to building student literacy, and as crucial in developing habits of reading that extend beyond the classroom. 
Discussion

Getting students to read more of what they want to read is an often-overlooked strategy in teachers’ attempts to raise reading scores and close the gap between second-language learners and native English speakers. Adding a voluntary reading program to the curriculum at any grade level provides what most second-language learners do not have at home or at school: access to books. 

Many advantages accrue for students who begin to read on their own. A compilation of research (Krashen, 2004) on voluntary reading shows that students involved in free reading programs do as well as or better than students involved in more traditional skill-based reading instruction. Second-language learners involved in free reading programs in school consistently outperformed those who received a more traditional language-teaching approach with a mixture of grammar and oral exercises. Free reading also has positive effects on vocabulary acquisition, spelling, and writing accuracy and style—thus the potential to dramatically increase the acquisition of English. 

Frank Smith (1988) has written eloquently about the need to get students to feel that they are part of the “literacy club,” that they are potential members of this powerful inside group who expect to be able to read and write competently. But access to books to read has been a problem for many poor and language-minority students. Spaces that abound with fiction and nonfiction books, magazines, newspapers, and comic books are often referred to as print-rich environments. Though it is understandable that many homes lack the economic resources to make such environments possible, many schools (especially secondary schools) have not made access to books a priority. Many teachers committed to getting books into their students’ hands comb secondhand bookstores, their own bookshelves, and garage sales to build a classroom library of engaging books. Many teachers work together to ensure that a necessary portion of their school’s discretionary money is allocated to the purchase of books for free reading programs, whether based in the school library or in individual classrooms. 

Schools that implement voluntary reading programs in classrooms use a variety of methods to heighten interest in reading and ensure that reading happens regularly; school-wide support of a voluntary reading program has been shown to change attitudes about reading that one classroom teacher alone could not accomplish (Fisher, 2004). In schools using voluntary reading programs, teachers and students conduct research on what students would like to read. They ask other teachers, see what kinds of books students check out on their own, and ask the students themselves. Teenage romances, horror books, Newbery Award winners, comic books, series—all qualify for inclusion if students want to read them (paperbacks work better than hardbacks). The idea is to get students to read something, so they will want to read more (Frey & Fisher, 2004b). High school teachers report that their ESL students even pick up a good children’s book with no embarrassment if it is part of a classroom library that has many types of books from which to choose. 

Most teachers set up some sort of system for voluntary reading. They want to make sure that the time for reading is extended and consistent. For example, reading may take place at the beginning of class every day for 15 minutes. Students are taught the process for selecting and checking out a book; they learn such strategies as perusing the back cover to see if it looks interesting. Teachers look for students who seem to be struggling to maintain focus and try to help them select a book more appropriate to their reading level or interest. 

An open sharing of ideas and progress shows what others in the class are reading. As a means of sparking interest in a book, the teacher might conduct a talk on a selected book, giving a short description of the characters, plot, or setting. Recommended reading lists from fellow students can help to guide student selections. Teachers often incorporate some kind of accountability into the program, so that they are better able to chart individuals’ progress. Progress may be assessed in the venue of a conference, in which teacher and student talk about what the student is reading, or it might involve asking students to keep a daily reading log, in which they indicate how many pages they have read and write short summaries. A reading folder might include a list of books read over the course of the year, reflections on progress in reading, and book reviews to be passed on to next year’s class. 

Classroom Examples 

When 12-year-old Juan entered his 7th grade advanced ESL class, he wrote in his reading portfolio, “I don’t like to read.” Asked what kinds of books he liked, he wrote, “None.” In response to a question about when he reads, he said, “I read only when I have to.” He spent the first two weeks of free reading staring at the pages of books he picked up at random from the revolving bookshelf in his English classroom. Juan made no progress in reading a book and tended to pick up a different book every other day. He was easily distracted during reading time and often attempted to disturb students around him who were trying to read. 

Ms. Alvarez, Juan’s teacher, had experience with such students. She knew it might take him a while to settle into the routine of reading. She also knew that she would have to help him. After the second week, Ms. Alvarez took Juan aside during free reading time and said, “Juan, I see you’ve had some trouble finding a book you want to read. Let me help you find something today.” Together, they perused a variety of books on the shelf. Ms. Alvarez selected three that she thought he might like, told him to sit down with them, look at the back covers, read the first page, and then decide on one. When he had done that, she said, “Now, for this book you need to read the first two chapters. If, after that, you don’t like it, we’ll pick out another one together.” 

Over the next three weeks, Juan read the first two chapters of four different books. Finally, one day Ms. Alvarez noticed that Juan was a third of the way through a short novel by Gary Soto—way beyond Chapter 2. When she asked him later if he wanted to try a different book, he replied, “No. I kind of like this one.” Over the course of the semester, Ms. Alvarez saw subtle shifts in Juan’s behavior toward reading. He came in, sat down, and usually began the task of reading. Though he read slowly, the summaries in his reading logs showed that he understood most of what was going on. By the end of the semester, Juan had read two short novels (about 150 pages each) plus a short book on soccer stars. He wrote in his portfolio, “This is the first time in my life I ever read a whole book.”

Resources

Fisher, 2004; Frey & Fisher, 2004b; Krashen, 2004; Smith, 1988.

Strategy 3.11: Help Students Move Beyond the Text. As a culmination of a unit, lesson, or theme, teachers plan tasks that serve to move students back to the text or content to reexamine, reconnect, and rethink the major ideas or concepts. Students have the chance to gain deeper understanding of the content by representing the text in new and different ways.

Discussion

The walls of many classrooms are filled with posters, drawings, and writings that students have created after studying a particular piece of literature, historical era or figure, scientific concept, or thematic unit incorporating several subject areas. The best examples of student work done at the end of a carefully planned sequence of tasks in the sheltered content classroom exhibit several characteristics. First, the task allows students to take ownership of the material and create meaning for themselves. A good end-of-study task builds on the strengths of different class members by giving them, over time, the chance to express themselves through an array of formats: poetically, dramatically, musically, or artistically. 

A good “beyond-the-text” task forces students to go back to the text to clarify and question and to reread it with a different purpose in mind. In this way, such a task gives second-language learners the chance to refocus on the overall meaning of the text (Walqui, 2000). Many excellent beyond-the-text tasks require students to transform one genre into another: a scientific text turned into a TV news item; a historical narrative turned into a live debate; a short story turned into an “open mind” task that displays, with graphics and phrases, the main conflicts a character is facing, from that character’s point of view (Figure 3.8). 

Teachers may find that a combination of individual and group responses to content works best. At times, the best approach may be for each student to create a poem or graphic of the content; other lessons may more naturally call for a group-constructed product. If the purpose of the task is to solidify a particular concept, then the teacher may ask groups to create a “team word web” showing their joint understanding of how the content fits together. In any case, if the task is a group task, the teacher needs to ensure that all members contribute equally to reach shared and joint accountability for the end product. For example, each student uses a different colored marker to write his part of a conversation or dialogue or is responsible for a different section of a storyboard. Constructing a rubric with students beforehand that specifies the features of a good text (e.g., story section or dialogue) and providing models from previous classes give students clear parameters for performance expectations (Walqui-VanLier, 1991). 

Classroom Examples

A quick tour of the sheltered content classrooms in one school hallway shows that the teachers ask their students to respond to texts with a variety of creative beyond-the-text tasks. In the social studies class, students have just finished studying the Renaissance. In groups, they are preparing to question classmates who will sit on the “hot seat” in front of the class. Students have volunteered to sit on the hot seat and assume the personae of da Vinci, Sir Thomas More, Cervantes, Machiavelli, and Shakespeare. The groups have been asked to design hard questions that will force the students in the hot seats to live in the shoes of the historical figure. Hot seat students have been asked to prepare themselves to answer the questions as a Renaissance person would respond, with appropriate viewpoints, attitudes, and ideas. 

One wall of the language arts classroom is covered with student-created journey maps for John Steinbeck’s novel, The Pearl (Penguin, 1993). Each map shows “trigger events,” or events chosen by the student as being most important. Displays of key learnings make clear what happened or what was learned as a result of the trigger events. Finally, each map contains detours or dead ends—events in the story that seem to have caused problems. Each paper uses a combination of words, phrases, symbols, colors, and pictures to explain what the student learned. The borders of each map are filled with symbols that demonstrate the students’ understandings of The Pearl.

Resources

Harvey & Goudvis, 2000; Walqui, 2000; Walqui-VanLier, 1991.

Strategy 3.12: Maximize and Restructure Time to Meet Students’ Needs. Teachers take full advantage of the allotted time for each of their classes. They think strategically about how to structure their classes so that the period is used most profitably. In addition, they work outside of their own classes with the larger school staff to explore alternative ways of scheduling to better meet student needs.

Discussion

Teachers and ELL/immigrant students alike often struggle with the traditional structure and scheduling of the typical comprehensive secondary school, which may result in strict departmentalization among content areas, teacher isolation, and lower status for ELL students and teachers (Ruiz-de-Velasco & Fix, 2000). Students come and go every 50 minutes or so, based on a rigid, inflexible system of bells. Time for learning is sliced neatly into six or seven distinct subjects, each with its own slot. Teachers see a succession of groups of 25 to 35 students passing through each class—as many as 125 to 150 students each day. 

Some schools are attempting to address the disconnectedness of this pervasive system by instituting such innovations as block scheduling, rotating schedules, career academies, and other strategies aimed at making education more cohesive and meaningful. Structural changes to the school day can play an important role by providing longer blocks of time (90 minutes or two hours) for teachers to instruct in the in-depth ways they so often covet (Olsen & Jaramillo, 2000).

Even a radical restructuring of time does not ensure that class time is well spent. Close examination of many secondary classrooms reveals wasted minutes, time ill spent on taking attendance, and a general lack of urgency about the preciousness of each moment. Newly arrived second-language learners often find themselves at odds with this kind of schooling, which is already less structured and formal than that of their homes. Thoughtful teachers (no matter what the schedule) seek ways to manage their classrooms so that every minute is used to maximum advantage. 

Time-conscious teachers create clear classroom expectations about the use of time. They begin class as soon as the bell rings and do not stop until the last possible minute. They often begin class with the same procedure or routine, so that students always know what materials they need, where to look for instructions, and how long they have to complete each task. For example, a language arts teacher might routinely begin with a journal topic written on the overhead projector. Students know that they need to record the topic and date by the time the bell rings, and that they have 10 minutes to complete this first task. Math teachers might begin with a set of problems that reviews a previous concept. Free reading is another way to open the period with an academic focus. (See also Strategy 3.10.)

Routines for retrieving and storing materials, moving from one activity to another, and moving from pair to group to individual work help reduce wasted time. Students do not have to wonder how to accomplish the routine, and they know they are expected to complete it promptly. Explicit teacher modeling of tasks also reduces the amount of time students must spend getting started. When teachers invest instructional time showing “This is what it looks like” and “This is what it sounds like,” students are more likely to get busy right away. 

Careful attention to task assignments within cooperative groups helps all students work toward completion in a timely fashion. This means that each member of the group must have an important, carefully defined role to fill, reducing the possibility that one or more members will simply relax and let the others do all the work. 

Another way of looking at time receives less attention and is often overlooked. Teachers need to anticipate ways of ensuring that students are actively engaged for as much of each period as possible. For instance, a whole class might have their books open to page 24; the teacher calls on individual students to read; and it appears that just about everyone is following along in the text. But how does the teacher really know that the act of following is not merely mechanical? Without evidence of engagement, many students may simply be pretending to pay attention, and are really thinking about the upcoming dance, the fight they had this morning with their brother, or the fact that they’re hungry, and when will this class be over, anyway?

Evidence of active student engagement is the most powerful tool that teachers have to maximize their use of time. That evidence can take many forms. During instructional time, students are saying and doing many things, always with the idea that something specific can be pointed to as evidence of engagement. It can be as simple as, “Turn and tell your partner . . .” or as complex as “You have just taken notes on this minilecture (five minutes maximum). Now, in the right-hand column, write a few questions about what you have just heard.” 

Ensuring that students are actively engaged in any reading process can take the form of reciprocal teaching, responding to text through a reading log, or any method that forces students to periodically make public their understanding of what is being studied. Time-conscious teachers effectively manage not only the surface aspects of time use (such as routines and starting and ending at the bell) but also consider how they can determine student engagement. 

Classroom Examples

Mr. Malabonga, a mentor teacher, has spent his preparation period observing various teachers to find some good models for managing classrooms. Several new teachers are struggling with issues of classroom management, especially the wise use of time and expectations for how students use time. Mr. Malabonga plans to conduct joint observations of the good teachers with the new teachers, knowing that they can profit from seeing specific behaviors of good teachers. 

On this day, Mr. Malabonga stops to visit Ms. Bart, a teacher widely respected by teachers and students alike. As he watches her teach, he jots down what he will highlight when he returns to do the joint observations with the new teachers:

• Procedures for individual, pair, and group work are clearly posted. She refers to the posters frequently to remind students of her expectations.

• Class begins at the bell. Students are in their seats, already working on the warm-up assignment, when the bell rings. Ms. Bart spends this time explaining to a new student the expectations for beginning class, including where to keep his journal, how the journals are passed out, and how they are to be put away. She quietly monitors the progress of the class members as they work.

• When students move to a new kind of group project, she clearly directs them concerning where, how, and when to move. Each student in the group has a clearly defined role, and the group has a clearly defined time limit to complete the task.

• Ms. Bart uses a variety of methods to ensure that all students are actively engaged. She even uses such terms as, “I need to see that your brain is engaged.” Part of the new group project requires that the group brainstorm a topic. As students brainstorm, each member is required to repeat what the other students say, and each is required to write it down. 

• Ms. Bart and the students work until one minute before the bell rings. 

Resources

Olsen & Jaramillo, 2000; Ruiz-de-Velasco & Fix, 2000.

Strategy 3.13: Build a Sense of Community in the Classroom. Teachers are sensitive to the myriad challenges that face immigrant students, not the least of which is fitting in and being an accepted, integral, valued member of the classroom community. Teachers view their classrooms as places where students learn and practice values of understanding and honoring the diverse cultural, linguistic, ethnic, and racial backgrounds of individual students. 

Discussion

Many teachers today face classrooms that mirror the rapidly changing demographics of their states, communities, and school districts. Just a decade ago, a class might have included only one, or a small handful, of second-language or immigrant students; today, classrooms are filled with an unprecedented mixture of cultures, languages, national backgrounds, and ethnicities. Schoolwide efforts to address these pressing issues often center on more superficial aspects of building community—an assembly to honor Dr. Martin Luther King, a dance for Cinco de Mayo, or a parade for Chinese New Year. Teachers are left searching for ways in which they and their students can find meaningful common ground within the four walls of the classroom. 

Careful teachers find ways of avoiding divisions, aware that classrooms can splinter along invisible fault lines. When a class is made up of students from many different primary language backgrounds, the teacher can ensure that work groups create interactions among students from different language groups. Even when a teacher must pair a proficient primary-language speaker with a less proficient one of the same language to provide peer assistance, the teacher sees that the pairing is not permanent, but merely a temporary arrangement. 

Teachers also need to consider the range of language fluency in the classroom. Status often accrues to those who speak English more proficiently; structuring situations so that students of varying levels of proficiency must work together to complete a task can help break down barriers, especially if students less proficient in English can contribute a meaningful, valued portion of the task in their native language.

Several well-researched, well-documented approaches to cooperative learning (Johnson & Johnson, 1987; Kagan, 1994; Slavin, 1989-90, 1990) address some of the issues (see also Strategy 3.5). Each approach requires considerable skill and practice by the teacher to succeed. But teachers who invest the time notice improvements in intergroup relations as well as increased academic achievement (Crandall, 1999). 

It is critical to distinguish between doing cooperative learning and simply putting students in groups to do some work. Although it is often called cooperative learning, group work is often a somewhat random collection of students completing some task together. In real cooperative groups, such as those Kagan describes, the teacher assigns students to groups; each group represents students with a range of abilities. True cooperative groups operate on the principle of positive interdependence: Each student has a role and is accountable to the rest of the group. The groups incorporate clear individual accountability and an emphasis on students’ use of collaborative skills.

Some teachers have been trained in complex instruction (Cohen & Lotan, 1997), an approach to cooperative learning that goes directly to the heart of status in the classroom. Teachers make explicit the kinds of skills and abilities needed for groups to solve intrinsically interesting problems or to complete group products. Group norms govern expectations and behavior. For example, students who systematically engage in complex instruction projects know that “one will be good at all of the tasks involved; everyone will be good at some of them.” Because the group tasks (e.g., an investigation focused on the theme of social stratification in medieval Japanese society) truly require the use of multiple abilities, not all of which relate to reading and writing, every student can contribute to the group product. Because of the way the tasks are structured, complex instruction units break down the hierarchies that exist in classrooms, which reflect the larger school and community.

Other teachers employ a variety of methods to build group inclusion and class cohesiveness. Many such activities make up the team-building portion of cooperative learning approaches. A common activity gives teams a problem to solve, but team members may not speak or use nonverbal cues. Team members receive an envelope with parts from different broken squares. Their group task is to reassemble the pieces into squares, following the above rules. Another interactive method of building teams is a variation of Kagan’s numbered heads together activity (see also Strategy 3.5). Students count off in groups of four or five, so that every student has a number. The teacher poses a question to the class and asks groups to put their heads together to discuss their response. After allowing a minute or two for group discussion, the teacher repeats the question and calls out a number. The teacher then calls randomly on one group to answer, and the student with that number in the group answers.

Teachers who use methods of grouping and instruction to break down barriers find that their classrooms are significantly more equitable, lively, and happy for all students. Methods such as complex instruction, which directly address potential inequities and unequal status within the academic content, are powerful on multiple levels. 

Classroom Examples

Ms. Tan is dedicated to creating a classroom governed by mutual respect and understanding. The 32 students in her 7th grade social studies class represent a mix of cultures, languages, national backgrounds, ethnicities, and races. Seven students are black, five are Euro-American, two are newly arrived from Russia, ten are from Central America and Mexico, and seven are Southeast Asian—two from Thailand, one from the Philippines, and four from Vietnam. 

Recently, racial tensions have been rising in the surrounding community and spilling over into the school. Ms. Tan notices that students are segregating themselves more by groups and sticking together more. Even though her classroom has been relatively calm, she has redoubled her efforts to promote inclusion and cooperation.

Today students are seated in their cooperative groups working on a jigsaw project. On the surface, there is no way to tell how they are grouped, though it is obviously not by ethnicity, language, or race. Some examples of group team-building projects are displayed on one wall—in one case, the groups have created a group identity and drawn a picture or symbol to match. The teams are reading short historical pieces related to different immigrant groups. Seated in topic-specific “expert” teams, the team members will soon return to their home teams with information on the immigrant experience they have read about—when it took place, why the person came, how the person felt on arriving, what conditions and attitudes greeted them here, and whether the immigration was voluntary or involuntary.

The work in home teams is productive and focused. Students are responsible for filling out a grid outlining what other team members are providing from their reading in the expert groups. Each team member will then choose an immigrant experience unlike their own or their family’s. Their job will be to stand in the shoes of that person and write a diary-like account of that experience. Ms. Tan will spend considerable time making sure that students know and appreciate the differences between voluntary and involuntary immigration. She has planned several activities to help them process the hard feelings that are bound to come up as the unit proceeds, but she knows that avoiding the issues would be worse. 

Resources

Cohen & Lotan, 1997; Crandall, 1999; Johnson & Johnson, 1987; Kagan, 1994; Slavin, 1989, 1990.

Strategy 3.14: Help Students Develop Personal Self-Esteem and Leadership Skills. Teachers use strategies within and outside of class to help students develop self-confidence, pride in their heritage, and leadership ability.
Discussion

Bilingual and bicultural students are valuable resources. Unfortunately these students are often viewed in terms of what they lack (especially English-language proficiency), rather than what they contribute. The value of bilingualism in cognitive and economic terms is established in that it promotes cognitive flexibility and creativity, enabling bilinguals to view issues from multiple perspectives. In addition, bilinguals bring much-needed skills to an increasingly global economy (Hakuta, 1987; Tucker, 1990). 

Not all schools recognize the value of knowing more than one language. Although schools may recognize the importance of foreign languages for English-speaking students, they often neglect the languages that immigrant students bring to school, relegating students’ primary languages to the home or the community, rather than gradually adding English to that primary language. 

This deficit model can have a profound impact on immigrant students, as well as on the teachers and administrators who work with them. Bilingual students may be overlooked when others are encouraged to run for student government, apply to honor societies, participate in advanced placement courses, or receive training as peer mediators. They may not receive equal consideration for college or career counseling. Their immigrant status may also limit their participation in government-funded work-study programs or college financial aid programs. 

Marginalization often causes these students to internalize others’ perceptions of them. Rather than taking pride in themselves and their backgrounds and recognizing the value of their bilingualism and biculturalism, they may doubt their self-worth or seek to prove it outside school. Some students must contribute to their family income, and the low-skilled jobs available to them may further diminish their sense of self-worth. Conflicting expectations of family, friends, and school can create incredible pressures.

Students need opportunities to identify and celebrate their strengths, not focus on their weaknesses. Fortunately, there are many ways to accomplish this. Perhaps the most important is to have high expectations of these students and provide opportunities that allow them to live up to those expectations. Teachers can be trained in specific mentoring techniques that focus on communicating with students about dropout prevention, career exploration, decision making, transitioning to postsecondary or vocational education, conflict resolution, and community participation (Rumptz, Lucas, & McEmrys, 2001). For example, ELLs, or those who have recently exited from ESL or bilingual programs, may be ideal tutors for peers still enrolled in these courses. Older ELLs may be ideal tutors for younger children who are just learning to read. These tutors play an especially important role when they assist students at risk of failure in overcrowded elementary schools (Cook & Urzúa, 1993; Heath & Mangiola, 1991). Peer tutoring by older or more proficient students works nearly as well as teacher tutoring (Cohen, Kulik, & Kulik, 1982), and the benefits to the tutor are substantial. Teachers have long known that one of the best ways to learn something is to teach it. The act of tutoring increases students’ confidence in themselves as learners, improves their academic skills, and increases the likelihood that they will stay in school. In addition, tutoring helps develop interpersonal and leadership skills. Cross-age tutoring programs have the additional benefit of encouraging young people to consider teaching as a career—a critically important possibility, since the declining percentage of Hispanic, Asian, and other minority teachers creates an absence of role models in schools.

Additional activities that celebrate students’ languages and cultures are also important. International clubs and festivals, extracurricular activities involving sports or music in which students excel, and opportunities to learn each others’ dances can help students develop pride in their heritage. When newly arrived immigrants help a school win the state soccer championship, everyone recognizes and celebrates their accomplishments. Similarly, the publication of student stories or poems in school journals or newsletters validates student efforts and offers a valuable outlet for self-expression. Simple banners or hall exhibits reflecting students’ diverse backgrounds help establish a positive multicultural environment.

Teachers can provide opportunities for students to demonstrate special linguistic and cultural knowledge, such as asking students to teach a short lesson on their language or to relate a local proverb to one from their native country. Working cooperatively on class projects helps students recognize each others’ strengths. Former students with successful careers may be invited to class to discuss their careers and the role that bilingualism may have played; current students can serve as experts in teacher development courses and workshops, helping teachers and administrators to understand their countries and cultural backgrounds. The important point is to emphasize students’ strengths while addressing their linguistic and academic needs.

Classroom Examples

Ms. Hernandez, a high school Spanish teacher, recognized that many of her Spanish-speaking students were having difficulties in regular Spanish classes, as their spoken language differed from the textbook variety, and formal instruction in their own language was limited. Rather than underscoring students’ strengths, the classes were further eroding their self-confidence. 

Ms. Hernandez decided to develop a sequence of Spanish courses for native speakers, building on their oral language and developing their formal (especially written) language skills to further their ability to use the language in academic and professional contexts. After taking this course sequence, students transitioned into advanced placement Spanish classes with mainstream students, where they were able to earn college credit. Ms. Hernandez also developed a cross-age tutoring program in which Spanish-speaking and English-speaking high school students tutored ELLs in a nearby elementary school. Some of the Spanish-speaking students found themselves helping the English-speaking high school students with their Spanish. After this experience, several students indicated an interest in becoming teachers. 

Teachers at one high school developed a weekend cross-cultural leadership institute at an environmental education center, where students from many different backgrounds were encouraged to develop confidence, leadership, and cooperative skills. For many students, this was their first weekend away from home. One activity required students to help each other negotiate an obstacle course, which required teamwork, confidence, physical and mental agility, and determination. Other activities engaged students in creating a banner for the school, participating in a talent show, and working with a variety of arts and crafts. In addition, two student government leaders (formerly in ESL classes) led an evening session, providing a forum for students to articulate their concerns about the school and to act on them by developing resolutions, which were subsequently presented to the student government and the principal for action. 

Through these activities, friendships developed among students who had previously viewed each other with suspicion. Several of the participants became volunteers, guides, and interpreters for parents and new students at the international student guidance office during registration week. In doing so, they gained community service credits required for graduation. Another source of community service credits grew out of a field trip to a local nursing home, where students found senior citizens eager to talk with younger people who spoke their languages. Several students began visiting seniors regularly.

Another teacher, Mr. Wu, initiated a writing workshop by asking students to list (1) things I like about myself, (2) things I can do well, and (3) things others like about me. Students expanded their lists to serve as a means of introducing themselves to the class. As a follow-up activity, students brought personal items to school, including photographs and other pictures explaining who they were. In small groups, they elaborated on why these things were important to them. They wrote captions for the photographs and pictures, in both English and their primary language, and combined them with other items in a collage that was later displayed in the classroom.

Ms. Johnson routinely uses cooperative learning to integrate diverse learners into her middle school social studies classes. She groups ELLs with English speakers who are sensitive to the needs of these students and assigns roles that allow them to demonstrate special skills, such as designing and illustrating group posters. In the same middle school, a science teacher and a graduate student serving an internship helped immigrant students develop science fair projects. One project, by a 7the grade Somali student, won first place in chemistry. This student, who had only recently arrived from a refugee camp, learned to use the computer to enter the findings for her project poster.

Resources

Cohen, Kulik, & Kulik, 1982; Cook & Urzúa, 1993; Hakuta, 1987; Heath & Mangiola, 1991; Rumptz, Lucas, & McEmrys, 2001; Tucker, 1990.

Strategy 3.15: Facilitate Students’ Participation in College and Career Planning. Teachers integrate information about postsecondary education and career possibilities into their classes, helping students to better understand the range of opportunities available to them and to take the steps needed for access.

Discussion

Immigrant students often dream of going to college, but even those who succeed academically may have little understanding of how to achieve that dream, or may even believe it is impossible for them. High school exit exam requirements may hinder or discourage altogether immigrants’ desire to go to college. Their experiences in their home countries may have led them to think that college is available only to the wealthy or that options for women are restricted. They may be unaware of the variety of colleges available, the possibility of combining work with school, or sources of financial assistance. They may be expected to work to help support their families or even to increase the number of hours they work after graduation. If they are the first in their family to consider college, they are quite likely to have a limited awareness of college requirements and the application process (Crandall & Greenblatt, 1999; Hutner, 1996; Hadlock, 1994). Federal law requires K-12 enrollment for all children, regardless of legal status. However, undocumented students may encounter residency, tuition, or financial aid-related requirements when applying to college that they were unprepared for (Biswas, 2005). An estimated 7,000 to 13,000 undocumented students graduate from U.S. high schools and enroll in college each year (Passel, 2003). 
It is easy to forget the difficulty of the college application process. Horn and Carroll (1997) found that only a few of the students considered at risk in their study completed all of the steps necessary for college participation: aspiring to a college degree, taking appropriate courses, passing entrance exams, completing an application, and enrolling in college. English-speaking students born in the United States find this process difficult to negotiate; it is even more difficult for ELLs who may not even be aware of the steps involved. 

Teachers and guidance counselors often overlook students who are still receiving ESL instruction as possible candidates for college, confusing limited English proficiency with limited academic ability. In addition, teachers and administrators are seldom aware of the test requirements for immigrant students seeking higher education—these tests and policies governing entrance examinations vary widely (Bunch, 1995). Changing federal policies concerning immigration status further complicate the situation because these policies determine who is eligible for federal financial aid (federally funded scholarships). 

Students need support structures to complete the application process and role models to help envision themselves as potential college students; they also need to have information presented in language they can understand. Role models can help students sort through the many types of colleges available: two-year or four-year, public or private, coeducational or single gender, large or small, and liberal arts, technical or trade. Students’ choices are often limited to schools where friends or older siblings have enrolled or colleges in the immediate vicinity. Without visits to other colleges or opportunities to discuss options with peers or alumni, students are likely to rely on those institutions with which they’re most familiar.

Support structures and modeling are also important in career planning. Students may not understand the economic value of postsecondary education or the fact that higher education correlates with higher earnings and more stable employment. Without opportunities to talk with or shadow potential role models, or to visit workplaces with diverse employees, they may focus on areas of work limited by their experiences. Most secondary schools have career planning facilities, often involving sophisticated job interest surveys or computer-assisted career planning programs; however, these instruments are not usually available in languages other than English, and the level of English may be beyond the proficiency of English learners. Even when appropriate materials are available, immigrant students may not be aware of them or know how to access them. 

It is possible to address both college preparation and career planning through specific courses for immigrant students. In college preparation classes, focus on selecting colleges and filling out applications, developing a résumé and the student essay required in the application, preparing for the variety of tests that will be required (e.g., the Scholastic Aptitude Test (SAT), Test of English as a Foreign Language ( TOEFL), or American College Testing Program (ACT), and doing financial planning (identifying and accessing sources of financial assistance). In a career preparation class, the focus might be on identifying personal interests and strengths, analyzing potential jobs that use these strengths, reviewing required course work and ensuring that students’ schedules are appropriate, identifying postsecondary education that might be needed, and helping identify potential postsecondary institutions. 

It is not sufficient, however, to relegate career and college planning to separate courses. As one teacher put it, “We need every teacher to help with the college and career process.” Teachers across the curriculum need to relate their course work to the world outside the classroom and help students to see the interrelationships between what is taught in class and further education and employment. Classroom activities can be augmented by guest speakers who can serve as role models and motivators and provide information on how they chose their own college or career. Inviting prominent bilingual community members communicates the importance of bilingualism and biculturalism as a job asset to all students, not just ELLs. Former students who attend local colleges or are home on vacation can also be invited to talk to classes or to dialogue with students through e-mail or letters, serving as valuable sources of encouragement and information.

Classroom Examples

Mr. Elson (an ESL teacher) and Ms. Sing (a social studies teacher) are on the same middle school team, including both ELLs and native English speakers. They coordinate their instruction, sometimes including the math or science teachers. They routinely weave career and college information into their teaching. 

For example, a unit on U.S. history dealing with slavery and the Civil War also included a visit to a former slave home (the site was an archaeological dig in the middle of an apartment complex). Students visited the dig, saw archaeologists at work, and interviewed college students at the site about their work. Though the middle schoolers may be too young to choose a career, they became aware of career possibilities and of the role that postsecondary education plays in these careers. Units emphasizing the importance of college and career planning are also developed for students to take with them when they are called back to their home countries for extended periods of time, which helps students maintain their English proficiency.

At the high school level, Ms.Vaznaugh teaches college and career planning in her intermediate ESL classes; she incorporates job interest surveys, college and career field trips, and test preparation. The latter is especially important, as students will have to demonstrate their proficiency in English for admission to college and successfully complete standardized tests. 

Using a variety of test-preparation materials, students analyze individual items for test-taking strategies. Students also take simulated tests, analyze the results, and share their experiences with students who have taken the test. These activities help reduce students’ anxiety about the tests and reinforce the importance of planning for the experience. As Ms. Vaznaugh says, “Kids know less about college than we think they do. They need direct information, guidance, and support.” 

Another teacher incorporates college applications into her English class, focusing on the personal essay in the application form. Yet another teacher, Ms. Haynes, includes an introduction to keyboarding and word processing, using résumé development and essay writing for college and career planning as the basis of instruction. These classes introduce students to the college and financial assistance available through the Internet or local software. Usually students work in pairs or small groups when using the Internet or the software programs, freeing Ms. Haynes to answer specific questions or to provide assistance to groups of students. 

Special career and college visits are planned for ELLs and those who have recently exited the ESL program. During these visits, students can meet with other immigrant students to see what kinds of career paths they are pursuing. Some teachers pair career visits with planning as a means of meeting the school’s community service requirement. Thus a visit to a nursing home or hospital not only makes students aware of the wide array of jobs available in the health and nursing care fields, but also provides potential sites at which students can perform community service required for graduation.

Much of what is introduced in these classes is reinforced through after-school programs or clubs such as the Honors Council, an extracurricular activity focused on college and career planning (Hadlock, 1994). When the council began, only high-achieving senior students (those with a 3.0 grade-point average or above) were included; over time, however, students with a 2.0 or above have been added, and a second council—for freshmen, sophomores, and juniors—has also been initiated (Hutner, 1996). The councils encourage an earlier focus on postsecondary planning and provide for the development of peer mentors; students in the upper-level council can earn community service credits by helping those in the lower council. A similar set of courses, one for juniors and another for seniors, has been added to the school’s curriculum, though the after-school activities and the emphasis on postsecondary options in ESL and other courses continue.

Resources

Biswas, 2005; Bunch, 1995; Crandall & Greenblatt, 1999; Hadlock, 1994; Horn & Carroll, 1997; Hutner, 1996; Passel, 2003.

Conclusion

English language learners have much more in common with native English speakers than many educators might expect. As children grow into adolescence and prepare for adulthood, they need to develop the linguistic, cultural, and cognitive skills necessary to succeed in the United States and the 21st century world. The older students are, the harder it becomes to catch up to the expected levels of academic achievement, technological skills, critical thinking, and literacy required to succeed in the adult world. High school dropout rates across the nation are disturbingly high: 7,000 students drop out of high school every day (Alliance for Excellent Education, 2005a). The majority of these dropouts are minority students and ELLs – and these populations are expected to outnumber the majority White, native English-speaking students in the future. 
All students need teachers who are not only content specialists but also literacy specialists. All students need the opportunity to participate in college preparatory classes. All students need to become versed in both social and academic language in English, and to be able to integrate knowledge across disciplines. In addition, ELLs, who may not be first-generation immigrants, need teachers who understand principles of second language acquisition and who are able to shelter content materials that are embedded in thematic units. Some ELLs may need orientation to the American school system before they are able to learn English. 

The strategies presented in this chapter provide clear rationales and classroom examples of what works for ELLs. As many ESL teachers know, these strategies are good instructional practices that will benefit native English speakers and ELLs alike. Working with ELLs requires an understanding of their backgrounds and personal stories, their academic strengths and challenges, and their potential and goals for the future.  
Student Profiles

High-Achieving Student

When Marco was a boy, his father and older brothers moved to the United States, leaving Marco and his younger sisters to help their mother with the small family farm in rural Mexico. Though he was needed on the farm, Marco’s mother demanded that he attend school as often as possible. When Marco was 15, the rest of the family was able to move to the United States. While Marco’s parents completed only a few years of schooling, his mother was determined that her children would receive a good education. Marco often talked about his mother’s dream that her children attend college.

Shortly after his arrival in the United States, Marco began working as a cook in his brother’s restaurant. Though he worked 30 hours a week, Marco was able to maintain more than a 3.5 grade-point average. He wanted to attend college so that he could learn accounting or business management to help his brother manage the restaurant (and some day possibly have a business of his own), but neither he nor his family knew much about the college application process. Nor could they afford to help pay for college. In fact, they needed Marco’s help just to keep the restaurant open. 

Fortunately, during his junior year, one of Marco’s teachers suggested that he participate in his school’s Honors Council, where he received help in choosing a college and filling out the necessary forms for admission and financial aid. He learned that he was eligible for a state-guaranteed access grant for disadvantaged students with good grades, as well as a federal Pell Grant. He took a course to prepare him for both the SAT and the TOEFL and applied for and received both grants.

Unfortunately, Marco’s scores on the SAT and TOEFL were lower than he had hoped; he feared that his dream of a college education would not come true. However, during one of the field trips he took with the council, Marco learned about the local community college, where he could earn an associate degree in accounting and perhaps be able to transfer to a four-year college. He also discovered that his grants would pay for all his expenses. Marco is now in his second year at the college—majoring in accounting and still working at his brother’s restaurant. He plans eventually to transfer to a four-year college.

Literacy Student

Patricia was 14 when she left her mother in El Salvador to come to the United States to live with her father and stepmother. In El Salvador, Patricia lived in a rural area, where she had little opportunity or need to attend school. When she arrived in the United States, it was almost the end of the school year, and Patricia was placed in 8th grade, though she needed to learn English as well as the basic academic concepts that others in her grade had already learned. 

When she moved to the high school, she was fortunate to be placed in a special literacy and basic skills course for ELLs, as well as in a beginning ESL class. Though she had to overcome many obstacles, her determination and the support of her teachers and family enabled her to make steady progress. In just a year, she achieved a 2.25 grade-point average; after another year of a special academic skills class, she was able to pass two of the four required state examinations as well as raise her grades substantially. 

Much of Patricia’s success was due to the highly structured, though flexible, approach of her literacy and basic skills teachers, who taught her the importance of attending class and being prepared to learn. They convinced her that she would succeed. In her class, she learned how to organize a notebook, work with other students, and ask for help when she needed it. Family problems (her father and stepmother separated, and her brother was injured on the job) have forced Patricia to work both at home and in a part-time job. Though these demands are taking their toll and Patricia’s grades are falling, she is determined to finish school. Her ESL teacher has suggested that she enter the school’s work-study program next year and finish the last two tests. If she does, she will be one of the proudest seniors when she graduates next year.

Elementary School Newcomer
Yesenia arrived from Mexico two months before beginning third grade in a Title One school in inner-city Phoenix. Prior to her arrival, Arizona had voted to approve Proposition 203, which changed the system of bilingual education in Arizona schools. Proposition 203 required that school instruction in Arizona be implemented in English only, with a one-year English immersion program for monolingual Spanish speakers. Yesenia began the third grade in a classroom where she could not communicate with her teacher. 

Although every student in her classroom was also Hispanic, she was one of the very few who could not speak English at all. Moving to a new school would be difficult for any student at such a young age, but Yesenia had come from a different country and found herself in a new setting that was unfamiliar. As a result, she appeared withdrawn, and painfully shy, rarely speaking to any of her classmates. She found school frustrating – although she possessed basic literacy and numeracy skills in Spanish, her lack of English fluency kept her far behind her classmates in school achievement. 
Mathematics appeared to be the area she most excelled in, although she continued to interact with numbers in Spanish. She quickly grasped concepts common to the third grade curriculum, such as money, telling time, place value, basic mathematical functions, and fractions, experiencing the most success when working on hands-on activities that incorporated manipulatives and pictures, along with small group discussion. One of her greatest strengths was her ability to think conceptually, applying mathematic concepts to real-life problems. As to be expected, Yesenia continued to struggle with story problems and with following directions.  However, she developed keen observation skills which enabled her to watch and listen to others in her small group, ultimately increasing her understanding of the activity.  
Yesenia’s shyness was in itself a barrier to her English language acquisition. However, as the school year continued, she gradually gained the confidence to ask for help in Spanish, rather than waiting for her blank stares to indicate her lack of comprehension. By the end of the year, Yesenia had adjusted to classroom activities and began to speak up for herself in both Spanish and English. She continued to be one of the strongest math students, and began to transfer her learning strategies for numeracy and apply them to English literacy. 
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Figure 3.1: Definitions

The terms used in this chapter to describe the student populations represent distinct but overlapping categories. 

English language learners (ELLs) are students whose first language is not English and who are in the process of learning English. Not all English language learners are classified as limited English proficient or are receiving special language or educational services. 
Immigrant students, for the purposes of this chapter, include those students (including refugees, regardless of legal status) born outside of the United States of parents who are not originally from the United States. It does not include those born and raised in non-English-speaking homes in the United States.

Limited English proficient (LEP) is an official designation originating with civil rights law, which defines rights of access for students in terms of national origin and language. The term stems from the 14th Amendment to the U.S. Constitution, the Equal Educational Opportunity Act of 1974, and the 1964 Civil Rights Act. Schools are required to take affirmative steps to identify students who are limited English proficient and provide services that will overcome their language barriers.

Newcomers are recent arrivals to the United States. Programs for newcomers vary in their definitions of who is a newcomer; some use the federal government’s definition of three years or fewer in the United States, while others restrict newcomer status to those who have been in the United States for one year or less (Short & Boyson, 2004).
Figure 3.2: Generation 1.5 Students:

These students have been characterized as first-generation immigrants who arrived in the United States before the age of 10, and thus share many more characteristics with second-generation immigrants than with “true” first-generation immigrants (Pew Hispanic Center/Kaiser Family Foundation, 2004). A survey conducted by the Pew Hispanic Center and Kaiser Family Foundation found that characteristics of these students included: 
· greater levels of bilingualism 
· greater financial security 
· more high school diplomas, and 
· more likely to self-identify as “American,” rather than from the country of origin 
than first-generation immigrants arriving after the age of 10. This is often reflected in a lack of first language literacy. However, although Generation 1.5 students are usually much more integrated into the American school system than newly arrived immigrants, their academic needs often do not fit in with those of either native English speakers or ELLs and thus they need specially tailored work and attention that English or ESL teachers may not be prepared for (Harklau, 1999).
Figure 3.3: LEP Students by Language Group

The sheer numbers of students who are designated as LEP indicate our need to reach all children. The numbers of students in the following language groups have been identified as limited English proficient.

	Language Groups
	Number of LEP Students
	Percentage of LEP Students

	Spanish
	3,598,451
	79%

	Vietnamese
	88,906
	2%

	Hmong 
	70,768
	1.6%

	Chinese, Cantonese
	46,466
	1%

	Korean
	43,969
	0.97%

	Haitian Creole 
	42,236
	0.9%

	Arabic
	41,279
	0.9%

	Russian
	37,157
	0.8%

	Tagalog 
	34,133
	0.7%

	Navajo 
	27,029
	0.6%

	Khmer 
	26,815
	0.6%

	Chinese, Mandarin
	22,374
	0.5%

	Portuguese
	20,787
	0.5%

	Urdu
	18,649
	0.4%

	Serbo-Croatian 
	17,163
	0.4%

	Lao 
	15,549
	0.3%

	Japanese
	15,453
	0.3%

	Chuukese 
	15,194
	0.3%

	Chinese, unspecified
	14,817
	0.3%

	Chamorro
	14,354
	0.3%
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