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I ntroduction

This booklet containsten issues of From Theory to Practice, aset of discussions addressing
important issues for classroom teachers and educators who work with students learning English as a
new language. Each discussion focuses on a particular topic relevant to the education of students
whose firg language is not English, discusses pertinent information from current professond
literature, and describes how these theories and approaches can be applied in the classroom.

We have designed this booklet so that each discussion can be photocopied, double-sided, on a
sngle piece of paper for easy distribution. The materids are not copyrighted and may be reproduced
for educationd use.

The ten issues addressed in this booklet are:

1. Language Minority Student Achievement and Program Effectiveness

N

Using Reading Strategies as a Route to Making Meaning for Secondary English
Language Learners

Assessment To Support Academic Success for English Language Learners

Two-Way Language Learning

Edtablishing a Writing Workshop Classroom for English Language Learners

Three Principles for Success: English Language Learnersin Mainstream Content Classes

Teach the Text Backwards. A Practica Framework That Helps English Language
Learners Understand Textbooks

8. Tailoring aPortfalio for the Limited English Proficient Student
9. Issuesin Grading Limited English Proficient Students

N o g M~ »w

10. Working with Families

When referencing this booklet, the following citation is suggested:  Region X1V
Comprehensive Center at ETS. (1999). From Theory to Practice: Numbers 1-10. Author: Tampa,
FL.

Individua issues may be cited asfollows (for example): Serrano, C. J. (1999). Language
minority student achievement and program effectiveness. From Theory to Practice, No. 1. Region
X1V Comprehensive Center at ETS. Tampa, FL.

This publication was developed under a contract with the United States Department of
Education. The opinions represent the professiona judgement of the writers and do not necessarily
reflect the positions or policies of the USDOE or the State Departments of Education in the region.
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Language Minority Student Achievement and Program Effectiveness

Educators and school digtrict adminigtrators of linguisticaly and culturdly diverse sudents
are forever searching for research to support decisons regarding the types of programs that they
believe are most appropriate for the academic success of their sudents. But years of collecting
informal data and reflective andysis of student performance and program effectiveness have failed to
provide sufficient evidence to support the implementation of one specific program mode over
another.

Wayne Thomas, Ph.D., and Virginia Collier, Ph.D., recently completed a series of studies
that identify three predictors of academic success for English Language Learners (ELLS), dlong with
specific program characterigtics that can enhance the academic achievement of secondary ELL
gudents. Their research focused on the following questions:

1. How much English language indruction do ELL students need to be academicdly
successful in school ?

2. Wha sudent, program, and ingtructiona variables influence academic achievement in
these students?

The sample reviewed for this sudy is most impressive: the records of gpproximately 42,000
language minority students per school year, with from 8 to 12 years of data, from five school districts
located in various regions of the U.S,, both urban and rurd. The data included background variables
and student achievement as measured by standardized tests, performance measures, grade point
average, and the content of the high school courses in which the students were enrolled. In addition
to analyzing these records, the researchers interviewed school staff to obtain information regarding
the types of programs being implemented for these students.

A variegty of gatigtica analyses of the collected data revealed generd patternsin program
differences and student achievement across the five schoal digtricts. The andyses found three key
predictors of academic success that are more important than any other variables, including specific
program type or student background factors:

1. Students receive cognitively complex academic ingtruction in their first language for as
long as possible, and through the second language (English) for part of the school day.

2. Theacademic curriculum is taught through active discovery and other cognitively
complex ingructiond methods in both the first and the second languages.

3. Meaningful changes are implemented in the school’ s sociocultural context. For example,
ELL students are integrated with English-spesking peersin an environment that is
supportive and affirming for al sudents, abilingua program is added that treats bilingud
education as a“gifted and talented” program for al students;, majority and minority
relations in the school improve, enabling a positive school climate for al students
regardless of language and cultura background.
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The Thomas and Callier research found little difference in the test scores of language
minority sudents and native speskers of English during K-3, no matter what program was used.
Their research found significant differences as students reach middle school, where ingruction
becomes more cognitively demanding and there is adecrease in the level of contextua support,
which helps learners understand the ingtruction they recaeive in their second language.

The research aso identified numerous program characteristics that can make a significant
difference in academic achievement of secondary ELL students. Many language minority students
arrive academically prepared to enter school at the secondary level, where first-language support is
not available. The research concluded that the most important predictor of successin the second
language is literacy and schooling in the first language, which may have taken place in the home
country or inthe U.S. Students with no schooling in the first language need up to seven years of
instruction in the new language (English) to reach the 50" percentile on standardized testsin English,
their second language. The more time the second-language minority students spend receiving
ingtruction in their native language the sooner they are able to reach the 50" percentile on second-
language sandardized tests. The research aso identified three instructional approaches that can have
apogtive impact on the academic success of these sudents. (1) teaching learning drategies, in
English, that are needed for developing thinking skills and problem-solving abilities; (2)
implementing gpproaches that emphasize prior knowledge; and (3) maintaining respect for the
gudents' home language and culture.

Dr. Cheryl J. Serrano, Center for Applied Linguigtics
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Using Reading Strategies as a Routeto Making M eaning
for Secondary English Language L earners

The educationd system in the United States is facing incredible challenges asiit atemptsto
educate a highly diverse population of immigrant adolescents. Since many of these young adults
arive with little or no literacy skillsin their first language, they often have difficulty adjusing to a
new school environment and have difficulty comprehending and deriving meaning from print.

In an effort to increase students leve of reading comprehension, educators have focused
attention on developing students' reading Strategy awareness. Pat Rigg suggested that reading ability
is determined by the reader’ s background knowledge, levd of literacy in the first language, and the
purpose of the reading.

C. R. Wilson gtated that reading comprehension isless a set of isolated subskills than an
interaction between text and the reader’ s background knowledge. Wilson stated that reading
comprehenson is affected by the reader’ s word-attack skills, knowledge of vocabulary, avareness of
text cohesion, and the reader’ s understanding of the cultura context of the text.

In order for these students to learn how to derive meaning from print, it isimperative that
educators consider the impact that the students' background knowledge, vocabulary and word- attack
skills have on comprehension and how these skills may be facilitated through initiating, core and
culminating activities.

Initiating Activities

Comprehension: As teachers attempt to engage studentsin reading, it isimportant that they select
age appropriate texts such as young adult fiction. These texts give young adults access to colloquia
language, important information about the target culture and the opportunity to relate the reading to
their own background knowledge. Teachers need to discuss the text with the class before having the
students begin the reading assgnment. In this way, each sudent’ s understanding of the text as
reflected by his or her personal experiences, may be discussed, and any discrepancy between the
student’ s understanding and what the text actudly represents may be bridged. It isimportant that
teachers accept and validate students’ persona experiences as they relate to the topic. For example,
the teacher may say, “It istrue that in your country only poor people would borrow a wedding dress,
but in the United States it is a common custom.” This statement will lead students to understand that
their own worldview isjust as vaid as the view presented in the text.

Vocabulary: Teachers need to initiate brainstorming activities with the students about words that
may befound in thetext. For example, the teacher writes the students suggestions on the board or
sentence gtrip.  Definitions should be discussed and how they are related to the context of the text.

Word Attack: After writing the word on the board or sentence strips, the teacher may read the
sentences aoud and have students reread them while the teacher points to the words.
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CoreActivities

Comprehension: The teacher should define the purpose for the reading assignment (such as having
students verify predictions) before the students read. Students should be allowed to read the text
dlently at firdt, in order to facilitate comprehension. The teacher should have the students stop at
drategic points to discuss the text.

Vocabulary: Students who are unfamiliar with the meaning of aword are encouraged to guess and
writeit down. Later, sudents can find the definition in abilingua or monolingua English
dictionary.

Word Attack: If students do not know aword, they should be encouraged to skip the word and read
to the end of the sentence. Afterwards, they should return to the word and look at the initid, findl,
and middle parts of the word, and ask themselves what word would make sense there.

Culminating Activities

Comprehension: Once the reading activities have been completed, the teacher may ask students to
participate in agroup retelling. Information is accepted even if it is out of sequence. Oncethe
retellings are completed the students and teacher can review the story and devel op a sequence of
events. Students may aso generate their own questions for their peersto answer. Initidly, this
activity will have to be modeled by the teacher.

Vocabulary: Students can do a semantic features andysis. Thismay be done by making alist of
people or objects on the left Sde of the board or handout and alist of adjectives a the top. Students
then check the adjective that fits the appropriate word.

Word Attack: When a student comes to an unknown word, he or she reads to the end of the
sentence. The student then returns to the unknown word and asks, “What word that begins with

would make sense here?’ If the student is unable to determine an answer, the end of the word
should be examined next. The student then asks, “What word that begins with and endswith

would make sense here?’ If the student is still unsuccessful, the middle of the word should be
examined. Each time the student makes an educated guess about the word, he or she should ask,
“Does the unknown word look like the word | guessed?” If the student is till unsuccesstul, he or she
should make a note of the word and move on, since fluency in reading isimportant.

These dtrategies can be recycled and adapted to any grade level (6-12), and can continue to be
useful for heping students develop reading strategy skills. Students who fedl comfortable using
these skillswill improve their reading comprehension.

Dr. Susanne . Lapp, Horida Atlantic University
Dr. Timothy Rodriquez, PAm Beach County School Didrict
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Assessment To Support Academic Success for
English Language Learners

When we ingtruct English Language Learners (ELLS) in English as a Second Language or
mainstream classrooms, we should remember that ELL students face chalenges different from those
faced by English-gpesking students. All students, both language mgjority and language minority,
should be chdlenged by cognitively complex ingtruction, thet is, instruction that encourages students
to use academic kills such asanalys's, synthess, and evauation. However, unlike their Englishr
spesking peers, ELL students face two additiond learning chalenges. mastering academic content
through the medium of a second language, English, and communicating in a new educationa
environment, the American school.

These learning challenges can be met by three key features of ingtructiona programs shown
to lead to academic success for ELL students:

1. learning in which students actively acquire academic concepts (mesting the chdlenge of
rigorous content)

2. cognitively complex academic indruction in the sudent’ s native language (L1) and in
English (L2) (meeting the chdlenge of learning academic language)

3. apodgtive and affirming school environment that promotes the integration of ELL
sudents with their English spesking peers (meeting the chalenge of learning new ways
to communicate)

The progress of ELL studentsin this type of rich and varied indructiona environment should
be measured by equdly rich and varied types of assessment, and this assessment must demongtrate
“progress over time in avariety of contexts.” Thus, assessment procedures must show how ELL
sudents are progressing in academic content, academic language, and the sociolinguistic
conventions of educationa communication in American schools. In Authentic Assessment for
English Language Learners, J. Michad O'Maley and Lorraine Vadez Pierce present a number of
practical approaches to assessment. They describe how teachers can create assessments so integrated
with indruction that in many cases ingtruction and assessment are virtudly indistinguishable.

O'Malley and Vadez Pierce discuss how to creste and implement a variety of authentic
assessments, including ora interviews, story or text retelling, writing samples, projects, experiments
and demonstrations, written responses to openended questions, teacher observations, and portfolios.

Results from these assessments may be combined with results from standardized tests or
language proficiency teststo profile a student’s competency in language, content, and academic
communication skills. In addition, such assessment provides teachers with frequent feedback on
their ingtruction, alowing teachers to adjust to meet the varied needs of dl their Sudentsin atimey

way.
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O'Mdley and Vadez Pierce present seven vignettes of assessments created by classroom
teachers. One of these, called “ Reading Response Time,” illustrates the combining of assessment
with ingruction. Adaptable to mainsiream classooms aswell as ELL classes for intermediate or
advanced students, this gpproach integrates reading, writing, and speaking, and combines the
assessment of language, academic content, and academic communication skills.

In this assessment, severa studentswrite individual responses to books or current events.
During reading response time, students gather together in the reading area that has one chair in front
of the class for the reader and a seet for a classmate who volunteers to be Manager. Students take
turns reading their book or current event responses to the entire class, guided by the classmate in the
role of Manager. The Manager responds to the reading, remembering to “ say something positive,”
“be specific about something the student said or wrote,” “ gpeak clearly so the sudent can
understand,” and “say something that will help the student to do better the next time.” The Manager
then asks the class for other comments, while the teacher takes notes of classmates comments and
gives hisor her own reactions to the reading.

After the reading response time, each presenter receives a summary of comments and
reponds in writing to those comments. This summary isincluded in the student’ s portfolio together
with the origina written response. Each student in the class has one or more opportunities to present
during reading response time within a grading period.

During the year, the teacher has prepared students for their roles as writers, presenters and
managers. The teacher has shown students how to prepare their reading responses by personaly
responding to abook or event. Students become familiar with the rubrics used to evauate writing
for the statewide competency test by consdering them as they prepare written drafts of their reports.
The teacher has also created a classroom community of learners, who have learned how to respond
senstively and specificdly to their classmates ord and written presentations and who are prepared
to be managers during the activity.

Building assessment into indruction lets teachers receive immediate feedback on their
sudents understanding and use of whet they are learning. It aso supplements the results of forma
testing, which may occur infrequently during the school year. Findly, it givesteachersan
opportunity to assess whether students can cregtively apply complex knowledge and procedures.

Dr. Maria Derrick-Mescua, Center for Applied Linguistics
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Two-Way Language L earning

Two-way Language (TWL) programs (also known as two-way bilingud immersion, dua
immersion, and bilingud immersion) are becoming an increasingly atractive option for schools and
digtricts looking for ways to strengthen and develop the language resources of their sudents. The
TWL mode provides integrated ingtruction for native English speakers and native speakers of
another language, with the god of promoating high academic achievement, first and second language
development, and cross-culturd understanding for all students. In TWL programs, language
learning takes place primarily through content ingtruction. Academic subjects are taught to al
students through both English and the non-English language, which isusudly Spanish. As sudents
and teachers work together to perform academic tasks, the students' language abilities are developed
aong with their knowledge of content-area subject matter.

In mogt programs, students are introduced to the TWL program in first or second grade, and
remain in the program as they progress through school. While TWL programs vary, they dso have
some core Smilarities. Firdt, the student populations are balanced, with approximately 50 percent
native English speakers and 50 percent native speakers of a non-English language. Second,
academic ingtruction takes place through both languages, with the non English language being used
at least 50 percent of thetime. In thisway, al sudents have the opportunity to be both first-
language mode s and second-language learners. Furthermore, TWL creates an additive bilingua
environment for dl sudents, snce the firgt language is maintained while the second language is
acquired.

Theoretical Rationale

A number of principles from both bilingua education research and foreign language
immersion research provide the theoreticd rationde for two-way language learning. Frg, bilingud
education research indicates that content knowledge learned through one language paves the way for
knowledge acquigition in the second language. When native language ingtruction is provided to
language minority students aong with balanced second language support, these students can attain
higher leves of academic achievement in the second language than if they had been taught in the
second language only.

Second, researchersin bilingual education assert that a second language is best acquired by
language minority students after therr first languege is firmly established. Specificdly, language
minority sudents with strong ord language and literacy skillsin ther first language tend to achieve
greater levels of second language proficiency than students with limited native language ability.
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Third, immersion programs enable language mgority children (those who are native speakers
of the high-status language of the society, e.g., English in the U.S)) to develop second-language
proficiency without compromising their academic achievement. Findly, for dl students, languageis
learned best when it is the medium of indtruction rather than the exclusve god of indruction. In
two-way language learning settings, students learn language while learning content because thereisa
rea need to communicate while engaged in content-related tasks.

More generdly, the rationae for two-way language education grows out of sociocultura
theory, which maintains that learning occurs through socid interaction. Specificadly with regard to
language learning, the integration of native English speskers and non-native speskersis crucid, snce
research indicates that second-language acquisition is facilitated when native and non-native
speakersinteract. Because the student populationsin TWL programs are balanced with regard to
language dominance, native language models are dways available in the classroom. In thisway,
TWL programs provide an ided sociocultura context for language learning.

Teaching Strategies for Language and Content Two-way |language education teachers tend to use
cooperdive learning, thematic units, hands-on materias, and visua/graphic displays to teach
content-area materid. Most classrooms have language-rich environments. Strategies such as
repetition and rephrasing are used to make language comprehengble. 1n addition to language
modeling from the teacher, students are afforded many opportunities to read, write, and speak in
both languages in order to facilitate their language devel opment.

Separation of Languages by Teachers and Students Teachersin TWL programs teach for
extended periods in one designated language, and encourage both native speakers and second
language learners to communicate in the language of ingtruction to the best of their ability.

Integration of Students Students from both language backgrounds learn together for sgnificant
portions of the day. Some programs separate students by language background for language arts
indruction in the native and/or second language, while others maintain sudent integration for the
entire day.

Duration of Program Programs provide bilingua ingtruction for at least four to Sx years, and
parents are advised that continuous student enrollment for the duration of the program is
advisable.

Parenta Involvement The most successful TWL programs recogni ze the importance of support
from the families and the community & large. Serious efforts are made to ensure that both
cultures are vaued equaly, and that al parents are included in school decision-making
Processes.

Avallability of Resources Because bilinguadismisagod for dl sudentsin TWL programs, it is
important that the school have not only classroom materids in both languages, but aso school-
wide materids such as library resources and computer software in both languages.

Elizabeth Howard and Chris Montone, Center for Applied Linguistics
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Establishing a Writing Wor kshop Classr oom for
English Language Learners

Credting a favorable aimosphere for an effective writing classroom is actudly cregting a
socid place. In such a classroom, the students are responsible for their own growth as writers.
However, they are equally responsible for the learning and development of others.

The teacher’ s gpproach to writing can have a tremendous impact on the classsoom. The
following attitudes should be evident in each day’ s activities.

Writing is ameaningful activity. To help students redlize that writing has a purpose, they should be
encouraged to read as much as possible and to become aware of the power of the written word.
Magazine excerpts, speeches, scripts, and newspaper articles are dl excellent tools for making this

point.

Everyone can write. The basic assumption that underlies an effective writing dassroom is that
everyone has something to say and the basic tools with which to say it. The teacher can reinforce
this expectation by emphasizing (and evauating) not only each student’ s final written product, but
aso hisor her individud writing process.

Writing involves sharing and responding.  The purpose of dmost dl writing is communication.
Students should be encouraged to share their writing a every stage of the writing process and to
solicit the types of responses that they need from their peers.

Digolaying illudrative materids. Writing by the students, the teacher, and other professond writers
should be abundantly displayed and changed as the teacher discovers new models.

Reference sources. An effective writing classroom should include a reference area stocked with
various dictionaries, induding bilingud dictionaries, thesauruses, handbooks, and other reference
books.

Working with ELL Students

The more experience awriter has with the concepts and terms associated with awriting topic,
the eadier it will befor that writer to write about that topic. Often ELL students do not have the
background knowledge needed to adequately discuss the topic under consideration. Holding class
discussonsis an effective strategy and can help clarify culturd references and provide generd
information to the entire class. Teachers shoud encourage English language learners to comment on
amilarities to and differences from their own cultures.
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Another effective srategy is the use of visud ads and hands-on learning experiences for
building on prior knowledge and devel oping student confidence. Second language learners may best
retain information that provides contextua support in the form of graphs, charts, diagrams, and other

visud images.

Mastering English vocabulary and patterns of discourseis essentid to writing proficiency
among English Language Learners. Students who are asked to write about a school or government
election, for example, must be familiar with the terms and concepts relevant to the subject, such as
parties, platform, campaign, run-off, running mate, and so on. Idedly, vocabulary would be taught
before each assgnment.

Findly, thereis strong research evidence showing that English Language Learnersin U.S.
schools can make sgnificant progress in written English by reading and writing in thelr primary
language, making the trangtion to writing exdusively in English as they acquire English fluency.
Allowing sudents to write in their primary language during their early stage of English acquistion
offers the following advantages:.

It establishes afirm basis for acquiring universd literacy skillsthat are eesly trandferred
from one language to ancther.

It promotes success, enhances self-esteem, and builds students confidence in their
abilities as readers and writers.

It enables students to function at the highest levels of cognitive ahilities, unhampered by
their proficiency in English.

Egtablishing awriting environment for English Language Learners reinforces the notion that
writing for communication is an ongoing process. Whether it be in English or the native language,
setting clear roles and expectations for students and for teachersis essential. Process writing dso
makes sudents redlize that their first draft isjust that, adraft, and that comments from peers can
enhance their spelling, grammar, mechanics or word choice. The more students write, the more they
read; and the more they read, the more they want to write and comment about the world.

Mary Barret, PAdm Beach County School Digtrict
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ThreePrinciplesfor Success:
English Language L earnersin Mainstream Content Classes

In Florida and elsawhere, content teachers — teachers of math, science, socid studies, and
computer literacy — receive training in srategies to modify ingruction so that English Language
Learners (ELLS) in their classrooms can learn the content of the curriculum while they are learning
English. Inservice materids and district checklists propose many strategies such asrole-play,
graphic organizers, cooperdive learning, songs and games, and multiculturaism. Unfortunately,
sometimes the principles behind the Strategies get logt in the details of the laundry list. Teachers
who understand these principles, however, will use strategies purposefully and adapt their instruction
in ways thet are especidly effective with their curriculum content and teaching styles. Thisissue of
From Theory to Practice presents three principles that aid language learning in content classrooms,
and gives an example of how these principles could be used in alesson. The next issue will suggest
asmple, practicd framework for applying these principles to student learning from textbooks.

Three principles that facilitete language learning in content classrooms have been identified
from current theory and gpproaches. They are: increase comprehensibility, increase interaction, and
increase thinking and study skills.

1. Increase Comprehensibility

Krashen revolutionized second language learning by identifying the crucid role of comprehensible
input, that is, linking language thet is new to the learner with clues to its meaning that make the
language “input” understandable (comprehensible). Especidly with beginning and intermediate
language learners, many clues should be nonverba, such as pictures, objects, demonstrations,
gestures, intonation, and manipulatives. Later, aslanguage proficiency develops, clues may dso
include language that is aready understood, for example, writing key words on the blackboard, using
agraphic organizer, or diagramming. Content teachers increase comprehengbility by increasing the
number and types of clues to the meaning of the language used in class (both ord and written).
Practica dtrategies for increasing comprehensbility incude using visuds, demondrations, hands-on
learning, graphic organizers, and students explaining to sudents.

2. Increase Interaction

Other researchers (Swain, Long, and Porter, among others) point out that language is dso learned
through communicating with others and negotiating meaning to accomplish real-life purposes.
Negotiating meaning takes place when a speaker tries to communicate his or her thoughts and a
listener tries to understand them. Both persons restate, question, explain, and clarify in order to
come to acommon understanding. This process helps students learn language as well as content.
Practical dtrategies that teachers can use to increase interaction for ELL studentsin content
classrooms include cooperdtive learning, study buddies, projects, and one-on-one teacher student
time.
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3. Increase Thinking/Study Skills

Many ELL sudents need explicit teaching to develop thinking skills and “thinking language.”
Chamot and O'Malley developed the Cognitive Academic Language Learning Approach (CALLA)
to asss teachersin applying the research of Jm Cummins on the academic needs of ELL students.
Teachers can assst ELL students by focusing instruction on higher order thinking tasks (discovery,
gynthes's, evaluation), asking ELL students higher order thinking questions (e.g., What would
happen if...?), modding “thinking language’ by thinking doud, assessing learning in a
manner/language consgent with ingruction, explicitly teaching and reinforcing study skills and test-
taking kills, and holding high expectations for learning for ELL students.

Teachers can keep these principles in mind when planning and adapting lessons and units.
Each principle can be addressed in several ways within atopic. For example, to begin aunit on
understanding smilarities and differencesin nature, the first topic could be trees (adapted from
Hainer et d.). Toincrease comprehenshility for ELL students, early activities could include a nature
walk in which different types of trees are pointed out; having students choose and draw atree;
teacher and students labeling and describing the parts of trees and leaves. To increase interaction
and thinking/study skills, groups of students could collect leaves, work to classfy them using
textbooks and reference materids, and display their knowledge on a bulletin board.

The three principles — increase comprehensibility, increase interaction, and increase
thinking/study skills— provide a concise guide to adapting ingtruction for English Language
Learners.

Judy Jameson, Center for Applied Linguigtics
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Teach the Text Backwards:
A Practical Framework That Helps English Language L earners
Understand Textbooks

The previousissue of From Theory to Practice presented three principles that facilitate
language learning in content classrooms, and gave an example of how these principles could be used
inalesson. Thisissue suggests asmple, practical framework for gpplying these principlesto
student learning from textbooks.

Thethree principles, identified from current theory and approaches are; increase
comprehenshility (e.g., Krashen), increase interaction (e.g., Swain, Long, and Porter), and increase
thinking and study skills (e.g., Cummins, Chamot, and O’ Mdley).

How can content teachers implement these principlesin mainstream classrooms, especidly in
upper-edementary, middle, and high school grades, where much of the learning occurs through
textbooks and other reading and writing activities? One way isto reverse the traditional sequence for
teaching textbook- based materia, which we will cdl, teach the text backwards. Thetraditiona
teaching sequenceis.

1. Readthetext.

2. Answer the study questions at the end of the chapter.
3. Discussthe materid in class.

4. Do sdected gpplications based on the materid.

This sequenceis very difficult for many Limited English Proficient (LEP) students, who read
English with difficulty and who may not have culturd or background knowledge smilar to the
mainstream U.S. students that most textbooks were written for. These students may find areverse
sequence of teaching steps more ble. The sequence for teaching the textbook backwardsis:

Do selected gpplications based on the materid.
Discuss the materid in class.

Answer the study questions at the end of the chapter.
Read the text.

EaN N

1. Start by doing something that applies the materia to be learned in a concrete, red-lifeway. The
“applications and extensons’ at the end of the chapter or in the teacher’ s guide are a good source of
ideas. For LEP students, this hands-on gpplication puts the new materia in context and increases
comprehenghility. For example, in science, the class might take afield trip to a planetarium early in
the unit, not a the end; in socid sudies, sudents might interview families about what countries their
ancestors came from befor e starting units on geography or immigration; in meth, the teecher could
have students read opposing articles that cite Smilar satistics before having the class sudy formulas;
in computer literacy, the teacher might struggle with preparing a smple document befor e learning
relevant terminology or practicing keyboarding skills.
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2. Discuss the application and the related conceptsin class. Ask students what happened, why, what
would happen if ... and so on. Usethe key vocabulary in the discussion, pointing to objects or
demongtrating relationships to connect the new words and sentences to their meaning. Ord language
isusudly eader than textbook language for LEP students to understand, and the discussion of a
concrete activity teaches key vocabulary and concepts, activates prior knowledge, provides cultural
context (the big picture), models thinking skills, and gpplies dl three principles.

3. Ask studentsto review the study questions at the end of the chapter to identify main ideas and to
st a purpose for the reading assgnment. Preview the chapter by looking at pictures and diagrams.
Read the subheadings to show students how the chapter is organized and where they can expect to
find specific information. These drategies increase comprehens bility and teach thinking and study
ills

4. Have students read the text to find the answers to the most important study questions. Teachers
can break up the chapter to reduce the amount of text each student reads and to increase
understanding for key sections and to mode study skills; graphic organizers and visuds can be used
to demondtrate key relationships in the content and increase comprehensibility and thinking skills.

The Teach the Text Backwards sequence incorporates the three principles that aid LEP
gudentsin learning language through content, and it dso aids other studentswho are less killed in
reading or who learn best through less traditiond learning styles. Itisapractica, consstent
framework for teaching and learning into which additionad ELL Strategies can be integrated.

Judy Jameson, Center for Applied Linguistics
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Tailoring a Portfolio for the Limited English Proficient Student

Since students learn, progress, and achieve differently, aternative assessments are proving
effective in evauating their progress. The development of a student portfolio has become one of
many increasingly popular and useful dternative tools for assessment. With careful planning and
ddiberate god setting, a portfolio system can be tailored to reflect the kinds of academic and
linguigtic progress specific to Limited English Proficient (LEP) students.

Choosing the Developmental Portfolio Plan: Of the three basic sysemsfor portfolio, the
developmenta portfolio plan more easlly demonstrates the growth and progress of the L EP student.
It builds an overd| picture of a student’ s abilities through a collection of representative samples of a
student’ s work based on goa's and objectives set with the student. This plan stimulates regular
feedback on progress, encourages student-teacher collaboration, reflectsindividud learning
experiences, and cultivates the ability to saf-assess.

Setting the Plan:  The steps of the plan will vary just asteachers and classes themselves vary.
Consder the following suggestions to guide in the creation of a portfolio plan for LEP students:

Step One — Egtablish the work folder routine. Teachers and students work together to designate a
location in the classroom where work folders will be kept. Work folders can take many forms— they
can be cereal boxes decorated to reflect each student’ s self-image, individua cubbies, pigeon holes;
or they can befolders hung in a crate on afile drawer. The key isthat the location should be easily
accessible for sudents. All completed and corrected assgnments are placed in the work folder ona
daly basis.

Step Two — Meet with each student to set goas and purge the work folder. Student self- assessment
and god setting are essential components of the developmentd portfolio plan for LEP students.
Students routinely reflect on their part in the educationd process and are given the opportunity to
more fully grasp expectations set with them rather than for them. The teacher and student meet
briefly once or twice aweek. These meetings are imperative, and considerations for meeting times
must be built into theinitid plan. Purging isaso an essentid part of the plan for portfolio

management. During these meetings.

The teacher and student discuss the contents of the work folder. The student’ s strengths and
areasin need of improvement are outlined. Previous gods are reviewed and aress are targeted
for continued development. New individua goa's (academic and linguistic) are set for the
upcoming weeks.
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The student chooses two or three items from the work folder (referred to as“ artifacts’) to
become part of the portfolio. Teachers should provide guided suggestions to encourage students
to choose avariety of work that reflects growth and achievement. The student should be
encouraged to choose work that most closely meets the goals set in previous weeks, work the
student enjoyed doing most, work the student found the most chalenging, work the student
learned the most from, or work containing information the student found the most interesting.
Notes or draft copies should be included as part of the completed artifacts. These artifacts are
coded “student choice’ and the student should write aline or two describing the reasons these
artifacts were chosen. This can be done on a card or page that is attached to the artifact. This
dep isimportant because it is a dated record of the meeting, it provides another writing sample, it
is a demondration of the student’ s attitude toward his’her education, and it requires sdif-
assessment.

The teacher chooses one or two artifacts. Teachers should refer to the student choices made in
step two and consider goals set for the student along with areas of strength or need for
improvement that were not reflected by the student’ s choices. These artifacts are coded
“teacher’schoice.” Asademondration of the collaborative educationa process, teachers should
aso write aline or two describing the reasons for these choices, discuss those reasons with the
student, and attach the card or paper to the artifact.

The remaining contents of the work folder should be sent home with the sudent. This leavesthe
work folder empty.

Step Three — Put artifacts in the portfolio. How the portfolios themsalves are housed is up to the
individua teecher. Asafew suggestions, afile drawer can be designated, a crate with hanging
folders can be used, or abinder can be used. Whatever the choice, the portfolio should be kept
within access of the students, but within the supervision of the teacher. Since each portfolio belongs
to each individua student, it isworthwhile to discuss privacy issues with the class during the

creation of theinitid plan and to set consequences of breaching of another’s portfolio.

Step Four — Purge the portfolio. Purging is necessary for managing the accumulated work samples
in the portfolio. Toward the end of agrading period, the artifacts collected in the portfolio should be
evauated in relation to individuad student goasin order to sdect asmaller sample of work. The
number of find choiceswill vary but should represent a comprehendve view of the sudent’s overdl
achievements and growth. Purged items can be sent home with the student, while the portfolio
remainsin the classroom.  Including the student in this processis highly recommended sinceitisa
meaningful time to review the growth process.

Since the portfolio contains an overview of the sudent’ s development over time, it can bea
helpful time saver for others teachers and beneficia for the continuation of the student’ s education.
Pans should include a system to pass the portfolio from teacher to teacher or from school to schooal if
the student relocates.

Lynda Franco, Center for Applied Linguistics
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Issuesin Grading Limited English Proficient Students

When | begin a sesson working with teachers on grading and assessment issues, | often put
this quote on the overhead and ask the teachers what it means to them in the context of assessment:
“Y ou don't fatten your lambs by weighing them.” (Vermont farmer)

To me, this quote is areminder that measuring and assigning scores to student work often
does nat, initsef, add to student learning. Sometimes, in fact, this weighing process discourages
Students from learning because it does not adequately use their strengths or recognize whet they have
accomplished.

Some grading and assessment issues gpply to al students, but teachers of Limited English
Proficient (LEP) students are faced with additiond issues as well.

Below are some issues teachers face concerning grading LEP students:

The LEP student’ s limited English affects the student’ s ability to communicate his or her
content knowledge.

The LEP student works hard, but the student’ s achievement fdls short in comparison to
othersin the class because of the LEP student’ s limited proficiency in English.

The teacher worries that recognizing the LEP student’ s effort and progress will be setting
two standards of achievement: LEP and non-LEP.

The teacher and the L EP student have different expectations and interpretations of the
grade.

Thereisno easy answer to theseissues. The following suggestions are offered to help
teachers develop a grading and assessment plan:

1. Focuson the LEP student’s meaning, instead of language errors such as grammar
mistakes or awkward phrasing. Ask yoursdlf: Did the student understand the question?
Did he/she answer the question? How well did the student develop his or her thoughts?

2. Grade acombination of process and product for dl students. Thomas Guskey, awell-
known educetor, illugtrates with a hypothetica gym class Stuation. Imagine assessing
two students: Oneisabrilliant athlete; the other has poor movement skills but aways
trieshisor her hardest and is unfailingly agood sport. Using only product criteria, such
as how high the student can jump and how fast the student can run, would not recognize
the second student for the things that student does well and which are equdly legitimate
and relevant criteriafor the class.

3. Early inthe school year, explain to students what and how you grade. Show examples of
good work. Use scoring rubrics with clear criteria. Involve studentsin developing
criteriafor evduating assgnments. Teach Sudentsto evauate their own work.
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4. Have gradesreflect avariety of performances (some less dependent on fluent language
skills) such as participation, projects, portfolios, and ord explanations.

5. Adapt tests and test adminigtration. For example, alow more time for LEP students, or
read the test to them. Teach test-taking skills and Strategies. Since grading on acurveis
often unfair to beginning ELL learners, use criterion-referenced tests.

6. Teach students how to evauate their own work. Have students conduct self-evauations.
Tdk to sudents after grading if you think their expectations were different from the grade
they received.

7. Grade beginning ELL students as “ satisfactory/unsatisfactory” or “ a/above/beow
expectaions’ until the end of the year. Then assign aletter grade for the year.

8. Put anote on the report card or transcript to identify the student as an English Language
Learner. Write comments to clarify how the student was graded.

In addition to developing a grading plan, dso occasonaly perform a“sdf-check” of your
methods of ng students. The following questions could be used:

Do | test what and how | teach? For example, if I'm teaching complex thinking and thematic units,
aml| ng student knowledge of relationships and interdependence, or am | ng knowledge
of isolated facts? If my teaching requires students to apply and use new knowledge, does my
assessment involve application of knowledge or does it only require recall or recognition of
information”?

Do | use a variety of assessments, including alternative assessments? Alternative assessments may
reflect better what and how ateacher teaches. Projects, for example, often require integration and

use of skillsand knowledge in away that approximate performances required in red life. Portfolios
show student growth over time and include student self-evauation and reflection.

When | use more traditional tests, such as multiple choice or short answer, do | review the tests to
make sure that language and cultural bias has been minimized, and do | teach test-taking strategies
to all my students?

Teachers who think through the grading issues that are most relevant to their classes, who
develop guiddines that work for them and that they can clearly and consistently explain to students,
parents, and others; and who self-check their assessments periodicaly, will surely fatten their lambs
while waghing them.

Judy Jameson, Center for Applied Linguigtics
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Working with Families

Families and teachers both are preparing children for the future. Both have the god of
nurturing and educating children. And yet, despite this common god, families and schools often
encounter difficulties collaborating in children’s education.

Laurie Olsen and her co-authorsof The Unfinished Journey: Restructuring Schoolsin a
Diverse Society found that family involvement, especidly for language minority families, is one of
the mogt critical features of restructuring schools, but dso one of the mogt difficult to implement. In
their two-and-one- hdf-year investigation of school restructuring, they visited 32 Cdifornia schools,
al with language minority sudents. They found many types of family involvement, which they
categorized into three paradigms. In planning family involvement, schools should consder how to
implement components from each of these three paradigms.

Firg paradigm: Schoolsinvolve familiesin supporting the education of their children. Inthis
paradigm, schools encourage parents and other family members to provide home support for the
schools educationd program. However, providing this support may be difficult for familieswho are
recent immigrants and who are il learning English themselves. Schools may assist these families
inavariety of ways. They may set up native language orientation for families about the U.S. school
system or they may cresate literacy, ESL, and parent education classes for aduts Family
involvement specidists may facilitate family atendance at orientation nights and parent/teacher
conferences. Teachers may create family learning projects for families and studentsto finish

together at home after the activities are introduced to studentsin the classroom. Topicsin family
learning projects could include using the newspaper index, using the comicsto learn, or comparing
TV shows for smilarities or differences

In A Magical Encounter, AlmaHor Ada describes afamily literacy program called “ Parents,
Children and Books’ in which parents collaborate in creating books to share with their children. Ina
series of meetings, facilitators read illustrated children’s books with parentsin smal groups, parents
then share the books with their families at home, reading or retelling the story based on the
illugtrations. After experiencing dramétic readings of illustrated stories, parents participate in
creating books based on their own experiences, dictating text in their native language to a facilitator
on topics such as “ From yesterday to tomorrow” (a collection of riddles, sayings, and rhymes), or
“When my life changed ...” (asharing of ora histories). The facilitator types the text into books,
which are returned to parents for sharing with their families. Through this program, parentslearn
how to read or discuss books with their children, promoting “their children’s cognitive and language
development, while at the same time, creating a home atmosphere that is conductive to the sharing of
experiences and fedings.”
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Second paradigm: Schoolsinvolve families as advocates for school programs. Inthis paradigm,
families support schools by helping to solve problems brought on by budget cuts or by advocating
innovations created by the schools. Family members may volunteer in the school or raise funds for
field trips or textbooks. Family members and teachers may band together as advocates on important
issues. In one school, parents and teachers formed the Partnership School Committee to petition the
school board to expand the school’ s immersion program from a strand within the school to a
schoolwide program. “Immersion parents shaped the outcome. ... The board finaly approved
immersion. It wasawonderful victory.” Inthis paradigm, schools and familiesjoin forcesin

support of educationa programs that schools might not be able to carry out by themselves. Asa
result of this collaboration, family members learn how to advocate effectively for educationa
innovations.

Third paradigm: Families have aright to democratic participation in the functioning of the
school. Inthis paradigm families are deeply involved in decison making in their children’s schools
as the most important advocates for their children and their children’s education. Inthisrole,
families hdp to ensure that education is culturdly and linguiticaly gppropriate.

This paradigm isthe mogt critica for the wellbeing and education of language minority
sudents. Furthermore, in some states family participation in school decison making is mandated by
law. In many cases, however, this paradigm may be the most difficult to implement and the one
mogt likely to lead to conflict. How and in what areas will family members participatein decision
making? In classroom vists? On committees making curriculum decision? Because this paradigm
brings families into nontraditional areas of influence in the school, teachers and adminigrators, as
well as family members, may need to learn new roles and ways to communicate.

Differing culturd and language expectations can o be barriersto thistype of family
involvement. For example, teachers might introduce math concepts through the use of
manipulatives, whereas some parents might view these activitiesas “play” rather than education. In
some households parents might expect children to accept the opinions of their elders, whereas
teachers might expect children to voice and defend their own opinionsin class.

By creating lines of communication among families, teachers, and other school personnel,
schools can begin to mediate differences. One teacher links families and schools through “parent
interactive journas” which she writes with families of her firs-graders. Once aweek, each student
takes home ajournd in which the teacher has written a short note to the family in the English or in
the family’ s ndtive language. Any family member may respond in writing, over the telephone, or in
ameseting with the teacher. These journals and exchanges become interactive records of families
lives, experiences, and expectations of the schooling process.

I mplementing the three paradigms:

All three of these paradigms are criticd for students and their families. There must be family
academic support for student learning, financia and advocate support for schools buffeted by budget
cuts, and meaningful collaboration between families and schools. 1n addition, families have avita
role to play in informing schools about the culture, values, and languages of their children. Thus, it
isimportant to create ways for families to participate meaningfully in educationd decision making.

Dr. Maria Derrick-Mescua, Center for Applied Linguistics
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