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Practices of Exemplary
Elementary School Teachers
of Second Language Learners

By Carmen Zuniga-Hill & Ruth Helen Yopp

Teachers across the nation are finding themselves facing classrooms of
students where several languages and cultures are represented. There are an
estimated 2.1 million school children in the United States who have limited English
language skills which affects their ability to participate effectively in education
programs (U.S. Department of Education, 1992). It isexpected that by the year 2000
onein 12 elementary school studentswill beasecond languagelearner (Day, 1992).
In Cdlifornia, 1,151,819 students (one-third of al students) speak alanguage other
than English. Of this figure, 887,757, or approximately three-fourths, are Spanish
speakers; however, nearly 100 other languages are spoken by school age children
in the state (California Department of Education, 1993).

The mgjority of English language learners are
I being served by teachers who do not speak their
Carmen Zuniga-Hill isan  language. Indeed, itisestimated that only ten percent
assi stant professor and of the estimated 2.1 million children who could bene-
Ruth Helen Yopp isan fit from bilingual education actually receiveit (Faltis,
associate professor inthe  1991). In 1991-92, California experienced a shortage
Department of Elementary  of 9,800 Spanish-English bilingual teachers, and
andBilingual Educationat 4,500 teachersto teach studentswho cameto school
CaliforniaState speaking other languages (California Department of
University, Fullerton. Education, 1991). Statistics similar to these are re-

83



Exemplary Elementary School Teachers
__________________________________________________________________________________________________|

flected in major metropolitan cities and regions throughout the nation.

The multilingual, multicultural reality of today’s classrooms makes it impera-
tive that researchers examine the conditions and contexts that enhance learning
among second language |earners and that teacher educators prepare new teachers
to effectively teach the diverse linguistic and cultural student populations.

The purpose of thisexploratory study wasto begin to examinethe practices of
exemplary elementary school teachers of second language learners in order to
addressthe question: What practicesand behaviorsdo theseteachersengageinto
promote learning for second language students in their classrooms? While the
literature suggests strategies to use with second language learners, it does not
examine actual practice. Also missing in the literature is a contextualized, finer-
grained analysisthat providesinsightsinto theconditionsand contextsthat promote
second language learning. The present study offers a view of the practices,
conditions, and contexts in which exemplary teachers of second language learners
engage to enhance learning for their students.

Method

Subjects
Webegan by askingatotal of 12 siteadministratorsand classroomand resource
teachersat school sinsouthern Californiawith at | east a40 percent second | anguage
learner population to identify one classroom teacher at his or her site whose in-
struction for second language | earners could be described as exemplary. We asked
the nominatorsto consider theteacher’ sabilitiesbased on classroom observations
and asreflected in their students' English language devel opment and content area
learning. We interviewed each nominator to discover if there were additional
reasons for having nominated that particular teacher. What consistently emerged
was a profile of ateacher who is well-based in content knowledge, sets high ex-
pectations for al the students, is well-prepared on a day-to-day basis to meet the
students’ learning needs, and is respectful of students. A sample quote from a
resource teacher follows:

Nominator: She [the nomineg] is child-centered, not curriculum-centered, a-
though she knowsthe curriculum. Sheusesalot of literature and sheintegratesthe
arts. Her students share their personal experienceswith her, and she usesthemin
the lessons she teaches. There’salot of mutual respect in that classroom.

We then informed each nominee that he or she had been selected by the
principal or a colleague as exemplary in working with second language learners,
and asked permission to visit for a get-acquainted classroom observation. Eleven
agreed. Two of thesewerenot included in the study because onetaught only inthe
students’ primary language and the other had only one second languagelearner in
the classroom this year. A third teacher was discouraged by the district’s central
administration from participating in the study.
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Of the remaining eight teachers, three have been district teachers of the year.
Five have been master teachers and/or district mentorsfor non-tenured teachersin
their respectivedistricts. All haveconducted district-level or county-level inservices,
been recognized as content specialists, or been sought out by other teachers for
teaching suggestionsand materials. Six haveearned aM aster’ sdegreein education,
and two others will finish their Master’s degree in the next year. The teaching
experience of the teachersranges from five yearsto 20 years, with amean of 11.75
years, and each teacher has had experience teaching second language |learners
throughout his or her career.

Currently, six of the teachers have studentswho are Anglo and Hispanic, or a
mix of linguistic or cultural backgrounds, and two of the teachers have classrooms
with 100 percent Hispanic student population. All of thestudentsareat thelow end
of the socioeconomic scale, as determined by free or reduced lunch and aid to
families via a variety of social agencies. The mean number of second language
learners in each classroom is 13.5, ranging from three to 30. These students fall
along acontinuum of Englishlanguageabilities. Four of theteachershavereceived
a minimum of 20 hours of district inservice training on working with second
language learners. The remaining four have received specialized training in bi-
lingual education including knowledge about the home culture of aspecific cultural
group, and training in methodol ogiesto teach studentsin their nativelanguage and
in English.

Two arefirst gradeteachers, oneisasecond gradeteacher, two arethird grade
teachers, oneisafourth gradeteacher, and two arefifth gradeteachers. Three of the
teachers are Hispanic and five are Anglo. Seven are women and one is a man.

From interviews with the teachers and their nominators, we learned that all of
theteachersparticipatein professional activitiesthat extend beyondtheir individual
classrooms. They are professionally active and connected, and they continually
seek professional growth.

Procedure

Four hour-long observationsschedul ed at interval sof about oneper week were
made in each of the eight classrooms. The teachersidentified timeswhen students
would be engaged in text or text-based activities in English for our observations,
including reading/language arts, social studies, and science lessons. Initial obser-
vationswere madein each classroom to ensure that the students were comfortable
withtheresearchers' presence prior totheformal four hoursof datacollection. Each
subsequent observationwasaudiotaped and videotaped. Fiel d noteswereal sotaken
during or immediately following each taping session in order to capture contextual
information. In addition, teacher interviews were conducted in order to obtain the
teachers' perspectives of learning activitiesin their classrooms. (See Appendix for
interview questions.) Finally, each teacher was asked to view and comment on two
videotaped |essons from one other teacher in the study, focusing on the question:
. _________________________________________________________________________________________]
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What did the teacher do in each lesson to make it successful for second language
learners?

Data Analysis
Thedatacorpuswascollected and analyzed withinthetradition of ethnography
of communication (Jacob, 1987) or microethnography (Erickson, 1977), relying on
participant observation, field notes, and detailed analysis of videos of everyday
occurrencesinthe school (Erickson & Wilson, 1982). The datacorpuswasreduced
to segments of tapes that particularly related to the inquiry under study. These
segmentswererepeatedly and independently reviewed by thetwo researcherswho
individually identified initial categories of common practices among the teachers.
The researchers then discussed their initial categories, and repeatedly tested and
revised theseinitial categories by applying them to larger segments of the corpus,
and finally refined them to describe five teacher behaviors and practices evident
throughout the entire corpus of data. Data triangulation (Erickson, 1986) was
provided through field notes, interviews with teachers and their nominators, and
teachers' comments on each others’ lessons.

Results and Discussion

Our analysis of the observational and interview datarevealed that these eight

teachers engage in five practices in common, listed below. A discussion of each
practice and salient examples follow the listing.

1. The teachers maintain enabling behaviors, language, and attitudes toward their
second language learners, coupled with high student expectations.

2. The teachers activate their students' prior knowledge and help them develop
general knowledge and the language with which to expressiit.

3. Theteachersuse current instructional strategiesand techniquesin thelanguage
arts.

4. The teachers embed instruction in a context that fosters respect and mutual
accommaodation.

5. The teachers engage in reflective practice.

1. The teachers maintain enabling behaviors, language, and attitudes
toward their second language learners, coupled with high student expecta-
tions. We draw on Diana’s classroom for the first examples. Her fifth grade class-
room consists of about 80 percent second language learners who are at various
stagesof Englishlanguageacquisition. Dianaisan Englishonly speaker. Observing
in her classroom, one very quickly becomes aware that she uses many teaching
techniques to help the students understand key concepts without compromising
content knowledge. It also becomes quickly evident that the second language
learners take many linguistic risks by engaging in and contributing to meaningful
classroom discussion, as evidenced by the first example below. All students are
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expected to participate and areincluded in learning activities, and Diana makes an
effort to ensure that content knowledge is comprehensible for them.

Diand' s students were engaged in a Know-Want-Learn activity (Ogle, 1989)
on the Westward Movement. This strategy engages students in articulating what
they know about atopic, what they would liketo learn, and apost-study discussion
onwhat they havelearned. Asvariousclassmemberscontributed tothe® know” and
“want to know” columns of the chart taped across the chalkboard, Diana began
asking several second language learners what they would like to add. Within the
context of questions about covered wagons, one student raised his hand and said
simply, “Why?" as he moved his hand in a choppy circle.

Diana: Oh! Why did the wagons form a circle? (Student nods.) Good question.

Diana has accepted the intended meaning of a second language learner,
complimented him for his contribution, and provided a linguistic model for
expressing his intended meaning.

During this same lesson after several students had offered contributions, she
called on a second language learner and asked her if she would like to add
something. Thestudent shook her head no. Dianatol d her that shethought shemight
have something to contribute later to the chart, to think about what that might be,
andthat shewould ask her later. When Dianaasked her again, thisiswhat occurred:

Student: They haveto look for awork...a...a...work...yeah.

Diana: A job?

Student: Yeah! A job! They haveto farm...they haveto ...live by their own.

Another student then speaks:

Student: Just likeshesaid, they would havetowork theland, build their own crops,
and stuff likethat. Plant their own crops, build their own houses. They would
have to start from scratch.

Diana: Starting from scratch. Good.

Herewe see an exampl e of ateacher who gently urgesaquiet second language
learner to contribute to a whole-class discussion. Two interesting elements are
evidentinthisbrief episode: (1) ateacher whoknowsachild’ scapabilitiesand holds
certain expectations for her, and (2) validation and verbal expansion of the child’s
contribution, not by theteacher, but by afellow student. Thistypeof peer validation
happens in a classroom where the teacher fosters respect and recognition for
everyone.

During another session in Diana's room, small groups of students were
preparing to present skitsin English, with memorized parts. Dianasaid to onegroup
that the second language learner in their group had not yet completely learned her
part and that they needed to work with her. One student in the group responded,
“Y eah, wealready planned ameeting for her.” Again, an enabling attitudewith high
expectationsisevident, coupled with asenseof inclusion and shared responsibility

on the part of the student’ s peers.
. _________________________________________________________________________________________]
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In an after-school conversation, another teacher, Karyn, discussed one of her
Spanish-dominant students. Erika had been reading in Spanish with the bilingual
instructional aide. The teacher observed that Erika was learning English very
quickly, and so she had her begin to read inthe English languagereader. While she
recognized that Erikawas challenged by the third grade reader, she saw that many
of thewordsor conceptsthat werehard for her (such as* arabesque” and “ encore”)
may have been due to experiential or cultural differences. Karyn worked with Erika
on building the necessary vocabulary to understand the reading passages. The
teacher was so impressed with Erika s abilitiesthat she scheduled Erikafor testing
for giftedness, even though the testing would be carried out in English, Erika's
second language, as Spanish language giftedness testing is not conducted in
Spanish in the district. This example reveals that Karyn believed that the student
was capable of high academic achievement and provided various means that
enabled the student to be successful, including building background knowledge
that promoted understanding of the text and recommending her for special testing.

2. The teachers activate their students prior knowledge and help them
develop general knowledge and the language with which to expressit. We found
numerous examples of general knowledge being activated and created, and efforts
toassist studentsindevel oping thelanguagewith whichto expressthisknowledge.
AnaMaria, for example, asked her students to share their experiences with board
games prior to their reading of Jumanji (Van Allsburg, 1981), a piece of children’s
literature about an adventure based on a fantasy board game. Karyn’s students
relied on knowledge about school experiences in order to write cinquains (afive-
line poem) about third grade. In discussing the word “pioneer,” Diana pointed out
to her studentsthat it had another usebesidesreferring to peoplewho werethefirst
to go to anew land.

Diana: Benjamin Franklin was a pioneer in the field of...

Student: Electricity.

Student: Y eah, he flew the kite and electricity came down...(inaudible)
(Other students respond, sharing classroom created knowledge.)
Diana: And Beethoven was a pioneer in the field of ...

Students: Music.

In this example, we see Diana asking the students to make links to previously
studied material to enhance their understanding of the word “ pioneer.”

In Karyn’sroom, the children were studying silkworms. There was a container
of them in the middle of alargetable that al so held asupply of mulberry leavesand
several relevant science books. One student, a recent arrival from Venezuela,
explained the following to one of the researchers:

Student: Dark points—is the man. No points—is the woman.

The student was explaining that if asilkworm has dotson itsback, itisamale,
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and that no dots on the back indicates afemale. The student then returned to her
desk, but a short while later was drawn to the silkworm table again, and engaged
another student in a conversation in English about silkworm cocoons. Here the
teacher had created an environment of high interest that motivated the student to
express what she had learned.

Karyn'’ sstudentsengagein many writing activities. Sheisconsidered awriting
specialist in her district and has given several inservices on poetry writing to
promote language devel opment and students’ self-esteem. Our interview with her
reveal edthat her students’ writingisusually relatedtoapieceof children’ sliterature
the class is reading and that she typically introduces a poetry pattern (such as
cinquain, diamante, formula poem) and provides an example on the board. The
children then use the example to write their own poem, repeating the pattern and
adding their own ideas.

Ontheday of onetaping, theclasswasengagedinaliterature unit onthestory
of Tom Thumb. The students were discussing the giant’s bad mood, and Karyn
expanded the conversation to the students' own motivesfor good and bad moods,
thus having the students draw on their own experiences—their prior knowledge of
good and bad moods. Thediscussion wasfollowed by asking the studentsto write
poems about their moods. Providing the language with which to share their ideas,
Karyn wrote this formula poem on the board in English and Spanish:

| get in a bad mood when

But makes me smile.

Me pongo de mal humor cuando
Pero un(a) me hace sonreir.

Onestudent, Samira, had beeninthe United Statesfor about three months, and
had apparently had very little previousschoolingin Mexico. Shewasplacedinthird
grade because of her age. On the day of thistaping, Karyn said she was delighted
with Samira s progress and said she was “ absorbing alot and [is] blossoming.” A
fragment of Samira’s poem about moods is below.

Me pongo de mal humor cuando me pegan
Pero una paloma me pone de guen [sic] humor.
| get in a bad mood when they hit me

But a dove puts me in a good mood.

The teacher developed general knowledge about writing a particular form of
poem and invited the students to write poetry expressing their own moods and
experiences. This fragment shows that Samira adapted the model from the chalk-
board to express herself. The teacher had created a context in which Samira could
create her own language, and furthermore, Samira utilized her own dialect of
Spanish (“guen” rather than “buen”) to do so. The teacher had also provided a
language choicefor her studentsaswell as support for writing attemptsin English.
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3. The teachers use current instructional strategies and techniquesin the
language arts. Theteachersin thisstudy useavariety of techniquesand strategies
to help their studentslearn from text while devel oping second language skills. Ana
Maria uses story grammar to help her students develop and understand story
structure. Sheal so engages her studentsin story retellingsto check for comprehen-
sion and to help them develop language abilities. Diana uses the know, want to
know, learnstrategy, “ astrategy that hel psteachersand studentstakean activerole
in reading and learning from expository text” (Ogle, 1989, p. 205). Yolanda
frequently usesbig bookswith her transition readers. We happened to betapingin
her classroom one day when she conducted alesson with abig book. She engaged
the studentsin predicting, choral and paired reading, and using text-as-resourcefor
afollow-up art activity. All of theteachersin the sample use thematic teaching and
integrated literature-based units, and they all provide language-rich classroom
environments, most notably Ana Maria and Karyn who use charts, word lists,
posted student writing, strip charts, books, and story charts.

Y olandawas thefirst in her school to use student portfoliosin her classroom,
and she encourages other teachers to do the same. She maintains afile in which
students and the teacher place sample work. Once a month, the teacher and each
student together review the work placed in the file, and note areas of growth and
weakness. Yolanda commented that the students are frequently amazed at the
growth they see in their work, and that this type of review spurs them on to
improving the quality of their writing.

Dianamakes extensive use of strategiesthat provide comprehensibleinput for
her second language learners and that scaffold meaning for them through making
text and real-world connections. We draw from a taped lesson when the students
werereading an article about stingrays becauseit illustrates several strategiesthat
she utilizes.

Diana: If astingray sees you coming, isit going to come at you and sting you?

Student: Not unless you bother him.

Diana: Right. Fourth line: “They will not go out of their way to attack you.” That
means that they’ re not going to think, “I’'m going to get him [uses pinching
hand movement].”

The stingray article pointed out that when wading, it iswiseto be alert and to
prod a stingray with a stick to make it move away. To reinforce this point, Diana
engaged the studentsin a brief role play of two “waders’ and a “stingray.” The
“stingray” was on the floor, “hiding” under the sand.

Diana: O.K. Gabriel. You're our wader. Now you' rewading in the water. Do one
of thetwo thingsit [the text] tells us. (pause) What are you going to do that
the story says? What’ stheword it [the text] uses?

Students: Prod.

Diana: What's another word for “prod?”
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Students: Poke.
Gabriel prodsthe “stingray” with ayardstick and it moves away.
Diana: O.K. Carmen. You're our next wader. What are you going to do?
Student: Step it. [sic]
The student “steps’ on the stingray and it “ cuts” her.

In this short episode, we see two examples of text expansion or explanation
through wordsand hand motion and student dramatization of akey point inthetext,
both strategies suggested in the literature for enhancing comprehension (Davies,
1990; White, 1984). In addition, we see astudent who takesalinguisticrisk in asafe
environment created by the teacher.

Two of the teachers teach and model metacognitive processes for their
students, who in turn use the strategies themselves and with other students. For
example, Ana, a cross-age helper in Ana Maria' s room was working with a small
group of children whose task it was to collectively write aretelling. At one point,
when the group seemed unableto movethe story along, Anasaid, “ OK, |ook at the
informationyouwroteontheboardandlet’ suseitinour story [retelling].” Anawas
referringto thestory grammar that the classhad just completed collectively and that
the teacher had written on the board.

4. The teachers embed instruction in a context that fosters respect and
mutual accommodation. Another practice we found common to the eight teachers
was that they engage in what Stephen Diaz, Luis Moll, and Hugh Mehan (1986)
describe as mutual accommodation. Mutual accommodation occurs when “both
teachers and students modify their behaviorsin the direction of a common goal”
(Nieto, 1992, p. 258). This includes social, cultural and linguistic accommodation.

During the interviews, many of the teachers expressed the need to approach
their teaching with a mindset that is different from working with a class of
mainstream students. Itisnot that theseteachersnecessarily useartifactsfromtheir
students’ cultures. Indeed, most of these teachers did not. Rather, many of them
discussed thinking through their teaching in adifferent way, and theimportance of
devel oping alternative perspectives and broad cultural understandings.

Jerry realized in hisfirst weeks of teaching that what he had learned in hisown
upbringing and professional preparation had not adequately prepared him for his
teaching assignment:

| grew up in an anglo-centric environment where you sit down, you think things
through yourself, and you do your work. It worked for me. When | came here to
teach, | found | had tor e-orient my thinking. (emphasisadded). | reorganizedthe
room [so that] we interact with one another (pause), and it is a different way of
doing business. Also, we try to develop different perspectives. Our Vietnamese
student believesin ghosts. On Dia de los Muertos[“ Day of the Dead,” aday cele-
brated in Mexico to honor deceased relatives], we discussed ghosts. Could they
exist? Who believes in them? We talked about this.
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He continues:

Phi was different. She was the object of cruel jokes and name calling. We have
spent a lot of time discussing “different is O.K.” Phi is different culturaly,
physically, and she has different understandings. We have discussed differences
and spiraled thistoalarger perspectiveof differences. A lot of respect hasemerged.

Another example of recognizing and accommodating differences comes from
Diana's classroom. She told us in an interview that she only accommodated
differencesby includinginformation from her students’ backgroundswhenit fit the
standard curriculum. However, in further conversation, she reveal ed that she does
far more than that. An example of thisis evident in her description of an incident
that arosewhen her studentsviewed the mini-seriesRoots. The Sagaof an American
Family. Asaresult of aclassroom conversation about slavery, whichispart of the
fifth grade social studiescurriculum, she decided to show the segment of Rootsthat
dealt with the middle passage. The studentswere fascinated with the segment, and
they pleaded with her to let them view all of the episodes. Parental permission
obtained, sheand her studentsviewed theentire seriesover several days. Onebrief
scene included bare women in West Africa. There were snickers from some of the
students. “Don’t laugh,” rebuked one of the students. “ That’ stheway itisin their
country. It's hot and that's a part of their culture.” No student made a further
comment. This accepting attitude arises in a classroom climate where the teacher
fosters a high level of respect for all.

Mutual accommodation is not effortless. It takes a great deal of thought and
careful planning to create a classroom ethos in which learning occursin a context
of mutual accommaodation and respect. As Karyn stated:

It shard. Asateacher, you' rehavingtothink thingsthroughindifferent ways. Y ou
have to prepare things differently.

Linda said:

I really stressthat weare herefor each other. Wearehereto help each other. That’s
what it's all about.

There also exists a need for mutual accommodation beyond the classroom.
Indeed, therol ethat parentsand thecommunity play iscritical toastudent’ ssuccess
in school. Our datareveal that the teachers in this study work toward enhancing
parent-community involvement in school activitiesand serve asadvocatesfor their
students and parents in ways that were similar to bilingual teachers (Faltis &
Merino, 1992; Flores, Cousin & Diaz, 1991).

Y olanda devel oped an impressive parent involvement program at her school
site and was featured in the Los Angeles Times (Duke, 1992, May 8) for this
exemplary program. “We were discovering that the PTA didn't seem to attract
parentsanymore,” she said, and she set about to make a change. The school hasa
large population of language minority parents (Spanish and Viethamese speaking).
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Y olandafound speakersof theselanguagesto cometotheschool onthesamenights
to addressrel evant topics such as earthquake preparation and how the educational
system worksin this country.

Y olanda: Most American parents talk to their kids about college. The parents of
our students do not because they don’t know what to tell their children.

The program has grown from about 20 to 200 parents in two years.

Our observations of theteachersin this study did not reveal that they engage
in practices that exhibited knowledge of specific aspects of a particular culture, as
do exemplary bilingual teachers who work with students of a common culture
(Faltis & Merino, 1992). However, the teachers did stress the importance of
flexibility in organizing for instruction and in teaching, and the importance of
accepting diverse ways of learning and expressing knowledge. Further, they
stressed the devel opment of abroad sense of acceptance of others, and they were
advocates for students and their families.

5. Theteachersengageinreflectivepractice. Datafor thiscategory wastaken
largely from interviews from teachers. However, their thoughts and words as
reflected here are ultimately evident in their classroom-based practices. The
teachers in our sample articulate a high level of awareness about their classroom
practice; that is, they think carefully about what they | earn as prof essi onal sand how
this affects their classroom practices.

Since we were particularly interested in examining language and literacy in
theseclassrooms, weaskedtheteacherstodiscusstheir knowledgeof languagearts
instruction and their approach to language arts instruction in the classroom. Six
teachers indicated that they use an eclectic approach with an emphasis on whole
language strategies. They described what they find useful about whole language
strategies, and how they usethemin conjunctionwith other instructional strategies
and practices.

Researcher: How would you categorize your approach to language and language
arts?

Karyn: Probably eclectic is the closest. | think that whole language is a rea
important component. Our district isjumping on that bandwagon, but part of that
comesfrom me. That’ stheway | seeit. That’ stheway I’'m comfortable. Another
partisusing literatureasafocuspoint. That isageneral approach, but there’ salso
decoding. | use every chancel get and get asmuch inas| canin agentleway. We
don’t dodrills, but we have anumber of gamesthat weplay. And it' smultifaceted.
Some kids are going to learn physically. | do everything | can think of to get it
[learning] into the body one way or another, trying to meet al of their learning
styles.

Theteachersexpressed concern about making surethey usethe best methods
for literacy instruction.
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Rita: | had a credential from Argentina. | was a school teacher over there so |
learned how to teach reading and writing in Argentina. They were not doing it the
same way [here], but | couldn’t say that it was right or wrong because | did not

know their way. So | went to sit in the schools to observe.

Theteachersareawareof relevant research and specificwaysto apply itintheir
classrooms. For example, Rita discusses Stephen Krashen’s (1981) concept of the
affectivefilter (low stress, high motivation, and high self-esteem). She hasthought
about how best to implement this concept with her second language learners:

Thereal purpose of that song is because we're going to do [perform] it in English
and some of them are very anxious, you know, they’re very afraid. They know it
isaforeign language. They know they can't speak it very well. So what wedo is
welower thefilter (emphasisadded) doingthat [singing]. So oncethey’ replaying
and they’ re acting and they’ re singing, they forget about the English. They repeat
the song, and then we useit asareview of thevocabulary that they already know.
And, you know, they’re having fun.

They think about where they are going and set goals for their students and for
themselves:

Researcher: Any improvementsyou'd like to see?

Yolanda: Always improvements. | could see dealing more with technology and
second language learners. | could see that as a second language to them. It could
be used as a universal language to them to encourage higher level thinking.
Motivation, too. That'smy goal—instill it [technology] moreinto my classroom.
I’d like to have Macintoshes. Actually, | wrote agrant for aMac. I’mworking on
it. That’sabig deal to me. | hate to see aclassroom where second language learners
are set apart and not given accessto computers. Those children need to be exposed
to those things even more. So technology isareal big push for me. That'smy goal
as ateacher.

Theseteachershave spent timerefl ecting on how their professional knowledge
is connected to the classroom and why they engage in certain practices. They
articulated their thinking about |anguage and literacy instruction from the perspec-
tives of their professional preparation and their observations, and they devel oped
what they believe are the most effective approaches based on these. One teacher
expressed her belief in the importance of providing increased computer access for
second language learners. She described her efforts to make this technology goal
areality. Every teacher in the study was ableto engagein reflective practice—how
professional knowledgeisrelated to their classroom practice, and many discussed
particular practices for second language learners.

Conclusions

As more and more teachers face classrooms of students from a variety of
linguistic and cultural backgrounds, it becomesimperativeto study the practicesof
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thoseteacherswhowork effectively with second languagelearners. The purpose of
thisinvestigationwasto get aview insidetheclassroomsof eight elementary school
teacherswho were selected asexemplary in working with second languagelearners
in order to identify their common practices. Five practices were identified: (1) The
teachers maintained enabling behaviors, language, and attitudes toward their
second language |earners, coupled with high student expectations; (2) they acti-
vated their students’ prior knowledge and hel ped them devel op general knowledge
and the language with which to express it; (3) they used current instructional
strategies in the language arts; (4) they embedded instruction in a context that
fosters respect and mutual accommodation; and (5) they engaged in reflective
practice.

Does effective teaching with second language learners merely reflect utilizing
effectivestrategiesthat all good teachersuse? The statements made by teachersin
thisstudy would suggest not. Theseteachersseetheir teachingin abroader context
than just good teaching. They view their teachinginasocial, cultural, and linguistic
milieu that must occur in abroad context of mutual accommodation—acontext that
seemsto necessitate arethinking of their teaching practices, or in thewords of one
teacher in this study, “thinking things through in a different way.” They work at
developing effective approaches that include understanding and valuing the cul-
tural perspectivestheir students bring to school. They strive to accommodate and
developanunderstanding of diverseviewsandtohel pall their studentsdothesame.
Further, they makeconnectionswithother contextsinwhichtheir studentsfunction,
most especially the home. Teachers who engage in these practices reflect what
literature on teaching in multicultural contexts promotes as beneficial for students
of diverse backgrounds (Grant & Secada, 1991).

While our purpose was the identification of common practices among exem-
plary teachers of second language learners, future research might examine the
diversity of practicesand teaching stylesamong exemplary teachersin multilingual
settings. Additionally, an evaluation of the impact of the specific practices and
behaviors on student learning would be worthy of study, as would a closer
examination of each of the practices identified here.

The changing demographics in this country mean that, in many regions,
teaching secondlanguagelearnershasbecomethenormfor teachersrather thanthe
exception. While we value education in the native language of the student and
support itsimplementation wherever possible, we cannot assume that our schools
will be fortunate enough to have a sufficient number of qualified bilingual teachers
who speak the native languages of the studentsin their classrooms. Wemust learn
from the teaching strengths and expertise of teachers who have been identified as
effectivein enhancing learning for second language |earners, and thisinformation
must be a part of professional preparation programs and continuing professional
growth opportunities.
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Appendix:
Protocol for Teacher Interview

1. How many years have you been teaching?

2. How many of these have included teaching second language learners?

3. Do you have a Master’s degree?

4. Areyou adistrict mentor or master teacher?

5. What do you do to make your program successful ?

6. Do you believe you receive adequate support from your principa and the district?

7. Do you have any instructional aide time?

8. What kinds of evaluation do you use? for reading? for E.S.L.?

8. Describe your approach to language and literacy development.

9. Inwhat waysdoyou believeyou adapt or modify your teaching towork withthisparticul ar
group of students?

10. To what extent do you believe you use knowledge of your students’ sociocultural
background in your instruction?

11. How freguently do you believe you make use of thistype of information?

12. Have you done any reading or sought any information about sociocultural differences of
students who come from a variety of backgrounds?

13. How easy isit to use thistype of information for instructional purposes?
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