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ABSTRACT

This literature review was conducted to determine how critical the issue of
language acquisition will be in public schools across the United States in coming
years. Demographics in the United States are predicted to change to such an
extent that between the years of 2005 to 2050 the Hispanic population will
comprise 60 percent of the total national population growth of the United States
{Passel & Cohn, 2008). Teachers’ attitudes and perceptions of students who have
immigrated to the United States and speaking languages other than English are
influenced by prior training and exposure. Federal and state laws also mandate
what 1s required of teachers and can put stress on them to achieve adequate yearly
progress. Some teachers are not knowledgeable about the difference between
communicative English and academic English which impacts their methods of

working with students whose primary language was not English.
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Chapter I: Introduction

The purpose of this investigation is to determine the perception of teachers in
several Midwestern Elementary Schools on their perceived preparedness to work with the
growing number of students who speak languages other than English at home. It is
assumed that the more training that a teacher has had working with English language
learners (ELL) the more they will perceive themselves as being ready to deal with ELL
issues in classroom situations. Teacher training exposes future educators to many issues
that they will face in an educational setting including many challenges in how to best
provide services to students from culturally and linguistically diverse (CLD)
backgrounds.

Since the beginning of the intelligence testing movement in psychology,
practitioners have been concerned with how accurate and predictable tests were. This
concemn initially came about when Alfred Binet was working with a commission in
charge of identifying students in need of altemative education in France (Indiana
University, 2007). Thus, the intelligence test as we know it today was created and were
designed to measure future performance of individuals and would often be used in high
stakes situations such as to determine special education placement. According to
Cummins (1999) these intelligence tests were not faulty in their design, but were applied
inappropriately by practitioners in the field. It was elaborated that the misuse of these
lests has unfortunately lead to many bilingual students being taken out of English as a
Second Language (ESL) programs and placed in “mainstream” classes where they did not
have the support that they needed to achieve like other native language speakers could.

Within the last decade, laws have been enacted to try to make sure teachers are
teaching the core classes of reading, writing, and mathematics with affective results. In
2002, a new Federal mandate known as No Child Left Behind (NCLB) was signed by

President Bush. This new mandate holds teachers accountable by evaluating children’s
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performances at different points in time throughout the year by administering
achievement tests such as the Dynamic Indicators of Basic Early Literacy Skills
(DIBELS). The Individuals with Disabilities Education Improvement Act (IDEIA) was
signed into law in 2004 and moved away from identifying individuals with learning
disabilities (I.LD) based on a discrepancy between intelligence and achievement test scores
(Murphy School District, 2005). Instead, IDEIA called for the use of a response to
intervention model which would monitor test results and determine change in
performance over time for each student. NCLB has put teachers of students who are from
CLD backgrounds and with limited English proficiency (LEP) in a difficuit position. In
addition, this Federal mandate has influenced curriculum in classrooms in what is known
as “teaching to the test”, in that teachers are spending more of their time making sure that
all children in their classrooms are up to benchmark standards by the time of testing by
covering that material more thoroughly (Bond, 2007).

This is often a major problem for students from diverse backgrounds. They
simply may not have had the opportunities to learn English in such an inclusive way that
other native English speaking students have had which can be a huge obstacle to
overcome in order to have success on benchmark tests in the schools (Cummins, 2000).
ELL students might not have access to resources that their native English speaking peers
have such as access to books and other materials that are needed for academic success
which could impact academic success as well. Students from CLD backgrounds may also
feel like their cultural view is not acceptable in the classroom or that they are tired of
trying so hard academically in order to be criticized on their performance in the
classroom.

It 1s also vital to know that the demographics of the United States are projected to
change very quickly in the next few decades. It is projected that the percentage of

Hispanic Americans will increase from 12.6 % of the total population in 2000 to



approximately 24.4 % by the year 2050 (United States Census Bureau, 2008). This
significant change in student demographics in our Nation’s public schools is going to
challenge educator’s preparedness to provide appropriate classroom instruction to
children and youth from CLD backgrounds while at the same time managing the
classroom environment for other children. This shift in demographics will put pressure on
teachers because they are required to get the same results for children from CLD
backgrounds at an equal rate as from those children who have been practicing English
their whole lives.

Teachers may feel like they do not have sufficient training for dealing with this
diverse population. This situation will only become more critical due to the continuous
change of demographics in our Nations” public schools, particularly English language
learners (ELL) students. It is not realistic for ELL students just learning English to be
asked to take tests in English and at the same time hold their homeroom teachers
accountable for not showing significant progress towards end-of-the-year goals that these
kinds of assessments measure (Cummins, 2000). These difficulties raise many questions.
How long is a reasonable amount of time and what are some factors that educators can
manipulate and reform to support English language acquisition? Are educators prepared
to work with a growing number of students from culturally and linguistically diverse
(CLD) backgrounds with flexible and adaptive ways of teaching? How prepared do they
feel based on their prior education experience for dealing with children from diverse
backgrounds in classes? What other factors impact attitudes and willingness to support
the increasing number of ELL students entering the school systems of America?

Teachers’ attitudes about mainstreaming ELL students are based on many
underlying pressures that teachers experience while trying to provide for all students
equally. For example, research data collected by Harklau (1994, 1999, 2000) and

Verplaetse (1998) suggested that there are three main factors that can influence teacher
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attitudes toward ELL inclusion including: what thoughts a teacher has on how inclusion

will impact the way that they provide classroom instruction, how inclusion will effect the
classroom environment, and teachers” attitudes toward ELL students in general. The
National Center for Education Statistics (2002) reports that only 12.5% of U.S. teachers
have received 8 hours or more of recent training to teach students who are LED. Thus, it
would make sense that if teachers of the future wanted to be more effective and
comfortable in working with this diverse and growing group of individuals, that they
would expand their education and exposure to ELL populations.

Teachers refer students for many reasons. Factors such as student characteristics
when combined with a teachers characteristics in culmination with materials used in the
classroom are all of importance when teachers consider refer for assessment
(Christenson, Ysseldyke, Wang, & Algozzine, 1983). Usually they have seen major
problems in either academic progress (including in acquisition of ESL) or behaviors.
Obviously, just because a student is a second language learner doesn't mean they cannot
have a LD. The problem is not necessarily with the teachers (i.e. being biased toward
ELLs or not taking their language status into account) but with a lack of knowledge about
how to accommodate ELL students when they are given assessments in English
(Cummins, 2000).

It is also important to understand that there are two different levels of language
proticiency. Cummins (1999), stated that “in second language acquisition context,
immigrant children often acquire peer-appropriate conversational fluency in English
within about 2 years but it requires considerably longer (5-10 years) to catch up
academically in English”, p. 2. This means that it could take as much as ten years for a
child to develop the level of academic proficiency in English in order to be able to rely on
academic instruments to assess if he or she had possible learning disabilities or not.

Furthermore, according to Delia Mirarchi, who is an English for Speakers of Other
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Languages (ESOL} teacher, “If you're an ELL, you can't pick up the knowledge you need

at the same rate that [native] English speakers do" (cited in Davis, 2004). This has Iead
many teachers to refer children to school psychologists for testing to qualify for special
education before it is known if the problem is language-based or if it is in fact a learning
disability (LD) which would quality them for services.
Statement of the Problem

Due to the growing CL.D population and the increase of ELL students in our
Nation's public school system, there is a lack of teachers’ preparedness about how to
better help these students to succeed academically. This means that there will be more
ELL students included in each classroom and teachers may feel unprepared to provide
adequate services to such an influx. This would also be the case with teachers that have
been teaching tor a long time already and may not have had educational opportunities or
open-mindedness that recently trained teachers might have had. Federal and State laws
are also very confusing for teachers to interpret which in some cases can lead to feelings
of ‘it is not my problem.” Teachers are held accountable tor all student’s progress
through Federal and State laws and often do not have enough time to deal with struggling
ELL students during the lesson or do not have the skills required to be able to provide
appropriate in-class services.
Purpose of the Study

The purpose of this investigation is to determine to what extent teachers’
experiences, which includes attitudes and perceptions surrounding ELL issues impact
there perceptions of how prepared they are to work with the growing number of students
who speak languages other than English at home. Surveys will be sent to the selected

Midwestern Elementary Schools during the fall semester of 2009.



Assumptions of the Study

It is assumed that there will be a positive relationship between the amount of
ELL-specific training teachers have had and their self-perceived readiness to deal with
ELL issues in classroom situations. When the amount of prior ELL-focused teacher
training increases, then the perceived readiness to make appropriate decisions and feel
confident in such decisions should also increase.

Definition of Terms

The following terms will be detined for the purposes of this study: academic
English, assessment, communicative competence, culturally and linguistically diverse,
English language learners, Hispanic, and inclusion. Specific definitions vary from field to
field and may not be casily understood by the general population.

Academic English. The National Center for Research on Cultural Diversity and
Second Language Learning, as cited from the National Clearinghouse for English
Language Acquisition (NCELA) website (2008a) states that academic English includes
semantic and syntactic features including vocabulary items, sentence structure, transition
markers, and cohesive ties. It is further elaborated that academic English is the ability to
read, write, and engage in academic conversations in order to further understand math,
science, history, and other subjects,

Assessment, According to the Office of Academic Assessment (2006, n. p.),
assessment is;

a participatory, iterative process that provides data/information you need on your

students’ learning, engages you and others in analyzing and using this

data/information to confirm and improve teaching and learning, produces
evidence that students are learning the outcomes you intended, guides you in

making educational and institutional improvements, and evaluates whether
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changes made improve/impact student learning, and documents the learning and

your efforts.

Attitudes. Attitudes are defined by the Encyclopedia of Psychology (2009) as a
disposition or tendency for someone to respond in a positive or negative way toward a
certain thing (idea, object. person, situation). It was also discussed that attitudes are very
closely related to an individuals opinions and beliefs based upon that individuals prior
experiences. For the purpose of this study attitudes will be used primarily to look at
teachers’ dispositions toward students from culturally and linguistically diverse
backgrounds being included in the general education setting exclusively.

Communicative Competence. For the purpose of this study, communicative
competence will be referred to as conversational English. Communicative competence is
defined by Hymes, as cited on the National Clearinghouse for English Language
Acquisition website (2008a), as the ability to interact appropriately with other students
and adults by knowing what to say, to whom, when, where, and how they will participate
in conversations.

Culturally and Linguistically Diverse. The North Central Regional Education
Laboratory (2004} discussed the term culturally and linguistically diverse (CLD) as a
group of people whose ancestors and relatives come from a different culture than that of
the United States and that spoke a language other than English in the home. It was also
elaborated that the Hispanic population is comprised of three different CLD groups in the
Mexican Americans, Puerto Ricans, and Cubans. For the purposes of this study CLD will
be used interchangeably to refer to any group of people with ancestors from other
countries of origin not native to the United States.

English Language Learners. According to the George Washington University Center
for Equity and Excellence in Education (2005), English Language Leamers (ELL) refers to

students whose first language is not English which includes both students who are just
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beginning to learn English (otten referred to in Federal legislation as "limited English

proficient” or "LEP") and those who have alrecady developed considerable proficiency.
This term is often interchangeable with other older terms such as English as a Second
Language (ESL), English for Speakers of Other Languages (ESOL), and English as a
Foreign Language (EFL) in general sense of a person studying English who is a speaker
of some other language as a native speaker. For the purpose of this study ELL will be
used exclusively for anyone who 1s on the spectrum of just beginning to learn English to
advanced English learner whose first language is not English,

Hispanic. Marrage and Family Encyclopedia (2009) defines the term Hispanic, as
based on the race and standards for Federal statistics and administrative reporting, as any
person of Mexico, Puerto Rican, Cuban, Central or South American, or any other culture
of Spanish speaking origin regardless of race. It was further explained that the United
States government has added the terms Latino and Spanish for use depending upon an
individual's preference. These terms are often used interchangeably depending upon the
context in which they are being used, but, for the purpose of this study I will be using the
term Hispanic exclusively to refer to this diverse group.

Inclusion. According to Institute for Inclusion (2008), inclusion is engaging in the
talents, beliets, backgrounds, capabilities, and ways of living of individuals and groups
when joined in a common goal. It is engaging our own unique ditferences to create a
culture of belonging in which people are valued and honored for the improvement of our
society, world, and enterprises. For the purpose of this study, inclusion specifically refers
to students being included in school classrooms.

Perception. Webster (1983) defines perception as the awareness of objects or
other ideas that are experienced through ones senses. For the purpose of this study [ will

be using this term exclusively to refer to teachers’ awareness of issues surrounding ELL
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students in the educational setting and what they have experienced that may influence

how the work with this diverse group of individuals.
Limitations of the Study

Limitations could negatively impact the study. The amount of time that has
passed since teacher training could limit recall of details. The design of the survey could
negatively impact the validity of the results. Any prior training that teachers may have
had with ELL, or lack of training with this diverse group, could impact honest responses
to survey items. Teachers may respond in a manner that makes them look culturally
sensitive to the needs of ELL students rather than how they really feel or what they
believe in, which would make it difficult to collect accurate responses.

It 1s also possible that the narrow view of the Hispanic population data alone
might make the findings less generalizable to other demographic groups in the country
that may be smaller in size than this group. In particular, this study is going to look at the
states of Wisconsin and Minnesota due to the projected growth in the Hispanic
population. Thus, teacher responses to survey questions may be impacted about the target
demographic because of lack in some areas of exposure to this group, as well as the

location were data will be collected (urban versus rural school setting).
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Chapter II: Literature Review

Introduction

This chapter will include a Federal law that influence how teachers interact with
and view the inclusion of English language learners (ELL) in the classroom setting. The
urgent need to address this issue is due in part to a projected increase in the number of
people of minority status in the United States as well as an increase of minority students
in the classroom. These rapid shifts that are occurring in the general and school wide
setting are influencing attitudes teachers have about mainstreaming these ELL students
and how best to help them succeed academically as well. Teacher training requirements,
specifically, in Wisconsin and Minnesota will be explored. The role of national projects
and attitudes generated from these projects will be explored to try to determine it they
impact the type of services that are provided to ELL students in schools today. In
addition, this chapter will conclude with an overview of how long it takes individuals to
acquire a foreign language on average and the different levels of language proficiency
that are required for education in a student’s non-dominant language along with why we
should all be concerned for our schoals and this diverse ELL population.

Demographic Changes in the United States

Demographics in the United States are going thorough major changes which will
be a continuing trend well into the twenty-first century. The United States Census Bureau
{2008) estimates that the Hispanic population is going to approximately triple over the
next forty years. They reported that in the year 2000 there were approximately 35.6
million Hispanics living in the United States, but by the year 2050 it is projected to be
approximately 102.5 million. Furthermore, the Hispanic population will account for 60
percent of the total national population growth between 2005 and 2050 (Passel & Cohn,

2008; United States Census Bureau, 2008). With this kind of growth it is not difficult to
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see that there is a huge need to do something about preparing educators now to work with

individuals who are from different cultural backgrounds.

The school-age population is going to follow a similar trend in coming decades.
For example, in 2001, there were 4.6 million ELL students enrolled in U.S. public
schools which consisted of approximately 10 percent of all students enrolled in preK-12
(English Language Learners in the Saint Paul Public Schools, n.d.). ]t has been predicted
that by the year 2030, students who speak a language other than English in their home
will make up 40 percent of all students enrolled in U.S. public schools nationwide
(United States Census Bureau, 2008). This number includes all private schools in the
nation, but it does not include any private schools in these projections. This means that
teachers will be working with four times the number of CLD students in the classrooms
as comparable to today’s number of CLD school-aged students.

Changes in Wisconsin

In the upper Midwestern state of Wisconsin there has been an increased influx of
individuals from diverse populations in recent years. One of the primary factors that
contribute to this population change is migration of individuals to the state of Wisconsin.
Wisconsin has a history of relatively high migration of individuals which contributed to a
44 4 percent of the total population increase of Wisconsin coming from migration in the
first halt of the 1990°s (Egan-Robertson, Harrier, & Kale, 2004). Migration increased to
52.4 percent of population increase in the second half of the 1990s, respectively.

In order to understand this further it is important to look at exactly how much of
this change is coming from students that could be entering the schools from a diverse
culture that could possibly speak a language other than English in the home. From 1995
to 2025 the projected growth of individuals coming from a Hispanic origin will increase
by 120,000 individuals in the state of Wisconsin (United States Census Bureau, 2008).

This is equal to an increase in the Hispanic population of 103.9 percent. This means that
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the general Hispanic population is going to more than double in the state of Wisconsin

from 1995 to 2025. Conversely, growth in the general Hispanic population of Wisconsin
is going to impact the growth of the school-aged Hispanic population as well.

School-aged ELL students are also predicted to increase in the state of Wisconsin.
According to U.S. Department of Education’s census data (2008), there was a 10.3
percent growth in all school-aged groups between 1990 and 2000. During this same
timeline the ELL population in Wisconsin showed a growth of 77.5 percent which
translates into more than seven and a half times more growth in the school-aged group of
ELL students as compared to the total population growth in Wisconsin (National
Clearinghouse for English Language Acquisition, 2008b).

Changes in Minnesota

Similarly, the increase in demographics in the neighboring state of Minnesota is
projected to be even more dramatic than Wisconsin. 1t is projected that the Hispanic
population will grow at a much faster rate than European Americans, in some estimates it
will triple, between 2000 and 2030 (Minnesota State Demographic Center, 2005).
According to the Minnesota State Demographic Center (2005), this will be equal to an
increase in the Hispanic population of 98 percent from 2000-2015, and an increase of 184
percent from 2015-2030. These numbers will come from migration of individuals to
Minnesota from other states in the United States, other countries throughout the world,
and from natural increases from births in Minnesota.

School-aged popuiations in Minnesota are going to demonstrate a similar pattern
in coming years. Between the years of 1990 and 2000, the U.S. Department of Education
(2005) estimates that the school-age ELL Hispanic population is going to grow from
3,885 school-aged students in 1990 to 13,301 who speak English less than very well in

2000. This equates to 3.4 times more school-aged students from the Hispanic population
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in the year 2000 when compared to the 1990 census data (National Clearinghouse for

English Language Acquisition, 2008b).
National ldeclogy Impacted by Government Project

The United States has been trying to secure its southern border from the influx of
illegal immigrants coming from Mexico trying to cross the boarder for work and a new
way of life for a long time. Projects like the Secure Fence Act, which was passed into law
in 2006, called for a reinforcing of the boarder fencing separating the United States and
Mexico which was estimated to stretch 850 miles and cost somewhere between 1.2
billion to 2.6 billion dollars to build (Fox News, 2007). This idea that somehow we can
stop this demographic change in the United States puts Americans at opposite 1deological
ends from each other and ultimately makes us choose which side of the fence we are on
in terms ot whom to support. Furthermore, in this time of economic uncertainty the idea
of spending billions of dollars trying to keep the boarder with Mexico secured fuels the
resentment ideology directed toward the bilingual communrity. Valdes (2001) and
Wrigley (2000) found that these negative attitudes about immigrants and refugees can
actually trickle down to the schools and teachers. Negative attitudes that the general
population harbor can lead to a rigid attitude that can actually work its way into the
community itself, making it even more difficult for ELL students to receive an
appropriate education and the services they need to be successful.

In schools and local businesses resentment that other students often hear from
their parents can be directed toward ELL students and others of culturally and
linguistically diverse (CLD) backgrounds. For example, a cheesecake shop owner in
Philadelphia recently posted two signs in his shop windows saying “this is America,
when ordering speak English™ (Erichsen, 2008). This ideology can spread like a flu from
parents to their children and can reinforce a continuation of biases towards ELL students

in the community. This kind of ideology raises many important questions. What does this
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kind of sign say to school-aged students who see it and how does it influence their

attitudes about ELL students? How does this impact ELL students and their learning in
the classroom? These feelings that ELL individuals and students needing to change who
they are in order to succeed and be assimilated into America’s culture and schools are
woven into the fabric of our society.

Teacher Attitudes and Education Requirements Change

Attitudes that teachers have about working with ELL students, and personal
biases in general, can impact how willing teachers are to adapt their classroom methods
to accommodate ELL students. Teachers can often feel that they have exhausted every
strategy to help these students access the curriculum in the classroom and start the
referral process for these students out of desperation with not knowing what to do next.
Over the last quarter century, many Americans’ attitudes have been changing about
people from different cultures as evident in the news and Federal policies and projects
(Fox News, 2007).

The Supreme Court case of Lau v. Nicholas in 1974 ruled that the civil rights of
non-English speaking students were being violated when the schools took no steps to
help these students acquire the language in which instruction was being presented
(Cummins, 2000). According to Cummins (2000), in this ruling the Court did not
mandate that students receive instruction in a bilingual manner, but that the school had to
take steps to overcome the language disadvantage that these students were facing. This
case did not point to specific solutions or what steps had to be taken, so unfortunately
many did not put forth their best effort in providing services for ELL students to
overcome their disadvantages. Furthermore, it was also discussed that schools were not
prepared for this change system wide and the controversy on how best to overcome ELLL

students disadvantages has been raging on ever since then.
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Teachers ' Attitudes have Lead to Overrepresentation

ELL students have a history of being referred for special education more often
than other populations of students. This problem of overrepresentation is primarily a
general education problem because general education teachers are often the ones to start
the referral process (Artiles & Harry, 2005). It was further explained that
overrepresentation at the national level only applies to African American and Native
American groups in mental retardation (MR), emotional and behavioral disorders (EBD)
and learning disabilities (LD} placement. According to Finn (1982), Hispanics are not
overrepresented nationally, but evidence does indicate that this group of students is
affected in some states and districts. It was also reported in Finn’s findings that the
schools with the highest overrepresentation of ELL students in special education settings
had the smallest proportion of students in bilingual programs.

Artiles, Rueda, Salazar, and Higareda (2005) conducted a study examine whether
there were racial differences in schooling that lead to placement in special education and
if special education provided different benefits to ELL students compared to other
groups. Databases of 11 school districts in the southern portion of Califorma were
analyzed which included one district with the highest density of ELL students in the state.
It was discovered that “ELLs with Limited L1 and L2 were overrepresented in LD at both
the elementary and secondary levels, although the greatest overrepresentation was
observed in the elementary grades” (p. 290). It was also found that this same group was
overrepresented within the category of MR where as all of the other groups of students
including European Americans and English Proficient Learners (EP) were
underrepresented in this category.

According to Artiles et al. (2005), data also supported the fact that ELL students
were forty-six times more likely than their European American counterparts to be placed

in MR secondary programs. These CLD students that had limited L2 were also seventy-
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five percent more likely to be placed for LD than their English proficient peers. This

means that some teachers are referring ELL students for services at a much greater rate
than their European American counterparts. This trend also appeared with the ELL
population when there were smaller numbers of students in bilingual programs. This
could be because schools are not receiving enough funding to support larger bilingual
programs or are without bilingual programs and highly qualitied educators entirely.
Teachers’ Perception of English Proficiency Required for ELL Success

A study conducted by Solomon and Rhodes (1995) took a survey of 157 ELL
teachers and asked them to define and describe academic language. This study discovered
that ELL teachers viewed academic language in terms of vocabulary and grammar
acquisition or that academic language was being able to compare, contrast, or sequence
events. It was also discovered that it was very important for students to acquire skills and
practice in reading and writing in order to facilitate positive growth in language arts
skills. Similarly, it was discussed that many minority speakers had a well developed
every day register in their primary language but that they may not have had the
opportunity or exposure to other experiences such as academic or literate register work
{Cummins, 2000}. Because students are able to speak English so well, teachers assume
that these language minority ELL students are able to perform similar to their native
English speaking peers. When these ELL students are not able to perform in a similar
manner they may be seen by the classroom teacher as having an internal deficiency which
leads teachers to refer more often to special education assessment.
Teacher Resistance

Due in part to Courts not being specific enough in what types of steps should be
taken to help ELL students access classroom materials many teachers have resisted
system wide change to their classroom mstruction. Teachers may actually take

suggestions to changes in their educational method as a personal attack on their
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competence as a teacher. According to Maria Ana San Miguel when you offer teachers

training and they are already bombarded with other kinds of training that applies directly
to the No Child Left Behind Act goals they may view ELL training as less important in
general (cited in Zehr, 2005, n. p.). This lack of documentation of willingness to
participate in extra educational training is supported by Clair (1995), who conducted a
brief study on three teachers and found that when the teachers were given the option to
attend in-service workshops in learning how to better work with ELL students, that all of
them declined the offer. Clair (1995) stated that one of the teachers thought that the
methods of the workshop were not appropriate for a classroom setting such as utilizing
the use of puppets.

In addition, two of the teachers in the above-mentioned study believed that their
teacher training was adequate to work with ELL students effectively, and one of the
teachers stated that, “As far as teaching goes, teaching is the same no matter what kind of
kids you have” (Reeves, 2006, p. 133). This study’s findings reflect the fact that today
teachers are dealing with many issues that decreases their amount of free time and
willingness to attend workshops and training seminars in how to improve skills and
methods of providing and accommodating ELL students in the classroom. Teachers with
this mentality believe that teaching ELL students is not their problem and may feel that
the language specialist in the school should be responsible for facilitating changes in
understanding by these students.

Varying State Requirements in Teacher Training

Even though ELL students make up a large percent of many school districts
throughout the country already, only about 12.5 percent of teachers have participated in
more than eight hours of training or professional development in working with this
diverse group of students (Washburn, 2008). It is important to point out, that the

Department of Education throughout the United States, as well as specific school districts
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have their own requirements for the amount of field work hours and experiences that are

required for teacher certification. Wisconsin and Minnesota are no exception.
Wisconsin's Requirements

For example, in the State of Wisconsin, the University of Wisconsin-Madison
(UW-M) is the center of the university system and has multicultural requirements specific
to the teacher education program. According to UW-M, prospective teachers have to be
competent in the areas of history of American Indian tribes in Wisconsin, history of
women and various culturally diverse groups, philosophies of these groups,
discrimination in American society toward these groups, and consultation and mediation
skills in dealing with these diverse groups (University of Wisconsin-Madison, 2007).
Furthermore, orientation sessions on multicultural and human relations as well as
reflecting on community and school experiences from a multicultural perspective are
offered to prospective teachers and are recommended but not required for teacher
certification. These courses will give teachers skills and knowledge in understanding
other cultural perspectives and being able to communicate effectively with these groups
but seem to be lacking in how to apply this knowledge to the classroom setting and how
to best accommodate for these CLD students (University of Wisconsin-Madison, 2007).
Minnesota’s Requirements

Respectively, the University of Minnesota (UM) also requires future teachers to
take classes to specifically experience differences in diverse groups of students in
general. For example, the UM foundations course in elementary education curriculum
plan for future middle school social studies teachers to take multicultural perspectives in
sociology or some other comparable class related to diversity in American culture
(University of Minnesota, 2005). It is also required that students in the elementary
education program take a three credit course in foundations of special education. This

means that elementary education students are being exposed to some concepts related to
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diverse populations. Educators in other areas of expertise and focus are not required to

take any multicultural programming other than foundations of special education.

Within both of these core institutions of Wisconsin and Minnesota respectively,
there are classes that expose students to CLD populations but there is limited exposure in
applying this knowledge in an educational setting (University of Wisconsin-Madison,
2007; University of Minnesota, 2005). It is very important to realize that these teachers
are going to be assessing in class whether ELL students are able to access the curriculum
and try to ensure an appropriate educational experience for all students.

Laws that Impact ELL Students

Our nation’s school systems have seen major changes in school policies which
have been influenced by government research projects, the need to provide every child in
the United States with an appropriate education, and holding educators accountable for
showing adequate yearly progress (AYP). This shift in attitude developed during Ronald
Reagan’s presidency in the early 1980°s. The United States was in an arms race with the
former Soviet Union and funding in the United States and rights of Americans were
talked about in the news at an increased rate. It was during this period that President
Reagan told Terrel Bell, the President’s Secretary of Education, that he wanted the U.S.
Department of Education shut down (Borek, 2008). But, instead of shutting down the
U.S. Department of Education however, Bell created a commission to research the
condition of the public school-aged students of the United States and how best to help
them.

The appointed commission made a report titled “A Nation at Risk™ and presented
it to President Reagan. This report included recommendations about how to get our
schools back on track with other nations around the world. According to Borek (2008),
the commission recommended to President Reagan that all teachers be required to show

their competence in the subject that is being taught and be paid according to how well
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they were doing their jobs. Finally, the report lead to an increase in standardized testing

in schools and put the nation on a path that has played out thorough new laws designed to
provide every child in America with a well-rounded education.
No Child Left Behind Act

There have been many studies concerned with what this law is actually doing to
American school systems and what other types of negative consequences are happening
with the compliance of NCLB in schools throughout the country. This section will focus
on a couple of significant difficulties that educators face when trying to comply with
NCLB mandates which schools are supposed to follow.

According to Freeman (2005), the fact of the matter is that “a ‘colorblind racism’
ensues under the NCL.B mandate. which disregards the realities of racial disparities.” He
elaborated that this form of racism effects more children from a culturally diverse
background because their parents are often unaware of services that may be provided in
the community and may not have the time or resources to pursue one-on-one tutoring for
their children. In addition, it was also suggested that European Americans, in contrast,
may be more culturally connected and able to be advocates for their children as well as to
provide more time and finances for ﬁndipg services for their children.

IDEIA 2004

This law was originally known as Individuals with Disabilities Education Act
(IDEA) 1997, but was recently reauthorized in 2004 and is now known at the Individuals
with Disabilities Education Improvement Act (IDEIA) (LD Online, 2008). It was further
explained that changes in this federal mandate in 2006 have allowed schools to move
away from the discrepancy model of waiting for students to fail before interventions
could be tried toward an approach where interventions could be tried and monitored for
changes. Many questions about who is supposed to monitor the students’ progress, how

often, and what to do when progress is not being made have been a primary concern for
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teachers in how best to provide services to students struggling in general as well as ELL

students.
NCLB and Highly Qualified Teachers

It is often the case that schools throughout the nation find it difficult to tind
competent and qualified teachers to teach. According to NCLB mandates, schools are
charged with hiring “highly qualified” teachers or to supply their current teachers with
training in order to qualify them as “highly qualified” no later than the 2005-2006 school
year (U.S. Department of Education, 2005). It was expressed by Jameson and Huefner
(2006) that it is practically impossible for schools to stay in compliance with NCLB laws
when there is very limited funding for hiring new special education teachers or other
specialized teachers. Consider the recent situation that faced the state of Florida. During
the 2007-2008 school year, the state was in the process of hiring 25,000 new teachers
because of changing class size amendments requiring fewer students in each classroom
(Smyth, 2008).

Each state in the country has different guidelines for what qualifies someone as a
highly qualified teacher of ELL in order to be able to teach this diverse population of
students. This individual state judgment was based on the legal case of Flores v. The
State of Arizona which was primarily concerned that ELL students were being taught by
under-qualified teachers (Mahoney, MacSwan, & Thompson, 2005). This Federal case
has lead to further endorsement requirements by teachers in the state of Arizona of an
additional fifteen hours of training for a provisional endorsement and forty-five hours of
training for a full structured English immersion (SEI) endorsement. The results were far
from what was hoped for by the plaintiff in this case, because the number of hours
required by the state that each student training to be a teacher would be required to work
with ELL students before state licensure was reduced from twenty-one credit hours to

only four credit hours (Mahoney, MacSwan, & Thompson, 2005).
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Wisconsin and Minnesota Endorsement Requirements

The states of Wisconsin and Minnesota have additional endorsement requirements
for teacher training in order to qualify for licensure. For example, in a report prepared by
Ballantyne (2008), the state of Wisconsin has no requirement for all teachers to have
training in working with or exposure to EL.L students. This means that there could be
teachers with ELL students in their classrooms that have not had any exposure to how to
work with students from diverse populations which could lend itself to limited
opportunities for ELL students to learn in such classrooms as well as possible biases of
the teacher impacting the student-teacher relationship. The state of Minnesota has a
higher standard for teachers to be considered competent for working with ELL students.
According to Ballantyne (2008), teachers are trained in second language acquisition and
in strategies that can be used to support these students in being successful in the
classroom.

Highly qualified teachers are seeing many problems with the application of
NCLB laws and guidelines in the classrooms. According to April Marinell, an English for
Speakers of Other Languages (ESOL) teacher who was concerned for her students, “We
were told, ‘You need to follow the core curriculum,” but it wasn’t always appropriate”
(cited in Davis, 2004, n. p.). Davis stated that in many situations it would not be
appropriate to teach students with such a limited English knowledge the same kinds of
things that their classmates were learning. This leads most teachers to opt for getting as
many students as possible ui) to the AYP level and often leaves out the few who do not
have a chance at acquiring this level of proficiency. The students that are most often left
behind in this teaching approach are the ELL students. Many ELL students are being
excluded from acceptable educations in many schools solely because of their lack of
academic English. In addition, Abedi (2004) stated that “the validity of AYP reporting is

threatened when schools inconsistently label limited English proficient (LEP) students.”
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These types of school achievement assessments require a high level of understanding of

English concepts. Even though it may not appear like it because ELL students can often
generally hold a conversation with others, it is often the case that they lack this high of a
level of English proficiency (Smyth, 2008).

Legal Limitations Exclude Some ELL Students from Receiving Services

Federal regulations include some exclusionary factors for qualifying for special
education services. This further complicates the issue of identifying children for possible
referral for special education services and evaluation. The fact that there are situations in
which a student does not qualify for services based on certain background issues may or
may not be known by general education teachers but would have to be taken into account
when determining placement of ELL students.

The Wisconsin Department of Public Instruction (2008) states that children do not
qualify as having a specific learning disability (LD) if the learning problem is because of
some kind of cultural or limited English proficiency (LEP) issue. That means that ELL
students are denied services unless it can be determined that their educational difficulties
were caused by a cognitive or LD of some sort and not just their language difficulties.
This is an almost impossible task, because ELL students can not be validly assessed for a
cognitive or LD and the tests that are used to do these assessments are almost exclusively
designed for native English speakers. This is also difficult because it is not known how
proficient their use of the English language 1s and if they have had adequate opportunities
to learn before being referred for an evaluation (Rhodes, Ochoa, & Ortiz, 2005).

The ELL student population is then at a higher risk for falling between the cracks
of receiving the support that they need in order to receive an appropriate education. This
is possible because teachers are focusing on making sure that a majority of the students in
the classroom are meeting AYP which often leaves ELL students left out of classroom

instruction (Borek, 2008). ELL. students could also be in need of the extra support
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services, but moved to the United States recently and thus does not qualify for special

education support based upon the presumption that their deficit is one of culture or LEP.
Factors that Impact the Acquisition of a Second Language

In order for ELL students to have access to the core curriculum they must have a
strong understanding of the English language. But just how long does it take to have such
an understanding of the English language that ELL students are able to access the
curriculum being taught in class successfully?
Academic Proficiency Influences

The time that it takes children to acquire a second language to the skill level
required to be proficient in academic domains and on achievement tests in schools varies.
According to Collier (1987) and Cummins (1984), immigrant children in schools often
acquire conversational English appropriate to communicate with peers in approximately
two years but require as much as five to ten years to become academically fluent in
English. School-aged ELL students often have a much more difficult time on benchmark
testing conducted in English, because they have not had the opportunities that native
English language speakers have had who have been immersed in American culture and
the English language their whole lives. Teachers and psychologists that are lacking in a
solid knowledge base of language acquisition often assume that these children had
overcome all the difficulties with English when they are seen to be easily conversing in
the English language (Cummins, 2000).
BICS Versus CALPS

Children generally develop “playground” speaking skills, also known as basic
interpersonal communication skills (BICS) more easily than they do skills to understand
complex academic tasks known as cognitive academic language proficiency skills
(Aukerman, 2007). According to Cummins (2000), if students do not have cognitive

academic language proficiency skills (CALPS) in their primary language or their



25
secondary language, in this instance English proficiency, then they may be ata

significant disadvantage in adjusting to the new academic setting. For example, if a child
were to move to the United States when they were six years old and start school, they
probably would not have a mastery of their original country’s language. When this child
starts first grade and is required to learn and test in English, research suggests that he or
she would be lost in the instruction and would have to be accommodated for in the
classroom. But, according to Cummins (2000), the child could only become as proficient
in the English language as his or her basic skill level in the primary language that was
used in his or her country of origin.
Years it Takes to Acquire a Second Language

A cross-sectional longitudinal study conducted by Thomas and Collier (1997)
attempted to explore the effectiveness of education for ELL students and was entitled
School Effectiveness for Language Minority Students. This study was a very thorough
investigation on educational effectiveness and included more than 700,000 student
records which were compiled from five large school districts during the years 1982-1996.
Thomas and Collier (1997) were primarily interested in answering two central questions
in this study: How long does it take ELL students to reach the 50™ percentile of the
Normal Curve Equivalent (NCE) while considering when they arrived in America and
how old they were when they entered the United States and what influence do school
programs and instructional variables have on long-term achievement for ELL students.
They found the following answers to those questions:

It takes typical bilingually schooled students who are achieving on grade level in

L1 [language 1], from 4-7 years to make it to the 50th normal curve equivalent

(NCE) in L2 [language 2]. It takes typical ‘advantaged’ immigrants with 2-5 years

of on-grade-level home country schooling in L1 from 5-7 years to reach the 50

NCE in L2, when schooled all in L2 in the US. It takes the typical young
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immigrant schooled all in L2 in the US 7-10 years or more to reach the 50" NCE,

and the majority of these students do not ever make it to the 50" NCE, unless they

receive support for L1 academic and cognitive development at home (cited in

Cummins, 2000, p. 223).

This means that ELL students who immigrate to the United States have a significant
disadvantage achieving an equivalent level of competence in English and in academic
tests compared to their native English speaking peers.

Thomas and Collier (1997} also discovered that one of the strongest predictors of
how quickly ELL students could acquire a second language was dependent upon the
amount of formal schooling that the ELL student had been exposed to in their primary
language. It was further explained that language acquisition in schools is driven by a
prism model which consists of four major components including: sociocultural, linguistic,
academic, and cognitive processes (Thomas & Collier, 1997). This meant that all
languages that the individual is knowledgeable of will have a certain level of
development in each of these four areas, but if one of these areas is neglected by the
individual or environment that they are functioning within then it may impact in a
negative way their overall future success and time that it takes to develop proficiency in a
second language.

Legal Frameworks that Limit Access to the Curriculum for ELL Students

As previously mentioned in this chapter, teachers as well as schools in general are
held accountable for showing AYP so that the Federal government will to continue to
provide funding to individual schools. It has become an increasing concern of educators
as to what to do with ELL students in state-mandated standardized assessment so that
they do not pull down the school averages in order to continue to receive government
funds (Cummins, 2000). These results, Cummins asserts, are often passed on to the

general public through television news shows and read about in newspapers which often
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looks like schools and educators are providing inadequate educational opportunities for

not only for ELL students but for all students in the United States. This often gives the
appearance that schools and educators are providing inadequate educational opportunities
for not only ELL students but for all students. It is very important to be mindful that news
corporations are selling a service and trying to get as many consumers of their services as
possible, thus at times they make the story look one way or another in order to improve
sales and television ratings.

The question of what educators should do with ELL students and how best to
accommodate their needs is a difficult one that has not been addressed adequately in
Federal legislation. The many different accommodations that have been supplied by
Cummins (2000) include: exempting them from state-mandated assessment for a period
of five years or waiting a set period of time before they be required to take such
assessments. The major drawback to these accommodations is that educators are already
disregarding the ELL population in participation in some cases, but if they were not
required to show AYP the worry is that teachers would hear the message between the
wordings and thus be justified in their non-willingness to work to improve the
educational opportunities of ELL students.

Schools that fail their AYP are often told that scores must improve in order to
continue to receive the Federal funding allotted to them to establish programs to work
with ELL students (Borek, 2008). This legal implication of NCLB is far reaching and
particularly problematic in areas that have much higher percentages of ELL students such
as the Los Angeles and Miami school districts because these states have districts that
have larger percentages of ELL students. Even though they have larger percentages of
ELL students, they are held to the same required AYP as other districts which can more
easily lead to loss of funding from the Federal government which was used to support

ELL students with programs.
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This chapter discussed how changes in the demographics of the United States in

the general population as well as the school-aged population are going to be going
through major changes in the years to come. This will impact education and how
services are provided in the classrooms around the nation. Teacher training requirements
across the nation also come into play with influencing teachers’ attitudes and perceptions
associated with the ELL students being included in the general education setting and how
able they are to provide adequate services for this population in the classroom. It was
specifically looked at what the requirements for teacher training programs as it pertained
to cultural experiences in the states of Wisconsin and Minnesota specifically. Research
findings from Thomas and Collier (1997), and Cummins (2000) were also discussed as to
how much time is required for ELL students to acquire the second language of English

and be proficient enough to be able to take reliable assessments in English.
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Chapter I1I: Critical Analysis and Recommendations

Introduction

This chapter will include a critical analysis of the literature presented in Chapter
II. This will be accomplished by tying together how demographic changes in the overall
population of America are going to require education reform like nothing that we have
experienced in America prior to this. It will also tie together attitudes that some teachers
have about culturally and linguistically diverse (CLD) groups and how much previous
teaching training experience working with English Language Learners (ELL) will
influence how prepared teachers are to work with this group of students in the classroom.
Finally, it will discuss how Federal mandates play a critical role in attitudes and
perceptions that teachers have about holding ELL students accountable for adequate
yearly progress (AYP) (i.e. how this often leaves ELL students without adequate
academic supports in classroom instruction). In addition, recommendations for how best
to improve teachers’ attitudes about having ELLs in their classrooms will be discussed as
well as how to improve the quality of education being provided to ELL students. The
chapter will conclude with recommendations for future research.
Summary

The United States Census Bureau (2008) is predicting that the Hispanic
population in the United States is going to triple in the next forty years. In addition, it is
also predicted that the enrollment of ELL students will increase from the current level of
10 percent of the total population of all school-aged students enrolled in public schools
throughout America to 40 percent by 2030. This major shift in demographics is going to
put added pressures on teachers to be knowledgeable about how best to improve the skills
of ELLs within the classroom while at the same time providing adequate instruction for

native speaking counterparts (Washburn, 2008).
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Learning a language takes time, and it has been postulated in research studies (e.g.

Cummins, 1984, Thomas & Collier, 1997) that academic understanding and
communication at appropriate levels could take as much as five to ten years tor
individuals to develop. Why then are educators held accountable for showing end-of-the-
year progress with these students and evaluated based upon their success? The
educational system of America will continue to be challenged in the future and in order to
rise to the occasion will need to continue to revise Federal and State legislation
addressing the issue of how best to help ELL students succeed.
Critical Analysis

NCLB mandates were developed with good intentions in mind which were to
deliver an appropriate education to all children in the United States. However, this
appropriate education has been inadequately accessed by certain demographic groups,
specifically ELL students. Every child should be performing at proficient levels in
reading, writing, and math by a certain time in the year. But, the fact is that ELL students
are being left behind in many instances because the same law that is designed to get them
extra help is really holding them up to an unattainable standard. ELL students need time
to learn vocabulary, learn about social situations, and about school environments and
routines that are not as familiar to them as their native speaking counterparts. These
factors, and the amount of time that is required for each individual ELL student, is really
out of the teachers control and is not something that teachers can just provide more of in
their classes in order to improve this populations basic English skills. By helping ELL
students feel more connected and invested in the materials being covered and showing
them that they are valued as individuals in their respective schools and society, it is

possible for them to develop a stronger desire to learn English.
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Recommendations

According to the research that was discussed in Chapter II, teachers need to have
more training in their credentialing programs in order to provide high-quality services to
ELL students in the classroom. If preconceptions of biases directed toward ELL students
are going to be challenged, then teachers need to educate themselves and become more
aware of diverse cultures. Working with students from CLD backgrounds will allow
future teachers to challenge their stereotypes and open their eyes that it is not because
ELL students are internally deficient but that they just have not had the same exposure to
English as students who have had the opportunity to speak English their whole lives.
When teachers are exposed to more experiences with ELL populations, they will be more
able to empathize with ELL students and understand just how difficult it is to perform

academically from their perspective.
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