





34 Chapter 2

ACCESSING PRIOR KNOWLEDGE: ACQUIRING A
SECOND LLANGUAGE

Complete the anticipation guide in Figure 2.1 to access your prior knowledge
about this topic. '

FOUR PRINCIPLES OF [_LANGUAGE ACQUISITION

There are many similarities bétween first- and second-language learning. How do
infants acquire their first language? They receive immense amounts of input from
the people around them. They hear the same language over and over again, all day,
and over months and years. They see many clues around them to help connect the
words to actions, things, and ideas. No one minds if they make mistakes as they -
learn to speak. Parents often model the correct way to express a thought simply
by restating it. Babies are rewarded with praise and encouragement for their ef-
forts. They use language to communicate with -others about the world around
them all day long, And there is always a real-life purpose for the cornmunication.

Figure 2.1 Second Language Acquisition Anticipation Guide

Read each statement. Mark “A” if you agree or “D” if you disagree. Teil why.

A D Statement ' Justification

Young children learn a second language
more easily than older children or adults.

A student who sounds fluent in English
no longer needs English language
development.

Proficiency in the primary (first) language
helps second-language acquisition.

The more English you are exposed to, the
more quickly you will learn English.

Instruction in content areas

(math, scierice, etc.) should not begin
“until the student has reached proficiency
in English. : '

Math, science, and social studies teachers
_are also language teachers.,

Students should be encouraged to use their
primary language in a sheltered classroom. -
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Language Acquisition: Dimensions of Proficiency

Learning a second language is not so very different. It also rcquiré's:

» Comprebensible input—English languagc learners nccd to hcar
comprehensible language all day long.

e Contextualized instruction—DPart of what rnakes languagc comprchcnmblc :

is the context or the clues provided.

- o Low-anxicty environment—Students need to feel safe enough to make

" mistakes and take risks.
* Meaningful engagement—Students need to use language with others for
authentic purposes.

The differences come into play when the second-laniguage learning takes
place in-school, where individual attention is infrequent, and pgrade-level con-
tent must be 1earncd at the same time as language. Then it becomes essential
that we provide explicit, focused language. instruction, along with scaffolds
(support) to make content learning accessible to students who are still learning
language. Within the school environment, we also expect students to bé able to

use academic language to talk and write about academic concepts. This level of

lahguage requires more than comprehensible input, contextualized instruction,
a safe environment, and meaningful engagement. It requires explicit instruction
in the forms and functions of academic language (e.g., see Dutro & Moran
2003) ‘We will discuss this further in chaptcr 6. :

WHAT Is LANGUAGE PROFIC!ENCY'?

Before we examine the ways in which these four pn.nc1plcs of languagc acqum-
tion support language and content learning, let’s examine the end goal What
docs it mean to be proficient in another language?

BICS and CALP

Jim Cummins (1979) deﬁned two levels of languagc proﬁc1cncy Ba51c Intcr—
personal Communication Skllls {BICS}and Cogmtwc Academic Language Pro-
ficiency (CALP).

BICS refers to the ability. to communicate about cveryday subjects and
-~ needs, the language used to talk with friends, shop, eat at a restaurant, or even

tella tcachcr why a homework assignment isn’t done. It is langnage learned and
used in highly contextualized situations where there-are-many clues to aid in
comprehension. The speaker or listener need not rely solely on language to con-
struct- meaning. Familiarity with the situation (background knowledge) and
clues such as facial expressions, plCtlll'CS and real objects all pr0v1dc a context
that supports understanding,

. CALP, on the other hand, refers to acadcnuc language, the type of languagc
used in the classroom for lectures, discussions, reading, lab reports, oral pre-
sentations, and so forth. These academic tasks provide little in-the way of con-
iext or cIucs and gcncrally involve abstract conccpts Students must rely .on
language to make mcamng ;
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During the 1970s and 1980s, a Canadian linguist, James Cummins, did extensive research
| on how people acquire language. The majority of his studies were done in Quebec cen-
1 tering around the French-English immersion programs. One of the first observations made
i by Cummins was that there are two dimensions of language: conversational and academic.
The terms used to describe these dimensions are BICS (Basic Interpersonal Communica-
tion Skills) and CALP (Cognitive Academic Language Proficiency). :
When children first begin to speak and eventually enter school, they arrive with BICS
in their primary language. This is the language used at home, ‘on the playground, knowl-
edge of basic survival communication. When we chat with our friends about the events of
the weekend, we are using BICS. When your child tells you about the soccer game, that is
also BICS. It is expected that children entering school at the kindergarten level come with
a fuliy developed BICS; basically, a receptive and expressive vocabulary of about 2500
words. -
With that dimension at a functioning level, the school can proceed to expand and
build upon that knowledge to develop CALF, the academic dimension of language that is
necessary for school success. CALP is used to explain cell structure, to summarize a read-
ing selection, write a research paper on habitats, to take any academic test. '
Therefore, if a student has BICS in one language, learns to read in that tanguage, and
then uses that language in thinking and analyzing, the student develops relatively clear re-
lationships between speech and print and between language and thought. 7
Thus, for a student to be both socially and academically successful in a language,
these two dimensions need to be developed. In short, the degree of success that a student
will experience in school is positively associated with the extent of the development of

both BICS and CALP.

BICS + CALP = écademic SUCCESS .

Source: The American School in Japan, http://www.asij.ac.jp/eiementary/paren’f/mqsaiq"ResearcH;htm. ;
Used with permission. ‘ -

Understanding the difference between BICS and CALP is c’:ﬁical to know-
ing our students. We hear-some of our students talk at lunch or on the play-
ground, and they sound very nearly fluent. They talk in class easily, yet they have
difficulty reading. And when we look closely at their writing, we can se¢ many
errors that sound like someone who is still learning English. Particularly in sec-
ondary schools where we have many English language learners who have at-
tended school in this country for several years, we see many students who sound
very fluent. Often, however, they are lacking the academic language required to
be successful in school. As educators, we must be aware of our students’ skills




Language Acquisition: Dimensions of Proficiency 37

in all four domains of languagchﬁstening, speaking, reading, and writing—in
order to ensure that we continue to provide instruction aimed at dcvclopmg full
proficiency in English. (We will take an in-depth look at developing academic
language in chapters 6 and 7. In this chapter our focus is on dcvclopmg an un-
derstanding of how language is acquired.)

Cummins has since refrained our understanding of language proﬁczcncy and
added a third dimension—discrete language skiils (Cummins, 2003). These dis-
crete skills include phonological, literacy, and grammatical knowledge. They are
developed alongside conversational fluency (BICS) and academic language profi-
ciency {CALP), through direct instruction and forimal and informal practice in
reading, writing, listening, and speaking. Recent methods of second-language
nstructon have often neglected this third dimension of language proficiency in
the belief that students would acquire these skills over time as they used language.
Remember the letter from Van in chapter 1? Clearly she was able to express her
wishes about a relatively academic topic related to her education and learning, We
can make the assumption that she can also communicate about more social topics.
When we read her writing, what we find missing is accuracy—plurals, capitaliza-
tion, subject-verb agreement, word forms—along with the sociolinguistic and
strategic competence needed to express ideas appropriately for the audi¢née.

The concept of BICS and CALP has traditionally been explained through
the analogy of an iceberg (see Figure 2.2). The tip of the iceberg, the part that
we can see, is BICS, that convérsational fluency that we often mistakenly assume
equates to thc ablhty to understand and participaté in grade-level academic work.
The far greater portion of the iceberg lying beneath the water where we cannot
see it is CALP, the academic language needed for successful participation in that

Figure 2.2 BICS and CALP




38

WD AT
What does it mean to
be “communicatively
competent”?

How migtit you help
students develop

. each type of -
competence?

Chapter 2

grade-level academic work. Building on this analogy, we have added a ship,
representing the third dimension of language proficiency, those discrete language
skills and strategies necessary to navigate the waters of both conversational and
academic contexts. It is our contention that direct instruction of such skills as
letter/sound relationships, decoding, and conventions of language, along with
opportunities to practice them in authentic contexts, will accelerate the develop-
ment of language proficiency. We caution that this does not mean a return to a
grammar-based approach to language instruction, but rather a balanced approach
that addresses canversational fluency, academic language, and the spccxﬁc skills
required to comprchend and produce language accurately. ‘

Communicative competence

Another way of thinking about what it means to be fully proficient in a language
was suggested by Hymes (1972), who coined the term “communicative compe-
tence.” Communicative competence refers to the ability to know when, where,
and how to use language in a variety of contexts or situations (see Figure 2.3 for
avisual representation of this information). The ability to communicate effectively
is a complex skill that is comprised of different aspects—grammatical, sociolin-
guistic, discourse, and strategic (Canale, 1983).

Grammatical 'Compeﬁmcé. This is the aspect of compctcncc that we often think

of first when we think of what it means to be proficient. It refers to accuracy, the

ablhty to use the la.nguagc code correctly—vocabula.ry, sentence structure,

Figure 2.3 Communicative Competence

Discourse Grammatical
* Turn-taking « Vocabulary
+ Organization *» Sentence
of thoughts structure
+ Pronunciation {
* Spelling

- Communicative

Competence

» Considering
setting

Sociolinguistic -Strategic
+ Considering * Enhancing
audience”. ™ méaning
". « Considering = Word choice
purpose. - +« Tone
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Task 1: Tell your partnéf five

school. Write them in sentences.

Language Acquisition: Dimensions of Proficiency 39
. ship, pronunciation, or spelling. For many years, language instruction, whether in
guage English or other languages, was grammar-based, focusing primarily on this one
il and - of four aspects of competence. Of the four aspects, gramimatical is perhaps the
ills as least bound by cultural norms.
; with
elop- Sociolinguistic Competence. Sociolinguistic competence refers to the ability to vary
1toa language according to the situation. Tt entails using language appropriately in dif-
roach ferent settings, understanding how language expression changes depending on the
skills social status of participants (e.g., teactier vs. peer), the purpose of the communica-

tion (e.g;, making a request), or the situation itsclf (e.g,, classtoom vs. playground).

Discourse Competence. Discourse competence refers to the way in which we or-
ganize our thoughts to communicate. It relates to the logical organization of'an

Yipe- essay as well as to the logical progression and give and take of a conversation.

sere + 'This logical organization of thought varies from culture to culture as well as

3 fo; from discipline to discipline. o

ively :

5lin- Strategic Competence. Strategic competence is the ability to manipiilate lan-
guage to achieve a goal. Both verbal and nonverbal communication may be in-
volved. Strategic competence is generally used to either clarify or enhance

2ink meaning. When a speaker forgets a word or doesn’t have the specific vocabulary

the to express an idea, gestures or paraphrasing can help to make meaning clear,

nre, ' Word choice, tone, or volume of voice may enhance the message and help the

speaker (or writer) achieve the desired outcome. Persuasive speech or-wrting is
an ¢xample of when strategic competence is likely to be useful.

Reaching this level of competence in English requires focused, explicit in-
struction as well as many opportunities to practice language in authentic situa-
tions. Just as infants engage in language learning all day long, so our students
need language development to be a focus afl day long. We cannot expect them
to reach high levels of language proficiency when the ouly attention paid to
learning language takes place during a 20-minute pull-out session, an hour-long
English as a Second Language (ESL) class, or even embedded within a three-
hour literacy block. Language development must occur throughout the entire
day, integrated into the content. Instructional activities must be planned so that
they integrate language learning with content learning. Tanguage instruction
must also be a subject area in and of itself, a time when we teach students how =
to use language and give them multiple opportunities to practice using language
in ways that require them to think critically. Compare the following two-tasks.
Which one requires a higher level of thinking? Which one requires a higher level

ings you did this mbn‘u'ng before coming to

Task 2: Rewrite cach sentence in the past 'tcnsc:-Shéfyl talks to Elizabeth. Aida
walks to school. Jorge rides his bike. :
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Structured Note-Taking

As Mr. Bonine begins his science instruction, he reads aloud a book related to the
content that his students will be exploring. He knows that this short Read Aloud will
provide his students with vocabulary in context and will help to build his students’
background knowledge.

Mr. Bonine also provides his students with a structured note-taking guide to help them
record their observations during the lab. This tool pravides a level of support for his stu-
dents in completing the tasks. It also provides students with some of the academic lan-
guage he expects them to know and use in their fab reports.

A sample note-taking guide
Science Noteables, Douglas Fisher, 2007, Glencoe/McGraw-Hill
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oth tasks provide practice in the past tense form of language. The first task
equires students to use other vocabulary to describe events in their own
and to think about what makes a complete sentence.

2 FOUR PRINCIPLES OF LLANGUAGE
CQUISITION APPLIED

E’ff'our. principles of language acquisition are the foundation of instruction for
lish language learners. They are reflected in all instruction throughout the

e T,
As you read about

hem Through providing a safe environment with ample support for making t:ffse Ptf’i"Ciplesr
stu- eqning and daily opportunities for students to be actively involved in learning, Ztlgﬁr;;[itlzt\iﬁf?f
'af“ \gvg can help our students develop language proficiency and facilitate learning of language
i‘ de-level content in language arts, math, social studies, science, or other sub- proficiency—
jects These principles also provide a structure for thinking about dlfferennaung beginning,

intermediate, and
"advanced. How will
you apply these
principles differently
for students-at these -
different levels?

!nstrucuonmstudcnts at different levels of proficiency in English require differ-
_ ent supports to make input comprehenmble provide context for new concepts
- lower their anxiety level, and make activities meaningful.

Pr1nc1ple 1: Comprehensxble input .

The first step in developing language proficiency is to provide comprchcnmblc
input (Krashen, 1985). If students don’t understand what they are heating or
reading, we cannot expect them to then produce comprehensible language at
progressively more complex levels. Comprehensible input is exactly what the
term sounds like—ensuring that students understand {comprehend) what they
are 11stemng to and reading (input). Tt is required for virtually everything that
goes on in a classroom: discussions, lectures, readings, and assignments.
Providing comprchcnSIblc input rcqmrcs teachers to think about how they:

Make their speech cornprchen51blc

Make new information comprehensible

Make text comprehensible . :

Make directions: for assxgnmcnts comprehens1blc

Listen to your
language in the
classroom. Do you - T

i

Making Speech _Comprehemibie.' Havc-you noticed that when you heara ié.nguagc
that is unfamiliar to you, it is often difficult to distinguish one word fromianother?

" Each phrase or sentence-can sound like one long word. When Carol was just be-

ginning to learn Spanish, one of the first things she learned to say was “mds despa-

ci0, por favor” (more slowly, pleasc). She noted that- even as her language

proficiency progressed, she would still sometimes find herself translating each Span-
ish phrase into English before: it made sense. Unfortunately, by the time she fin-
ished translating the first thmg thiat was said, the speaker would bea few sentences
farther along. If there was any one part she didn’t understand, she would frequently
find it difficult to understand-what followed because she mlsscd vital pieces of in-
formation. A slower rate, pauscs now and then, and some repetition of ideas would

have helped Carol to keep up, especially as she was learning this new language..

speak rapidly? Do
you pause between
thoughts? Is your
lapguage academic,

-~ ¥et with enough

explanation for ELLs
to understand? How
do you know if they
understand? Tape-
record yourSelf and
listen for ways in
which your language
supports
understanding.




42

" Differentiating
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each level of
proficiency to make
your speech
comprehensible?
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We will discuss
background
knowledge in greater
depth in chapter 7 as
itis a key factor in
mazking content
comprehensible to |
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' Chapter 2

Repetition can be an effective way of providing multiple opportunities to
make meaning. Carol’s friend Renee is one of those people who make the
samc statement several different times in a conversation. Perhaps it’s her way of
stressing importance, perhaps it’s her way of thinking aloud. Regardless of her
intent, she’s exactly the type of person a new language learner wants to listen to
in the new language. Renee’s redundancy provides the listener additional op-
portunities to catch her meaning. If the listener doesn’t understand a word or
phrase stated in one manner, he or she may be able to get it in the reiteration.
These repetitions also provide time to process the fanguage and catch up.

Doug’s friend Adam speaks very slowly when he wants to make a point.
Although he has his own reasons for this, the way that Adam varies the speed of
his speech provides the listener time to think and respond.

So what can classroom teachers do to give students the time they need to
process the language itself and make the content of the language comprehensible?

.- Slowing down the rate of speech slightly and pausing between thoughts
gives learners time to process what they’ve heard and catch up. Using gestures
helps to reduce the reliance on language alone. Ifyou’ve ever traveled in a coun-
try where you were learning the language, you probably remember communi-
cating many ideas through gestures—pointing to the item you wanted to
purchase, listening to directions to the train station, and watching the speaker
point to the right, Avoid idioms and slang or directly teach them. Simple ex-
pressions like “let the cat out of the bag” can cause an English languagc learner
to lose the flow of the discussion. One of the most important ways in which we
can give students the opportunity to understand is to amplify our language, as
opposed to merely simplifying it. When we restate ideas in many different ways,
we-can facilitate comprehension for those who didn’t understand the first time
we said something. We can include additional supporting information or simply
explain the concept in another way. We provide redundancy of both language
and ideas, allowing students to hear the language and vocabulary over and over
again (muh:lple exposures), at the same time as clarifying the ideas through fur-
ther cxplanatlon Often, when working with ELLs, we tend to simplify our lan-
guage, using simple vocabulary and simple language structures: In effect, we are
watering down our.speech and, in the process, our content as well. Simplifying
ideas and language can be like reading the Cliffs Notes to a Steinbeck novel in-
stead of reading the novel itself. It’s virtually impossible to get the flavor of
Steinbeck by reading those Cliffs Notes. All of our students need to get that
flavor—it’s a matter of presenting it in ways that make it comprehensible.
Muking New Information Comprebensible. Connecting f;éw‘idcas to prior
experiences and learning helps students make sense out of the new material.
Wheri Carol was learning Spanish, she would listén to the Tijuana radio sta-
tions as she drove to work every day. As long as thcy were reportmg on events
that had:taken place in-San Diego, were of national: concern in the’ United
States, or. were events that had been covered.in the newspaper that morning,
she could follow aléng fairly well. As soon asthey began to report. the news
from Mexico City, however, she was lost and found herself changing the station
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to listen to jazz. Her background knowledge regarding the news helped her to
understand the formal, compiex language of a news report. The same level of
language was rendered incomprehensible when she had no prior knowledge of

the subject, and her response, not so dissimilar to that of many of our students,
W4s 1o tune out.

" Making Text Comprebensible. Much of the material we €xpect our students

to read is dense, academic text above their reading level. Even the literature
can contain unfamiliar language or make reference to unfamiliar places, expe-
riences, or customs. In order to make the text comprehensible for students
who are learning English, we must first analyze the text to determine what
challenges it might present, and then plan supports that will help students
make meaning as they read. Using visuals, realia (real objects), graphic or-
ganizers, and discussions before, during, and after reading are examples of
ways in which we can alleviate the complex language demands of text. A pic-

ture and thereby to the reading or discussion. A graphic organizer describing
the hife cycle of a frog can assist students in seeing how each phase connects
to the others, and they can use this knowledge as they read or listen to the ex-
planation. In chapter 7, we will discuss these supports and others jn greater

depth as part of developing academic language and helping English language
learners reach grade-level standards. ' ~

tent and vocabulary

&g reatia heifps students tearn con
Doug Fisher
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Think of a task you
recently assigned
your students. What
were your
instructions to them?
Did they alf know
what to do? How did
you know?

Diiferentiating
tnstruction: What
strategies might you
use for students at
each level of
proficiency to make
directions
comprehensible?

Making Directions for Assignments Comprehensible

Chapter 2

Ms. Schwartz, a tenth-grade history teacher, writes her daily agenda on the board and
explains the tasks for the day. She then asks one of her students, “What are we going to
do first?”

Marco replies, “Review the steps of Reciprocal Teaching,” reading from the board.

“What did Marco say we are going to do?” Angie asks Yolanda.

Ms. Schwartz repeats this process rapidly with each of the parts of the daily agenda.
Her students have now taken on the responsibility of knowing what they are to do, and she
no longer has to answer that age-old question, “What are we supposed to do?”

Making Directions for Assignments Comprehensible. Often what prevents
ELL students from participating is simply that they did not understand the
directions for the task. Understanding and following directions can be a stum-
bling block for anyone who is not proficient in the language, as those of us who
have ever asked for directions in a foreign country can attest to. Words and
phrases such as “circle,” “underline,” or “find the one that does not fit,” though
simple enough words, carry a great deal of the meaning. If you miss one of the
words, you miss the entire idea. It is critical that we make our directions clear
and explicit, and that we check for comprehension by having students explain
in their own words what they are expected to do.

" Giving directions visually as well as orally, demonstrating the task, using
clear language, and checking to be certain students understand are ¢rucial to as-
sure that students can participate fully in classroom activities. Consider the ad-
vice of Rosa, a fifth-grade ELL student. When asked what would help her in

Using visuals can heip students understand the directions
Diana Yemha

S——— 1
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school, she replied, “if teachers explain more and give more cxampics.” English
language learners may require more explanation and more modeling or demon-
strations than students who can understand the language casily. '

Principle 2: Contextualized instruction

Read the following sentence. Before reading on, visualize the situation in which this
' e scene miglit have taken place and note what you think this statement is referring to.

“Ob Bill, I missed you!” she cried.

Stop. Really think about this and visualize the scene. Once you have this in
mind, continue reading.

Then she aimed and fived again. (Pritchard, 2004).

e .

TR

If you responded as we did when we first read these statements, you might :
Think of a time when i

have thought that she had not seen Bill in a while and was happy to see him !

(though an English language learner might read the word cried and, not rec- tl]‘:’: l::ggj:?fd;ng
ognizing the multiple meanings, think that she was unhappy). The first state- . jyation caused you |
ment, however, takes on a completely different meaning when provided with  to misunderstand
the context of the second sentence. ~ what you were

As teachers, we have a great deal of knowledge about our content. Wercad and . 5‘59:]3 hearing, or
o ‘ N reading. :

A

ey
FE

write at high levels. We-understand the math, science, or social studies concepts that
we teach. As good readers, with background knowledge about a subject, weareable _ _ ;
to understand what we read. We usually can place new learning or informagi_qn into o : i
a context that helps us create meaning. When we don’t know the context, though, ° o 18
as we saw with Bifl it is not only more difficuit to make meaning, but we may actu-
ally develop misunderstandings. Many of our ELLs bring neither the reading skills
nor the background knowledge required to understand the complex grade-level
concepts with which they are presented. One way we, can compensate for this lack ¥
. of background skilis or knowledge is by providing context for new information. .
Cummins (1981) identified two intersecting continua (four quadrants) of ' B - P
support for comprehension and level of cognitive difficulty. These continua high- - ' Pl
light how language is used in situations that range from context-embedded (many S ¥
clues to meaning) to context-reduced (few clues), as well as in situations that are
' cognitively undemanding {easy) to those that are quite demanding cognitively
(hard). We can use Cummiins’s four quadrants to think about the level of support ' :
| or context provided for various academic tasks (see Figure 2.4). The tasks on the - i
top half of the quadrant in Figure 2.4 are casy. Those on the bottom would be o
considered difficult. The tasks on the Jeft-hand side of the quadrant proyide lots
of clues, whereas those on the fight provide only language as'a clue to meaning.

|

I

[ m———— S |

o ] . N
.Differeritiating l j

instruction: Think of - |

. t A— ir that jvely nd off ‘
Quadrant A—Quadrant A contains tasks that are relatively easy and offer  task you might ask

support through visuals, demonstrations, and so on. When playinga students to complete.

game, for example, you can participate by watching others and doing . . How can you vary *

what they do—an casy task, made accessible by watchirig a demonstration. the level of context
e Quadrant C—In quadrant C, the tasks are also easy, but provide fittle you provide for

support other than through language. Talking on the telephone to set a

students at differenit - '!
Junch date does not tax the brain, but, as those among us, who have ever :

levels of proficiency?
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Figure 2.4 Comparing Context and Cognitive Demands
Cognitively Undemanding

A C
* Participating in an art class » Writing a list
* Playing a game in PE * Talking on the telephone
* Playing with friends at recess * Copying from the board
* Following directions after watching ¢ Filling in a worksheet
them modeled :
B ]
5 | :
3
sz 1 * Listening to a lecture with a graphic * Listening to a lecture 2
£ | organizer * Reading a text book §
S | * Reading:a textbook with graphics— * Writing a persuasive essay a.
pictures, charts, maps ' * Writing a lab report ‘
“* Writing an essay after discussion, * Solving a word problem in math
reading, organizing information on a * Taking standardized tests
graphic organizer o
* Participating in a lab experiment
* Working with manipulatives in math
Cognitively Demanding
talked on the phone in a language we were still learning can aitest to, this
‘task is made far more difficult by virtue of the fact that the only way to
T —— make meaning is through words. There are no facial expressions or
gestures to look to for support.

Think of the most

recent activity or * Quadrant B—In Quadrant B, we find those tasks that require higher-order
) assignment you used thmkmg skills, but also mcludc many supports for making meaning. Students

with your students. usually watch a demonstration of  Jab experiment before they are asked to
Which quadrant did perform one on their own. They are usually working with a partner, with real- y
it reflect? What
context, clues, or life objects, and have others in the class whom they can watch and mimic,
supports did you ' Onadrant D—Quadrant D includes tasks that require students to use
provide? higher-order thinking skills where they must rely solely on languagc in
LT order to understand and communicate. These are tasks Et:q”mrcd on
A standardized tests and in most classcs at the umvers1ty levcl
What is-a2 Quadrant
D type of task that. Obwously, all of our students must be able to pcrform the type of tasks in
you might ask your Quadrant D, For our Enghsh language learners, however, reliance on language
students to do? What alone can often be a challenge, leaving them unable to pa.rtlmpatc successfully.
context or clues So what does this tean for our instruction? How do we prcparc students for

Id yo id
f,.f:: wgu:apsﬁjgi;oen cogmtwely demanding, context-reduced tasks?

themasthey . . . . The answer lies.in Quadrant B. This is what sheltered instruction i
complete the task? cognitively demanding academic content with lots of supports. The activities
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in which we engage our students must require them to analyze, hypothesize,
synthesize, evaluate, and use all the other thinking skills we find on Bloom’s
taxonomy (Bloom, Mesia, & Krathwohl, 1964). At the same time, when stu-
dents are not fully proficient in English, we must contextualize learning in
order to help them make meaning. Many of the techniques presented in our
carlier discussion of comprehensible input—visuals, demonstrations, hands-on

" activities—can help to provide that context for students.

Qur goal is for our students to participate successfully in grade-level aca-
demic tasks, to be able to listen, speak, read, and write independenty. We-can
get them there through providing contextual supports and gradually removing
the supports as they become more proficient in English, more able to rely-on,
language alone. We can get them there through the type of instruction (SDAIE)
described in Quadrant B.

Principle 3: Low-anxiety environment

Language acquisition is enhanced when students are engaged in meaningfil
activities and their anxiety level is low. Students must feel comfortable cnough
to risk producing mpcrfect language. This is éspecially critical for older stu-
dents. When learning a new language, it is virtually impossible to express your—

" self in a manner commensurate with your age. Even adults will make numerous

mistakes and be relegated to using simple language with incorrect grammatical
structures. Add to this the importance of peer approval for adolescents, and it
is easy to understand why some of our students are reluctant to speak up in
class. As teachers, we must take responsibility for creating an environment in
which students know that all their attempts to parnc1patc will be cncouraged
accepted, and celebrated.

Classroom environments must provide a balance between safety and com-
fort, and enough stress to push performance. If you are in an interview situa-
tion, talking about your experience and your philosophy of education, you may
find it difficult to remember everything you wanted to say. Having the same
conversationr over coffee with your friends at school, you might easily walk for
hours about the same topic. However, in the discussion with your friends, you
will probably use a far more casual register of language, av01d1ng higher-level
academic language even though talking about an academic topic. Students who
are in the process of learning English must be able to speak within the comfort
and safety of friends, and yet participate in- activities-that requu'c them to use
more explicit, formal languagc

Principle 4: Meamngful engagement

The purpose of language is communication. Lcarnmg a languagc s1mply for I:hc
sake of learning a language may be interesting for linguists and others whose
linguistic intelligence is their strong suit (as in Gardrer’s [1985] theory of mul-
tiple intelligences), but for most of us, it is no-more than a tool for communi-

cation. It follows, then; that-as a tool, it is best learned. in the process of other
learning. If you have ever tried to learn another language on your own, with no
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one to use it with, you may have found that you easily forgot most of what you
had studied. When learners are engaged with language in meaningful ways, they
have built-in motivation to use a language through the need to communicate,
opportunity to practice, and immediate feedback they reccive regarding the
comprehensibility of their communication.

This means that instructional activities must include daily opportunities
for authentic use of language, perhaps best accomplished through student-to-
student interaction where students must listen and speak in order to accomplish
a task. They may be exchanging information, expressing an opinion, or solving
a problem. The tasks provide meaningful application of the concepts and skills
just taught, and ideally, they are of interest or personal relevance to the student.

ADDITIONAL FACTORS THAT INFLUENCE
LLANGUAGE LLEARNING

The four principles of language acquisition we described are meant to be used

" as a guide to planning instruction. They are the aspects of language learning

over which the teacher has control. There are other factors that also influence
Ianguagc acquisition over which the teacher has no control, personal factors that
vary from individual to individual. Awareness of these factors can assist teachers
in better understanding their students, recognizing the natural developmental
progress, and adjusting their instruction based on that knowledge about their
students.

Primary language

Perhaps one of the most important factors is the level of proficiency the student
has in- the primaiy language. -Concepts and skills that children have already
learned in their primary language form the foundation for learning in a new lan-
guage. If they have al.rcady leamed to read and write in their home language,
they can readily attach new vocabulary; language structures, and organizational
patterns in order to learn to read and write in another languagc.- They have al-
ready gained the deeper understandings of making meaning from text and ¢an
focus on the surface aspects that differentiate one language from another. .
‘When we listen to ELL students speak, or when we read their writing, we
often see evidence of other ways in which their primary language influences their
use of English. Recall the:letter from Van. As you analyzed her writing, you
might have noted errors such as “I get A in English,” an errorthat we would
not be likely to find in the writing of a native English speakér, even one with £
poor writing skills. This is an example of a structure that Van has brought
with her from Vietnamese to English. Some languages, Chinese, Hmong, and
Vietnamese, for example, have no indefinite articles. They may: either leave ouit
the article, as Van did with “[an] A,” or they may substitute another word as in
I bought one car as opposed to I bought a car: Even though we may not speak
the student’s language, when we see repeated errors such as these, we can rec-
ognize that the student may be transferring his or her own language structures,
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u and we can call attention to them so that the errors do not fossilize and become
1 EY more difficolt to correct.
€, Just as we see students transfer structures from their primary Ianguage that
1€ - are incorrect in English (negative transfer), we also see elements of the primary
language that affect second-language learning in a positive manner (positive
€s transfer). In Spanish, for instance, there are many words that are very similar to
| e- English words. Called cognates, words such as independence ( independencia),
sh civele (civeuln), and mathematics (matemiticas) are easily recognized and can fa-
g cilitate comprehension, parncularly when teachers are aware of them and ask
s students to notice them as well. Many of them tend to be academic words,
(. which can make learning some of the more difficult vocabulary that much eas-
ier (see Teacher Tools at the end of the book for a list of common cognates be-
tween- Spanish and English).

Another way in which we can take advantagcrof a student’s knowledge of
the primary language in order to assist in learning English is by providing
.d ; opportunities to compare and contrast similarities and differences between the
" two languages.-Obviously, this strategy is most useful when the teacher has some

i% knowledge of the student’s primary language, but even without that, it can be
at beneficial to ask students to think about how something is said in thclr own
s language. They can then compare how it is said differently in English.
al : o o
idr Age
Infants are born with the capacity to hear the sounds of all languages. As they =~ ™ ————————
grow, however, and are exposed to the sounds of only one, perhaps two lan-  If older students can i
guages, they begin to lose that ‘capacity. The younger the child, the more abil- f:r?“l:;e:;i‘:; 5
nt ity remains, allowing them to hear sounds of 2 new language. Hearing the rapigdiygthrough use
Iy sounds, of course, leads to the-ability to pronounce them more accurately. So of metalinguistic
n- young children learning English can sound like native speakers of English. skills, what does this
1e Young children are not expected to-use a high level of language in order to . imply for language
al sound like native speakers their age. The language they must learn is generally ~ Mstruction?
d- simple, concrete, and full of context.
in Older students, on the other hand, must be able to make themselves un- G
derstood at much higher levels of language and in relation to much more com- d
ve + 7 plex ideas. They may take the sanie amourit 'of time as a 5-year-old to sound
ir like a 5-year-old. The problem is that after that amount of time, the 5-year-old
L will sound like others his own age, but the 13-year-old will still sound like a P
id 5-year-old. One advantage that older students have, however, is their greater .~
th experience with language and their greater ability to use cognitive strategies .
at such as comparing/contrasting, memory devices, qucstlonmg, or accessing
d prior knowledge. Their knowledge of the world as well as their knowlcdgc of
it language can accelerate their learning of a new language. Although they rmay
in continue to. have more difficulty with pronunciation than young students,
ik ' there is a body of research that shows adolescents and adults achieve higher lev- - _ 4
c- els of proficiency more rapldly than young children- (Sn0w & Hocfhagcl- : , |
'S, ' ' Hoehle, 1978). ' I
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encourage a shy ELL
to participate in oral
language tasks?

Discuss with a
partner: Is motivation
a trait or state?

Apliation. to Practice
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Personality

Personality traits such as shyness, risk taking, and self-confidence can influence
the language acquisition process. Students who are shy likely will not participate
in as many opportunities to practice language. They may rely on written lan-
guage more than spoken language in order to learn. Students who are risk tak-
ers are not afraid to make mistakes, an unavoidable occurrence when learning a

- new language. They will therefore be more likely to speak up, practice language,

and receive more feedback. Generally speaking, personality influences the rate
at which students acquire language, not the level they will eventually achieve.

Motivation

There usually is no debate over the idea that students who are motivated will achieve
at higher levels than those who are not. The critical issuc for teachers, though, per-
tains to how we perceive motivation. Do we believe that this discussion belongs in
the previous section on personality, that it is a character trait? Or do we believe that
itis a state that can change based on the situation, that it is a temporary condition
that can be influenced by instructional methods and materials? If we believe the for-
mer, it absolves us of responsibility as teachers. If we believe the latter, it requires us
to examine our instruction, designing activities that engage our students.

Another issue regarding motivation stems from students’ perception of
their need to learn English. Some of our Immigrants arrive in this country with
the expectation that they will soon return to their homeland. They may beheve
that they will be here only long enough to wait out a war and therefore won’t
need to become proficient in English. Other students may see their future here
as limited due to their legal status. Without documentation they cannot see how
they will be able to begin a career that requires proficiency in-English or a high
school diploma. These are not sitnations that we can change, but we do have a
responsibility to prepare our students so that they will have options when they
leave us. We must encourage them to take the most advantage of their cduca-
tion now, regardless of what they believé may happen in the future.
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