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Bringing Purpose to Learning English: 

Theme-based Learning Experience for 
EFL College Students in a  

Content-based ESP Classroom 

By Yi-chen Chen 

English teachers in an English as a 
Foreign Language (EFL) country com-
monly observe  situations in which a lack 
of authentic language environment leads 
to no immediate language need, result-
ing in a lack of perception of the impor-
tance and objective of the lessons, and 
thus the students’ low motivation to 
learn. This problem is especially preva-
lent in colleges, where students have 
chosen their majors according to their 
interests and have considered English 
courses targeting general English as no 
more than an obligation. To raise EFL 
college students’ motivation, content-
based instruction (CBI), which places 
students into English classes according 
to their majors so that teachers teach 
English for specific academic disciplines, 
has become popular in EFL contexts.  

However, when implementing CBI in 
an English for Specific Purpose (ESP) 
classroom, EFL teachers need to seek 
ways in which content can promote lan-
guage learning and facilitate acquisition 
of course outcomes (Freiermuth, 2001). 
Thus, a CBI curriculum has been sug-
gested to accompany a theme-based 
project. In a theme-based project, lan-
guage instruction is arranged around 
thematic modules or units; it not only 
enables teachers to link different disci-
plines meaningfully, it also strengthens 
the language aspect in an ongoing man-
ner (Zhao, 2014).  

Task-based activities should also be 
planned to guide students step by step in 
completing the projects while using lan-

guage for authentic communicative pur-
poses with their peers or instructors. So 
to speak, group collaboration with indi-
vidual participation is crucial for students 
in this type of classroom. An individual’s 

personal goal would cause him/her to 
perform an activity differently in the 
group to which he/she belonged.

According to the Activity Theory of 
Learning (Engestrom, 1999), different 
subject participants, due to integral fac-
tors like object (learning goals), medita-
tional means (language or knowledge 
engaged), community (groups), rules 
(guidelines) and division of labors (peer 
interactions), may have different learning 
outcome, even if the physical project’s 
outcome is the same. That is to say, how 
EFL students experience this curriculum, 
as well as their learning outcomes, could 
vary; their experience can reveal crucial 
motivational factors which should be 
taken into consideration by EFL teachers.

The following reported case study is 
a classroom in a business college in   
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Taiwan, an EFL country in Asia. Forty-
four students majoring in Business 
Management took the College Eng-
lish course to fulfill requirements for 
graduation. They represent typical 
EFL college students in that they had 
a hard time connecting the English 
language to their daily lives and pro-
fessions, and they lacked the motiva-
tion to learn the language because 
they did not find it to be of signifi-
cance. Their English proficiency was 
at intermediate level. A theme-based 
learning project integrating business-
related content and English language 
learning was implemented, and their 
experiences of learning this way were 
under investigation.

The project in this study, which 
was six weeks long, intended to pro-
vide opportunities for the participants 
to put the language they learned to 
real use. The theme was to use Eng-
lish in creating a business project. 
The final outcome was a business 
proposal for a selected company; the 
content should include product inven-
tions, advertising strategies, promo-
tion plans, and potential risk assess-
ments. The class was divided into five 
groups of six people and two groups 

of seven people. Each week the in-
structor of the class, who has a Mas-
ter’s Degree in TESOL and a certifi-
cate of Teaching English for Business 
Communication, led the students in 
doing activities by applying content 
knowledge and by incorporating the 
four language skills and critical think-
ing skills in the process. Reading ma-
terials adopted from ESP textbooks 
and media, including TV series, were 
used. (For detailed course designs 
and procedures, please refer to Chen, 
2010. 

Two questionnaires were given to 
the students: 1) before the project 
began, the first questionnaire was 
given to understand the students’ 
opinions and feelings toward the 
community (class) they were in and 
the object (sensed objectiveness) 
they possessed; 2) after the project 
was complete, the second question-
naire was given to determine the ex-
periences that participants had dur-
ing these six weeks, to see if the par-
ticipants changed their objects or 
attitudes, and to determine the fac-
tors that caused such changes. (For 
the complete versions of both ques-
tionnaires, please link to the web-
page: http://goo.gl/pxdbJM, http://
goo.gl/TzhBqA)    

Three fourths of the students 
considered the projects successfully 
done; the reasons the students 
pointed out can be summarized into 
two: “appropriately assigned work-
load” and “smoothly-going group col-
laboration.” For the one fourth who 
considered the projects unsuccess-

ful, they  attributed their dissatisfac-
tion to two major reasons: 
“insufficient time” and “unhappy ex-
perience of group work.” Experience 
of group collaboration seems to influ-
ence the students’ perception of the 
success of the project, though practi-
cally all the students turned in their 
learning outcome (i.e., written busi-
ness proposals) and completed their 
projects. The factor “community” in 
the Activity Theory thus plays an im-
portant role in learning: learning is 
not independent but relate to a social 
network; within the network the divi-
sion of labor that each participant 
perceives affect their interactions 
with others.    

When asked about what they 
thought they had learned in the pro-
ject, half of the students indicated 
that their “social skills” improved, 
while the other half specified im-
proved content knowledge. They 
agreed that they “learned things in 
business,” three students pointed out 
that they “learned to use computer 
software.” Surprisingly, none of the 
students thought about  improve-
ment of their English. The ignorance 
of linguistic elements in the project 
may be related to the different 
“object” each student owns. Though 

one primary tenet of CBI is that stu-
dents can use language that is mean-
ingful beyond language classroom, 
students may not possess or recog-
nize the same learning goals. Thus, 
professional language instruction 
should be a vital element of the 
coursework (Freiermuth, 2001); 

(Continued on page 3.) 

Figure 2. Activity theory model (Engestrom, 1999) 

WeekWeekWeekWeek Schedule of ActivitiesSchedule of ActivitiesSchedule of ActivitiesSchedule of Activities Content knowledge learningContent knowledge learningContent knowledge learningContent knowledge learning Skill trainingSkill trainingSkill trainingSkill training 

1st To choose a company as the target (orientation) S, L, C 

2nd To conduct a SWOT analysis SWOT analysis R, S, W, C 

3rd To propose a promotion plan 4Ps strategies R, S, W, C 

4th-5th To wrote a business plan Formal presentation skills S, W 

6th To presented formally in class (evaluation) S, L, C 

Table 1. Six-week schedule of the theme-based project  

Note. S: Speaking. L: Listening. R: Reading. W: Writing. C: Critical thinking & Collaboration  
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teachers need not only to balance the 
elements of content and language 
when designing a course, but also to 
remind students that language is the 
basic mediation tool that deserves 
attention. 

Answers to the questions about 
the students’ feelings about learning 
English through doing the project also 
correspond to the discussion of the 
“object” students perceived. For the 
students who held positive attitudes 
before the project began,  they 
agreed that they “learned a lot 
whether it would be beneficial to the 
future or not” in the post-project 
questionnaire. On the other hand, for 
those who held negative attitudes at 
the beginning, they still thought that 
“what they had learned would do no 
good in the future and daily lives.” 
However, a rather cheerful answer 
was given when asked about whether 
they would like to continue learning 
English after the course ended: the 
students with either positive or nega-
tive attitudes at the beginning were 
willing to continue learning English at 
the end of the project, expressing 
opinions such as “be willing to con-
tinue studying English by myself after 
the semester ends” and “English was 
somehow important and are willing to 
keep learning it.” To help learners 
who lack intrinsic motivation but still 
sense the significance of learning, 
teachers can design projects with 
various themes and topics to en-
hance significance extrinsically.  

The results of the analysis of the 
college students’ learning experience 
of a theme-based project in a CBI 
classroom can be summarized as 
follows:  
• They gained the significance of 

learning English.  
• Some strengthened their positive 

attitudes to learning English, and 
gained both intrinsic and extrin-
sic motivation to continue. 

• Some, even though they held 
negative attitudes towards group 
project and thought they had not 

benefited from it, still admitted 
the importance of learning.   
Moreover, from the students’ 

perspectives, the factors that influ-
ence their perceptions of learning 
English are mainly community and 
object. Whether they gain peer sup-
port and collaboration within their 
groups affect their self-perception of 
successful learning. Objects that the 
students set for themselves or that 
they were cognizant of influence the 
learning outcomes. Factors such as 
rules and division of labor are not 
particularly emphasized, yet they are 
interwoven as a web: it would be 
great if the students have guides 
(rules) from the instructors and  
peers to assist them in finding their 
roles in the groups (division of labor) 
so that they can support and commu-
nicate with each other, expressing 
and constructing ideas through me-
diation tools.       

The case study suggests the im-
portance as well as claims the benefi-
cial effects of adopting theme-based 
projects in a CBI/ESP classroom. 
More importantly, from the students’ 
perspectives, the case study analyzes 
and reports how students perceive 
their learning experience throughout 
the process. Converting such findings 
to EFL teachers’ perspective, in a 
CBI/ESP classroom, it is not only the 
elements of content and language 
that matter but the learner (subject) 
is the major element that determines 
the effect of teaching. Students 
should be given more freedom and 
larger proportions of the task to par-
ticipate in during the process, such 
as grouping options. Ultimately, EFL 
college students can benefit from the 
theme-based project by finding rea-
sons or even excuses to continue 
learning English.      

 
References:References:References:References:    
Chen, Y.C. (2010). Content-based 

business English course for EFL. 
The Internet TESL Journal, 16 
(1). Retrieved from http://

iteslj.org/Lessons/Chien-
BusinessEnglish.html  

Engeström, Y. (1999) Innovative 
learning in work teams: Analysing 
cycles of knowledge creation in 
practice. In Y. Engeström (Ed.), 
Perspectives on Activity Theory 
(pp.377-406). Cambridge: Cam-
bridge University Press 

Freiermuth, M. R. (2001). Influences 
of content-based instruction in 
the ESP Classroom. Proceedings 
of International Conference 
PAC3. Japan: JALT, 2001. Re-
trieved from http://
jaltpublications.org/archive/
proceedings/2001/855.pdf  

Zhao, Y. (2014). Theme-based cur-
riculum and task-based activities: 
A language teacher’s reflection. 
Retrieved from http:www.uh.edu/
class/mcl/chinese/startalk/
_docs/presentations/   

 

 

  Bring Purpose to Learning English . . . (continued) 
(Continued from page 2.) 

About the AuthorAbout the AuthorAbout the AuthorAbout the Author: : : : Yi-chen Chen is 
currently an Assistant Professor in the 
Department of Foreign Languages 
and Applied Linguistics in Yuan Ze 
University, Taiwan. Her research is 
focused on issues of extensive 
learning, content-based instructions, 
second language acquisition, and 
cognitive linguistics. Nine years of 
teaching in both ESL and EFL 
contexts, she has accumulated 
experience in applying TESOL and 
SLA theories into classrooms, finding 
problems in practice and looking for 
solutions in theories. How to enhance 
EFL students’ learning quality and to 
bridge the cultural gaps are major 
aims in her recent teaching.  
Email: yicc@saturn.yzu.edu.tw   
Office phone: +886-3-4638800 ext. 
2728  



THE WORDTHE WORDTHE WORDTHE WORD    

How to Incorporate Critical Language Pedagogy 

in a Grammar Class in Seven Days 

By Changho Kwon 

Grammar classes as compared 
to other language skills classes in 
English as a Second Language / For-
eign Language (ESL/EFL) context 
offer less flexibility for the teachers. 
With the students’ expectations to 
learn prescriptive grammar rules with 
‘definite’ answers, it is not a simple 
task for a teacher to deviate from 
their expected standard. Given this 
expectation, therefore, critical lan-
guage learning and teaching, which 
involves components like negotiated 
syllabus or discussing ‘controversial’ 
topics, does not have any room in 
such a context. Nevertheless, based 
on my experiences as a language 
teacher, I believe it is possible to in-
corporate some of the components of 
critical pedagogy, which means 
“teaching for social justice” (for a 
quick introduction, see Crookes, 
2013, p.8), in grammar classes.  

I want to share the critical com-
ponents I added, and am still trying to 
add, to my Grammar for Writing 
classes I am currently teaching in an 
intensive language program for inter-
national students. As Crookes (2013, 
p.46) suggested, “baby steps are 
needed” for a language class to in-
clude components of critical lan-
guage pedagogy and I, as a novice 
critical-pedagogue, am taking a cou-
ple of baby steps to raise my stu-
dents’ awareness about social jus-
tice.  

Let me first start with the 
(negotiated) syllabus, one of the es-
sential components of critical lan-
guage pedagogy (Crookes, 2013) I 
am using in my classes. Although I 
had pre-made syllabi that complied 
with the institutional requirements 
and student learning outcomes, the 
students and I discussed what we 
wanted to study in our grammar class 
on the first day of instruction. As the 
students are placed in high interme-

diate to low advanced levels, the 
grammatical items presented in the 
course textbook are not highly chal-
lenging for some of them. This, how-
ever, does not mean that learning the 
use of articles or verb tenses is not 
meaningful for them, as they continu-
ally repeat non-target-like errors in 
the speech and texts they produce. 
We talked about the basic grammar 
errors they make and the necessity of 
such basic grammar items to be in-
cluded in our class.  

With this discussed, we were 
able to be a little selective in terms of 
choosing what grammatical items to 
include in our 8-week-long program. It 
was not only I, the teacher, but the 
students who took part in deciding 
what they wanted to learn. The stu-
dents talked about their strengths 
and weaknesses in class and also 
completed a short written survey. 
This helped me to critically analyze 
their needs and wants, which were 
then reflected in my lesson plans and 
schedule. This is an ongoing negotia-
tion as we still talk about what is diffi-
cult, what is not, and what is to be 
included or excluded in the following 
weeks.  

The content of the course is an-
other area where I am applying criti-
cal language pedagogy. Although our 
focus in this class is to learn and re-
view some grammatical items and 
apply what we learned in our own 
writing (journal writing in this case), I 
introduced some controversial topics 
about social justice for the students 
to discuss. As the textbook provides 
us with some explanations of gram-
matical rules and related exercises, I 
bring in some short newspaper arti-
cles to add authentic language as 
realia to practice what they have 
learned.  

With the selected articles, I first 
adapt the texts with an adequate 

number of errors on the target gram-
mar so the students have another 
chance to review and practice their 
grammatical knowledge.  

The first task is to identify the 
grammatical errors in pairs or small 
groups and to correct them. Then, we 
discuss what the article is about and 
what we think about the social issues 
discussed in the articles. Next, we 
share our responses and thoughts in 
class. The students then are as-
signed to think about their own lived 
experiences (or others’ experiences) 
regarding the issue.  

In the subsequent class, we first 
share in groups and then as a whole 
class to learn about what our peers 
have experienced and what we can 
do to make a fairer world. Finally, the 
students write a few-paragraph jour-
nal about their experiences with spe-
cial focus on the target grammar. 
With the submitted papers, I identify 
one or two sentences with errors in 
the target grammar from everyone’s 
journal, and work on them with the 
students to see what kinds of errors 
they constantly produce and how they 
fix them. Then, the students get to 
work on peer editing tasks. The jour-
nals from the first class are peer ed-
ited by the students from the second 
class and vice versa. Using this 
method, the students get to share 
their experiences and ideas with 
more students as well as give and 
receive peer feedback.  

Peer feedback is another way of 
empowering the students and letting 
them know that it is not only the 
teacher who can help them with im-
proving their English. With one of the 
topics I like to discuss with the stu-
dents (power dynamics in class-
rooms), peer feedback serves as a 
consequent action we take after dis-
cussing such a topic. By being an 
active member of the class and tak-
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ing over the conventional teacher 
role, the students learn that the 
teacher does not have to be an au-
thoritative figure merely disseminat-
ing his or her knowledge.  

In order to make the feedback 
process a little more efficient, I usu-
ally provide the students with some 
guidelines they can follow. This 
sounds like a little more traditional 
teaching method with the teacher 
controlling the student-oriented task, 
but in fact, this aid from the teacher 
in the initial stage serves as a scaf-
folding opportunity and can help the 
students with the necessary tools for 
the following peer feedback sessions, 
which they can run more autono-
mously.  

Many of the components of criti-
cal language pedagogy, such as 
codes, dialogue, action orientation, 
etc. (for a short description, see 
Crookes, 2013), are missing in my 
class. However, as I highlighted in the 
beginning, I am only taking a few 
“baby steps” towards becoming a 
more critical language teacher. Many 
language teachers believe it is chal-

lenging to discuss social justice in a 
grammar class. I agree with them to 
some extent as the students’ needs 
and the institutional requirements 
have to be addressed sometimes 
creating a feeling that there are lim-
ited opportunities to discuss other 
topics. Nevertheless, I believe there 
still is room for teachers to discuss 
social (in)justice in their grammar 
classes.  

Not every single component of 
critical pedagogy has to be inte-
grated, although the more, the better. 
With a good balance of the institu-
tional needs, the students’ needs, 
and the social values that the teacher 
and the students hold, a grammar 
(for writing) class can be a site to 
both improve the students linguistic 
accuracy as well as raise their critical 
awareness on social justice.  

If you thought a grammar class is 
just mundane and boring, and you 
were looking for something else to 
make your grammar class livelier, 
why don’t you start to share and dis-
cuss your own social values and 
teaching values with the students? It 

will offer a great chance for the stu-
dents to share their values and ex-
periences with a focus on grammar.  
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Day 1 

• (Partly) negotiate the syllabus 

• Needs analysis 

• Talk about the teacher, students, and their strengths and weaknesses 

• Conduct survey 

Day 2 
• Students identify and correct student-generated linguistic errors from the survey 

• First grammar item: lesson and exercises 

Day 3 • Continue first grammar item: lesson and exercises 

Day 4 

• Continue first grammar item: lesson and exercises 

• A current social issue article (e.g. racism) with grammar errors 

• Students identify and correct the errors 

• Students discuss the article 

Day 5 
• Students share their experiences regarding the social issue 

• Grammar quizzes 

• Homework: Writing a journal about their experiences regarding the social issue 

Day 6 
• Students identify and correct student-generated linguistic errors from their journals 

• Start second grammar item: lesson and exercises 

Day 7 
• Peer feedback (give the journals from class 1 to class 2 and vice versa) 
• Continue second grammar item: lesson and exercises 
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Tapping Into Learners’ Interests, Creating Magic 

By Tiaré Niland 

 
This was not what I had initially 

hoped to hear on my first day of 
teaching. Nevertheless, I feel 
blessed to have encountered such a 
challenge. After all, good teaching 
requires being able to “go with the 
flow.” I had no choice but to plunge 
into my first day of class the same 
way I had plunged into a communal 
bath for the first time overseas: con-
fident, but without enough material 
to really cover anything. 

I had other material – I had ice-
breakers, grammar activities, hand-
outs containing information about 
Hawai‘i, and (most thankfully) an-
other textbook intended for univer-
sity students - with which, I was told, 
I would be able to supplement the 
original textbook lessons. Having this 
back-up material was naturally not 
the same as having a back-up plan.  

The students were indeed truly 
gifted – it seemed as if there was 
nothing they had not already learned 
back in their home country. The   
director of studies provided me with 
the rest of what was needed in order 
to cater to the class of 15 incredibly 
bright high school students before 
me – but could I be creative enough 
to take what I had been given and 
adapt it into something truly worth 
their participation? 

Since there exists no golden 
formula nor test which can give an 
instructor a one hundred percent 
accurate estimate of true learner’s 
abilities and needs, what is left – his 
or her intuition – is an immensely 
powerful tool; one which cannot be 
more valuable in a field requiring  

 
 
 
 
 
 
rapid and unexpected alterations to 
set plans. 

Over the course of two weeks, I 
was able to observe, listen to, and 
bond with my students – all very cru-
cial in helping me to assess their 
learning needs. The lessons which 
resulted were something seemingly 
magical – it was all very much like 
tossing a bunch of different ingredi-
ents into a pot and then casting a 
spell on it and seeing what came 
forth from its waters blossom into a 
beautiful and extraordinary mystical 
creature of sorts (not that I have  
experience in that sort of thing). 

The students’ favorite activity 
turned out to be speech and debate. 
Initially I selected a number of topics 
related to issues affecting Hawai‘i‘s 
environment – and from there we 
covered more – everything we could 
think of that was relevant and/or 
interesting  from rail transit to hotel 
management to shark attacks and to 
beauty standards (the lattermost 
which produced some very exciting 
and interesting arguments).  

By the end of the second week, I 
could not believe how much we had 
covered in just one short program. It 
was also especially pleasing and 
wonderful to have had been able to 
see a large number of students be-
gin the program shy and reluctant to 
speak individually in front of all of 
their peers and to then end the   

program with their shoulders back 
and a look of pride in their accom-
plishments – to have been able to 
confidently and objectively speak 
about matters which were personally 
interesting to them, and to have 
been able to confront and discuss 
real issues relevant to the state of 
Hawai‘i. 

All in all, the textbook is but a 
supplement to the true lesson plan 
which takes form and is refined over 
time. The textbook provides but a 
canvas upon which to sketch out 
what could turn out to be a real gem 
of a course– but the students      
remain our subjects. 
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“We already used this    

textbook back in Korea.” 
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Many ESL teachers must have 
grappled with the question of how to 
integrate language and literature into 
their classes. Because language 
learning and literature learning are so 
structured, Bernhardt (2002) coined 
the termed “lang-lit split” (p. 418). 
Others call this a “gap,” or “divide,” 
and Kramsch and Nolden (1994, as 
cited in Paran, 2002, p. 466) were 
prompted to use “institutionalized 
dichotomy” as the separation of 
teaching literary content from lan-
guage learning. The abstract concept 
of a “divide” feels sufficiently con-
crete for me when I find myself put-
ting on my language teacher hat in 
subjects such as Grammar and Com-
position, and a different hat for a 
course in Literature. This is also fa-
miliar when, as a graduate student, I 
went to a different college because I 
was a “Lit person,” while others were 
simply labeled “language teachers.” 

There had not been deliberate 
attempts to integrate the learning 
and teaching of language and litera-
ture in ESL and EFL classrooms prior 
to the publication of the landmark 
2007 report of the Modern Language 
Association (MLA) Ad hoc Commis-
sion on Foreign Languages. This re-
port entitled “Foreign Language and 
Higher Education: Structures for a 
Changed World” recommended creat-
ing an articulated language-literature 
curricula that teaches language, cul-
ture, and literature as a continuous 
whole (Paesani, 2011, p. 164). While 
many researches have responded to 
the call and have made changes in-
side the ESL classroom since then, 
the divide persists because of under-
lying assumptions teachers make 
about their students. Among these 
assumptions are 1) that language 
study in lower-level courses will pre-
pare students for literature in upper-
level courses, and 2) that a student’s 

two-year language training is ade-
quate preparation for literary analy-
sis.  

The ideal process of integrating 
language and literature in the curricu-
lum, assuming teachers on either 
side of the divide buy into the idea, is 
to make the integration explicit at the 
university level of curriculum plan-
ning. University is where teachers 
recognize that an artificial separation 
exists, and proceed to structure 
courses to show the deliberate inte-
gration of language, literature, and 
culture from the beginning level of a 
student’s study. Failing that, any 
given course within a term may also 
deliberately implement a plan to pro-
vide language learning and literary 
study. Kraemer (2008) persuasively 
argued for a hybridized course that 
offered language and literature on- 
and offline. Finally, specific lessons 
may be carefully designed to reflect 
the closing of the gap, such as in an 
excellent lesson by Paesani (2006) 
using the text Zazie dans le metro for 
an EFL class. There are many ways 
teachers can integrate language and 
literature together, but not if the sys-
tem keeps socializing graduate stu-
dents, who eventually become teach-
ers, as either language or literature 
teachers (Bernhardt, 2002).   

Acknowledging that such separa-
tion exists in my own teaching, I re-
fuse now to use a literary text as a 
“spring board” for language activities, 
and actually use the texts that my 
students read for language learning 
and as sources of learning about lit-
erature, too. Deliberately closing the 
gap between language and literature, 
I take my students along this exciting 
path to learning through strategy in-
struction and structured lessons via 
pre-reading activities that activate 
their background knowledge. I also 
included reading activities that focus 

on textual content, features of the 
text, and its organization; and, post-
reading activities that bring the text 
out of its strictly textual environment 
to encourage students' creative lan-
guage production (Paesani, 2006, pp. 
166-67), by, for example, extending 
the story or providing alternative end-
ings. The nature of this approach in-
corporates a variety of learning activi-
ties that require students to use 
graphic organizers, write an exten-
sion of the story, listen to a dramatic 
reading, and essentially be creative 
while using English at all levels of the 
activities. 

One literary text where language 
and literature lessons may be inte-
grated successfully is Albalucia An-
gel's “The Guerrillero,” a text suffi-
ciently short that dramatic reading of 
it may be done early in the lesson to 
engage learners. Students are natu-
rally drawn to literature when it is 
enacted.  

Employing the stream-of-
consciousness technique, this 
“prose-poem,” originally written in 
Spanish and translated by Alberto 
Manguel into English, is the story of 
Felicidad Mosquera, initially a pas-
sive observer in a civil war that had 
been raging on around her. Upon 
helping a guerrillero, she became an 
unwitting participant in the struggle 
for which she now had to face a bleak 
and uncertain future. That uncertain 
future plays out in her head: women 
who had helped the guerrilleros are 
killed in the most horrible ways imag-
inable by the henchmen of the op-
pressive government. Thus, the 
stream-of-thought is an inward 
“struggle” too, with different perso-
nas battling it out in her head.  
The use of flashback and foreshad-
owing techniques are literary con-
cepts that are crucial to understand-
ing literature as a content course, but 

(Continued on page 8.) 
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may also be employed to teach fea-
tures of language, such as tenses. 
This may be achieved through the 
use of a timeline that determines the 
various time frames in the protago-
nist's stream-of-thought. By establish-
ing a chronology of events via a time-
line, students are forced to attend to 
the specific tense or aspect of the 
text to establish organization. The 
way the tenses alternate,--the remote 
past first, followed by the recent past, 
and then again the remote past--will 
help students understand the uses of 
the past tense and past perfect 
tenses in the text. Understanding its 
utility in the text will provide ade-
quate grounding for the uses of 
tenses in their own writing.  

Another graphic organizer, an 
action line, plots the emotional 
“phases” of the speaker to make 
meaningful sense of the stream-of-
thought. An action line imposes an 
organic “plot” on her stream of 
thought that determines the 
“phases” of her attitude/emotions to 
the terror she is anticipating. By first 
making sense of a text placed in a 
meaningful context, and learning lit-
erary concepts to make that learning 
stick, students can expand on their 
idea, invite thoughtful interpretations, 
and transfer learned skills in other 
areas of reading.  

Writing activities may easily be 
integrated into this literary session 
when students are encouraged to 
write a speculative end or a twist to 
the short story, in answer to the ques-
tion, “What happens when she opens 
the door?” Not only do the students’ 
creative sides come to the fore, but 
also the skill of writing in a register 
that blends with the actual text. Alter-
natively, they may be asked to com-
pose a letter of goodbye to the guer-
rillero that Felicidad Mosquera antici-
pates she will leave behind, when she 
is taken away. Parts of the short story 
may also be dramatized, ensuring 
that the speaking and listening skills 
are paid attention to as well. Stu-
dents may be free to choose a par-
ticular passage that they can turn 

into a dramatic choral piece, a skit, or 
even a news report. Being able to 
shift between registers is an excellent 
way for students to attend to style. 

Finally, students may be asked to 
assess whether certain portions of 
the text may be considered 
“pornographic,” in the sense of cater-
ing merely to the prurient interests of 
the readers, or not. Contextualizing 
the passage may yield a surprising 
twist in the reading, especially if one 
sees the “pornographic” passage as 
central to understanding the text. The 
question, “Is the ‘pornographic’ pas-
sage crucial to moving the story 
along?” allows the students to enter-
tain the possibility of her being preg-
nant. If so, is it a liberating reading, in 
the sense that a birth bodes well for 
the guerrilla struggle because they 
can continue the fight? Or will she, 
like all the other women in the story, 
suffer the same fate, and die with her 
belly open, exposing the unborn to 
the elements? If so, occasions of 
similar violence to the other women 
may signal as a foreshadowing tech-
nique to help readers frame alterna-
tive endings. Paying close attention to 
these aspects of the text develops 
students’ sensitivity to literary lan-
guage, and the symbolic world of 
imaginative texts. 

By integrating the teaching of 
language, literature, and culture, not 
only do teachers help their students 
build on one aspect of their learning 
a language, but they also become 
competent readers of literature and 
culture.  
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This quotation by French sociologist 

Pierre Bourdieu goes some way to illumi-
nating the role of a foreign language 
learner’s silence during the language 
learning process. Silence occurs when 
the foreign language learner is not val-
ued for her/his act of using the target 
language. 

To exemplify this, we can consider a 
foreign language classroom in which 
students learn a set of structures, rules 
and vocabulary to acquire knowledge 
about the language only. We ask: Is this 
a good way to acquire an additional lan-
guage? Does it help students express 
their ideas in a foreign language and 
become “insiders” or “owners” of the 
language? Absolutely not. The achieve-
ment of effective acquisition of an addi-
tional language requires more than sim-
ply knowledge of linguistic structures, 
rules, and vocabulary. It requires 
“investment” in the language; that is, the 
learner must construct a social and his-
torical relationship with the language 
(Norton, 1995). This then influences the 
learners’ understanding of their relation-
ship with the social world through lan-
guage (Norton, 2000). Therefore, the 
question we should ask is: How free are 
learners to invest in a language and con-
struct a language identity in this way? 

When exploring social reality from 
the perspective of a foreign language 
learning environment, learners’ access 
to a second language identity may be 
restricted by sociocultural factors, power 
relations, the atmosphere in a classroom 
community, or their own prejudiced 

ideas concerning the culture of the tar-
get language, which may result in as-
sumptions of themselves as language 
“outsiders.” Sociocultural factors may 
relate to the differences between a 
learner’s own culture and that of the 
target language. For example, saying to a 
random person on the street: “Hi, how 
are you?” and then passing by not wait-
ing for an answer is quite common in 
American culture. If a learner thinks “I do 
not greet people I do not know,” or “I will 
always wait for an answer if I ask after 
somebody,” based on her/his own cul-
ture, then this interferes with the acquisi-
tion of the second language identity. Re-
garding power relations, if students are 
not equally valued in their production of 
the target language, such that they are 
made to feel inferior to their peers be-
cause of the teacher’s attitude, they 
might feel unable to express their sec-
ond language identities openly. 

Thus, to avoid restricting learners, 
language teachers should create a class-
room community in which students feel 
comfortable expressing multiple identi-
ties. This observation reflects current 
research on second language identity, 
which describes identity as ‘dynamic, 
contradictory, and constantly changing 
across time and place’ (Norton, 2006, 
p.503). We need to examine the ways in 
which language teachers can utilize the 
dynamic nature of language identity to 
help learners construct their identity in 
the target language, and thereby invest 
in it. For example, in Atay and Ece’s 
(2009) research into multiple identities 
within a foreign language setting, their 
participants, comprising prospective 
Turkish teachers of English, generally 
stated that it is a language teacher’s 
duty to introduce and comment on a tar-
get language culture by emphasizing no 
culture is superior to or inferior to an-
other. Moreover, it should be clarified 
that acquiring a new language identity 
does not mean that a second language 
learner loses her/his original identity. 
Having multiple language identities helps 
learners shift from one language to an-

other more easily, enabling them to 
make themselves clear and observe the 
language as a means of communication 
with others, rather than as the language 
of “others.”  

Therefore, one may ask where the 
“others” are, if there is only a teacher 
and the learners’ peers in the classroom 
community. In fact, they are in the 
“imagined community” of target lan-
guage society as constructed in the 
minds of the learners. “Imagination in 
this sense is looking at an apple, and 
seeing a tree” says Wenger (1998, 
p.176). This statement is undeniably 
true. The four walls of the classroom do 
not restrict learners; they can imagine a 
community of target language speakers 
based on their social and historical ex-
periences. Therefore, teachers should 
utilize these imagined communities 
when helping learners acquire identities. 
Certainly, each learner has a different 
imagined community. The examples of 
two different learners’ diverse ap-
proaches towards imagined language 
communities as reported in Atay and 
Ece’s (2009) research are given below:  

 
 

 
 
 
 
 
 
 
 
 
 

 
 

My English teachers made me a 
self-confident person. I learned 
how to express myself without 
being afraid. When you have a 
Western identity, it is easier to 
criticize each other in a very 
democratic way. (p 29) 

From what I have learned in the 
course books, I can say that 
people in Western countries do 
not know what “hospitality” is. 
They look “reserved”. (p 30) 

“Language is not only an instrument of 
communication or even of knowledge, 
but also an instrument of power. A 

person speaks not only to be 
understood but also to be believed, 
obeyed, respected, distinguished.”  

(Bourdieu, 1977, p.648)    
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While the first language learner pri-
oritizes the culture of the target language 
over that of her/his own culture, the sec-
ond language learner is prejudiced 
against the Western culture. Both of 
these are examples of the identity-
struggle that second language learners 
experience because of their different 
investments in the target language. To 
avoid, or minimize ambivalence towards 
the target language, a language teacher 
should be careful when introducing the 
culture associated with the new lan-
guage.  

Language teachers should also cre-
ate a classroom community in which 
students can move beyond utterance of 
formulaic sentences, to become en-
gaged “emotionally, cognitively and 
physically” (Jonhson, 2011, p. 13). In 
this way, learners can construct their 
second language identity. Conducting 
target language-mediated projects may 
help learners in this sense. When they 
are valued and respected for their  in-
vestment in the target language through 
these projects, they feel they are target 
language insiders and observe that they 
can use it to attain their imagined identi-
ties. For example, “grass-roots feminist 
English classes,” which McMahill (1997, 
2001) mentioned in her research, can 
be very effective in learners’ construction 
of a second language identity. These are 
“feminist second language pedagogy” 
classes, in which English is used as a 
medium for the study of feminism in Ja-
pan. Japanese women then gain a target 
language-mediated subject position, 
sharing their gendered experiences with 
their peers in English. Some of the 
women explained that they felt like a 
different person when they spoke in Eng-
lish, since they can express their feelings 
more directly and assertively. This kind 
of class could be considered idealized by 
language schools, which seek to help 
learners acquire a second language 
identity through a similar process. 

It is not easy to attain multiple iden-
tities when learning a language. Learners 
may feel that they are outsiders because 
of the factors mentioned above, which 
include sociocultural beliefs, power rela- 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

tions, the atmosphere of classroom 
communities, and possible prejudice 
against the target language culture. 
These factors should be examined in 
detail to ensure improved and appro-
priate classroom techniques.  
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It often feels overwhelming for 
teachers to keep up with the continual 
growth of technological resources avail-
able in education, and how these re-
sources can be beneficial for an Eng-
lish Language-Learning (ELL) class-
room. However, when one of the larg-
est Internet and technology-based 
companies in the world structures a 
web-based learning environment, we 
should take a second look.  

Google Classroom was released in 
August of 2014. According to Google 
Classroom’s website, this new applica-
tion for teachers will enable them to 
“save time, keep classes organized 
and improve communication with stu-
dents” all through its ability to directly 
connect with Gmail, Google Drive, and 
other Google Apps. The question is, 
“Can this be beneficial for learners of 
English?”  

I have the opportunity not only  to  
use Google Classroom in my own Eng-
lish as a Second Language (ESL) class, 
but also to conduct a pilot, action re-
search study looking at its ability to act 
as an interface for task-based learning, 
which I will reflect upon throughout this 
article as a source of insight. I will also 
draw upon small-scale interviews I 
have conducted with colleagues about 
their own perspectives of using Google 
Classroom in an ESL environment. For 
clarity and efficiency, I have broken 
down the uses and my analysis of 
Google Classroom into two categories, 
class management and class activities.  

 
Class Management Class Management Class Management Class Management     

One of the greatest strengths of 
Google Classroom is its ability to man-
age and keep the class organized, es-
pecially if students are already familiar 
with Google Classroom’s functions 
such as Gmail and Google Docs. When 
speaking of class management and 
organization, I am referring to the 
teacher’s ability to display class objec-
tives, activities, and assignments in an 
orderly, focused, productive and trans-
parent manner for students, teachers 

and administrators. Class management 
in this sense is teacher dependent as it 
relies heavily on the teacher’s own 
skills and abilities.  

Since Google Classroom is tech-
focused, it is fundamental that stu-
dents have the opportunity to become 
accustomed to Google Classroom’s 
functions, which are quite simplistic, 
especially for the younger learners who 
are acquainted with digital environ-
ments. Although many teachers are 
quite tech-savvy themselves, I would 
highly recommend that teachers go 
through the Google Classroom tutorial 
to familiarize themselves with its capa-
bilities.  

Google Classroom’s functions en-
able the teacher to display material, 
assignments, and grades clearly for the 
students, while also acting as an organ-
izational resource for the teacher. 
Firstly, if you have multiple classes, you 
can have multiple Google Classrooms. 
The classes are clearly divided on the 
teacher’s homepage and can be navi-
gated through a small icon that re-
mains in the upper-left hand corner of 
the teacher’s Google Classroom win-
dow. Students are invited to join spe-
cific classrooms through the use of an 
email invitation and code, and once the 
students join the classroom their 
names and emails are logged into the  

 
teacher’s homepage.  

Teachers can use an announce-
ment box on each of their Google 
Classroom’s homepage to alert stu-
dents of upcoming assignments, up-
dates, or other related information 
helping to provide another avenue for 
students to see what is currently hap-
pening in class. On the same an-
nouncement function, teachers can 
post assignments, share a link, provide 
a YouTube clip, or share a file from the 
class’s very own Google Drive, which is 
created and assigned to the Google 
Classroom once the Google Classroom 
is made. Access to a class Google Drive 
allows for a place where students can 

find readings, assignments, Power-
Points, templates, videos and re-
cordings, all of which do not need the 
Microsoft Office software which can be 
costly or incompatible with other soft-
ware. However, Google Classroom still 
allows the teacher and students to up-
load Microsoft files. Lastly, Google 
Classroom enables teachers to grade 
assignments and post grades, a func-
tion that is found in most digital class-
rooms. From what I have presented, 
there seems to be a lot to manage on 
Google Classroom, but of course it is 
up to the teacher which elements to 
take advantage of.  

 
 

Class ActivitiesClass ActivitiesClass ActivitiesClass Activities 
There is plenty a teacher can do in 

terms of managing a class on Google 
Classroom, although Google Classroom 
still has to make improvements to be-
come the ideal environment for stu-
dent activities.  Whereas the manage-
ment of a classroom is teacher de-
pendent, the activities are both teacher 
and student dependent. There is an 
abundant number of activities that can 
be done through Google Classroom, 
and this article attempts to be as inclu-
sive as possible of how different lan-
guage learning activities can be done 
through the Google Classroom environ-
ment.  

Firstly, as mentioned earlier, each 
Google Classroom is connected to a 
Google Drive. Therefore, any activities 
done through Google Drive such as 
individual, collaborative or group activi-
ties can be accessed and turned in via 
Google Classroom. Examples of these 
would be a collaborative storytelling 
activity on Google Docs or a group 
presentation on Google Slides.  Also, 
students have the ability to access the 
assignments folder within Google 
Classroom, download an assignment 
and then later upload it back to Google 
Classroom to be graded.  

The announcement function that 
allows teachers to post assignments, 

(Continued on page 12.) 
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 Is Google Classroom Ready for ELL? . . . (continued) 

web links, YouTube videos ,etc., also 
allows students to comment on the 
teacher’s announcement or even make 
their own announcement and comment 
on other students’ postings. However, 
once many students begin to post an-
nouncements the classroom’s home-
page quickly becomes cluttered and 
appears disorganized. This is one of 
the disadvantages I have recognized 
through my own use of Google Class-
room in an ESL course. There is no 
distinct discussion board on Google 
Classroom, meaning that announce-
ments are displayed by the date they 
are posted, rapidly becoming confusing 
for students and teachers alike. With 
only one page for announcements and 
the lack of distinct discussion forums, 
teachers have little ability to make 
Google Classroom a place for online 
discussion, something we often look 
for within digital environments. 

Through my own use, I also recog-
nized that students had little difficulty 
uploading written files but when they 

were required to upload videos or pic-
tures, they immediately ran into techni-
cal complications. Where students may 
be able to view and access the 
teacher’s posting of various digital 
files, it is often much more difficult 
when students are required to do so.  

 
Final ThoughtsFinal ThoughtsFinal ThoughtsFinal Thoughts    

Google Classroom clearly has sev-
eral advantages in terms of class man-
agement; however, when it comes to 
teachers and students using the envi-
ronment as a place for class activities 
some difficulties do arise. Can Google 
Classroom be beneficial for English 
language learners? I believe so. 
Through Google Classroom’s wide-
range of functions and ability to ade-
quately connect and make use of multi-
ple digital resources there are nearly 
endless opportunities for teachers to 
take advantage of. Also, I do see 
Google Classroom becoming a domi-
nant digit classroom environment in 
the near future. Its ability to connect 

with all other Google Apps such as 
Gmail and Google Drive expands its 
capabilities beyond many of the online 
interfaces currently used in education. 
Knowing the adaptive tendencies of 
Google Inc., positive changes will occur 
to address some of the limitations 
mentioned in this article, allowing for 
an even more convenient and easily 
operated resource for teachers to apply 
to their ELL classrooms.  

 
Link to Google Classroom website:Link to Google Classroom website:Link to Google Classroom website:Link to Google Classroom website: 
https://www.google.com/edu/products/
productivity-tools/classroom/ 
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Critical Thinking in Student Essays 

By Jay Tanaka 

What is Critical Thinking? It is a 
concept that many of us are familiar 
with, particularly if we were educated in 
Western universities. Yet, if asked to 
explain it clearly and comprehensively, 
many, if not all of us, would falter. Or, 
we would consult a long list of promi-
nent and prolific critical thinking re-

searchers in education and psychology, 
and defer to their definitions. Here is 
what they think, according to a meta-
analysis of critical thinking definitions 
in research (Fischer, Spiker, & Riedel, 
2009): 
Common themes among definitions of Common themes among definitions of Common themes among definitions of Common themes among definitions of 
Critical Thinking:Critical Thinking:Critical Thinking:Critical Thinking:    

• reasoning/logic 
• judgment 
• metacognition 
• reflection 
• questioning 
• mental processes 
• purpose  

 

(Continued on page 13.) 



Volume 24, issue 2Volume 24, issue 2Volume 24, issue 2Volume 24, issue 2     

 The Word  |  February 2015  Page  The Word  |  February 2015  Page  The Word  |  February 2015  Page  The Word  |  February 2015  Page 13131313    

Although we may nod our heads at 
this collection of concepts, such knowl-
edge is not particularly applicable to 
writing instruction. This is because 
these definitions are of a theoretical 
construct of thinking. As educators, we 
need a working definition of critical 
thinking that is context-bound and not 
over generalized. In other words, we 
want to know what critical thinking 
means in terms of our students’ es-
says, and thus, in terms of what and 
how we should be teaching. It is impor-
tant to note that each geographical 
location, each educational institution, 
and even, perhaps, each classroom will 
have its own specific needs regarding 
critical thinking instruction. However, 
we can sketch out some rough guide-
lines for how to foster critical thinking 
within the broader context of academic 
writing in second language education. 
    
Critical Thinking? Why?Critical Thinking? Why?Critical Thinking? Why?Critical Thinking? Why?    

First and foremost, we should start 
with the “Why.” Why is critical thinking 
required in academic writing? The pri-
mary goal of academic work is to move 
knowledge forward. When scholars 
contribute to pools of knowledge, they 
should write carefully, with a sense of 
responsibility because they are partici-
pating in a community effort to improve 
upon what the world knows. Teachers 
should continuously communicate with 
students, and clarify that the underly-
ing purpose of writing an academic 
essay is to increase the knowledge and 
intelligence of themselves and others 
in a responsible manner. This means 
that scholars should apply significant 
time and effort to, and carefully con-
sider what they read and write. 
    
How do we facilitate Critical Thinking?How do we facilitate Critical Thinking?How do we facilitate Critical Thinking?How do we facilitate Critical Thinking?    

Obviously, there is more to critical 
thinking than just using a lot of time 
and energy to think. But how exactly do 
teachers foster the activity of critical 
thinking in the classroom? 
“Consideration” implies that, in some 
form, you are thinking about what you 
currently do not notice or know. In 
other words, you are expanding your 
thinking, and you are exploring. Teach-

ers can encourage students to think 
about things that they have not yet 
thought about by using such questions 
as: 
• In what particular situations is this 

true? / When is it not true? Why? 
• Who thinks this is true? / Who 

doesn’t think this is true? Why? 
• If this happened in a different 

country, what would be different? 
• If I were a different person, how 

might my opinion about this be 
different? 
As demonstrated in the first two 

questions above, exploring opposites 
can be useful to “break out of the box.” 
Also, as demonstrated in the last two 
questions, adding a culture identity or 
a personal identity to the equation 
might start some new trains of thought. 
For a more detailed example of how 
such questions might work in context, 
please see a previous issue of The 
Word (Tanaka, 2014). Teachers can 
facilitate critical thinking in the class-
room by constantly encouraging ex-
ploratory and expansive thinking, and 
by conversely discouraging reductive 
thinking that seeks to conclude, and 
halt exploration. This does not mean 
that we aggressively stamp out all at-
tempts to conclude things. It means 
that when we prepare to write, and 
while we are writing, we should priori-
tize our desire to ask questions and to 
know more. Popova (2012) provided 
an eloquent justification: “We know 
that it isn’t the clinging to answers, but 
the embracing of ignorance that drives 
science” (para. 1). 

 
What do we expect from students?What do we expect from students?What do we expect from students?What do we expect from students?    

For students writing an essay, the 
process of education and the learning 
which takes place during that process, 
are far more important than the end 
product of the essay. However, we can 
think of the essay as a necessary vehi-
cle or structure that facilitates learning 
in the classroom. The essay allows 
teachers to explicitly evaluate the de-
gree to which critical thinking success-
fully occurred during the course, and 
gives teachers an opportunity to give 
feedback. The most obvious way to 

evaluate critical thinking is to create a 
rubric, a scale for measuring the qual-
ity of critical thinking observed through-
out the essay. While there have been 
attempts to create such scales, I feel 
that they are limited in terms of accu-
racy, generalizability, and potential to 
facilitate learning. Instead, a series of 
student-teacher communications 
(verbal or written) across several drafts 
and revisions, can provide the teacher 
with a richer understanding of stu-
dents’ thinking processes, which leads 
to more accurate assessment and use-
ful feedback. The focus of written com-
ments or student-teacher conferences 
should be the evidence of exploration 
and expansion in the essay. Ideally, the 
teacher and student would coopera-
tively engage in the following steps: 
• Highlight the various possibilities 

and perspectives explored in the 
essay. 

• Discuss the extent to which the 
essay deeply explores these possi-
bilities and perspectives, and de-
cide if this is sufficient or not. 

• Discuss what was learned from 
this exploration (what knowledge 
was created).  

    
ConclusionConclusionConclusionConclusion    

Fostering critical thinking in the 
writing classroom is a process, and the 
teacher must communicate with stu-
dents the entire way. I have attempted 
to define critical thinking within the 
contexts of academic writing instruc-
tion as the exploration of possibilities 
and perspectives. I concede that the 
larger concept of critical thinking nec-
essarily entails much more than this 
such as deductive reasoning. However, 
for our purposes, a focus on explora-
tory and expansive thought provides us 
with practical teaching points, and 

(Continued on page 14.) 
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 Critical Thinking in Student Essays . . . (continued) 

clearly distinguishes critical thinking 
from non-critical, reductive thinking. 
This clear distinction and explanation is 
of the utmost importance when teach-
ing L2 speakers of English because 
they are often from distinct cultural 
backgrounds, that have vastly different 
conceptions of critical thinking. As 
teachers, we need to explicitly commu-
nicate our expectations regarding criti-
cal thinking and our reasons for teach-
ing it. 
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Mission Impossible (Our Job) 

By Juan Escalante and Mark James 

At the core of all learning, accord-
ing to Information-Processing Theory, is 
something like the following: 

Input + Noticing → Intake + Inter-
nalizing + Output + Feedback = Learn-
ing (SLA) 

This cognitive process does not 
occur in a vacuum however. One of the 
reasons not all second language learn-
ers are equally successful is that cogni-
tion is affected (positively and/or nega-
tively) by many individual differences. 

When reading research about sec-
ond language acquisition, it is clear 
that teaching and learning a foreign 
language is very complex. The acquisi-
tion process for each individual is af-
fected by his or her previous experi-
ences, motivations, attitudes, strate-
gies, age, L1 background, personality, 
and so on. Fortunately, what is also 
clear is that some factors are more 
important than others are, and we, as 
teachers, can have an influence on 
many of them. 

One of the most important vari-
ables is metacognition. Anderson 
(2005) explained that once language 
learners develop metacognitive strate-
gies and discover how to regulate their 
learning, the language acquisition proc-

ess usually accelerates because they 
have become more conscious and stra-
tegic in their efforts. As teachers, we 
must help our students to think, reflect, 
and be critical of their language learn-
ing strategies. 

Another factor is motivation. Tradi-
tionally, our field has focused on two 
different motivational orientations: In-
strumental (language as a tool for 
work, or vehicle toward school admis-
sion, or job promotion), and Integrative 
(language for personal development 
and change). Whether integrative or 
instrumental, both types have proven 
successful in language learning 
(Lightbown & Spada, 2013). The impor-
tant point is that high levels of motiva-
tion maintain the desire to learn, and 
as teachers, we must examine our mo-
tivational behaviors. 

Age is perhaps beyond our influ-
ence. Some have hypothesized that 
there is a critical period for language 
acquisition and that changes in the 
brain have a debilitating effect on the 
acquisition of language over time. How-
ever, recent research indicated that 
older learners have several advan-
tages. Grosjean (2013) argued that 
although older learners may have diffi-

culties acquiring native-like pronuncia-
tion, many of them become very com-
petent language users because of their 
ability to organize, focus, strategize, 
analyze, and so forth. As teachers, we 
must be aware of our students’ ages 
and tailor our instruction to meet their 
strengths and weaknesses.  

Personality needs another look. 
Many have thought that extroverts are 
better at learning languages. A closer 
look at this variable revealed that dif-
ferent personalities are better at differ-
ent competencies (e.g., literacy, pro-
nunciation, vocabulary development). 
Again, it is our job is to help learners 
identify and maximize their best quali-
ties, while developing others. 

If this complexity were not already 
enough to make our professional lives 
seem more complicated than they al-
ready are, there is more bad news. This 
multitude of internal variables (or 
“individual differences” as they were 
traditionally called) are interconnected 
in a myriad of ways, best imagined by—
a hairball. Gross, you say. Well . . .  all 
other metaphors fail. A traffic jam re-
sults in no movement. A Gordian knot 
is something to be undone.   

(Continued on page 15.) 
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Nevertheless, it does not stop 
there. The relatively recent 
“sociocultural turn” in our profession 
has led to the understanding that we 
cannot focus only on what is happen-
ing inside the learner. In reality, learn-
ers are constantly being affected by 
external variables: peers, resources, 
external exams, socio-politics, the 
economy, and so forth. 

The learner’s family and peers is 
one of the most important external 
factors in second language acquisition. 
Learners are supported, pressured, 
and influenced by those around them. 
Close family and friends can bring 
great support or much stress. As teach-
ers, we may not always have the oppor-
tunity to get our students’ family and 
peers involved in the learning process, 
but we should remain mindful and 
seek opportunities for positive involve-
ment.  

The place or location where our 
students are learning English is also a 
factor which greatly affects learning by 
influencing the input to which students 
will be exposed. In a foreign language 
context, teachers must constantly work 
to expose students to enough language 
input, as class time might be the only 
time they are exposed to English. In a 
second language environment, we 
must complement the exposure our 
students receive since exposure alone 
is not enough to notice or learn every-

thing necessary to be a compe-
tent L2 speaker.  
Culture and language overlap 
one another and this creates a 
challenge for many language 
learners. The challenge arises 
from differing practices, values, 
and expectations. Our own cul-
ture sets the tone as to how we 
interact with others. Accepting 
the relationship between culture 
and language as inseparable is 
essential for a successful lan-
guage learner. Culture and lan-
guage are very complex ,and for 
many people the task of under-
standing and adjusting can be 
daunting. As teachers, we can 
find ways to break down the lan-

guage and cultural barriers in order to 
help our learners.  

Ultimately, even the hairball meta-
phor fails. Although it conveys a notion 
of innumerable pathways and touching 
points, it fails to incorporate a fourth 
dimension: time. From what we now 
know, the relationships and influences 
of these variables are dynamic and 
fluid. As teachers, we have always 
“known” this. (“Johnny” was on task 
minutes ago but now seems distracted. 
“Susan,” once your best student, has 
recently turned inward and uncoopera-
tive.) Dornyei (2009) summarized the 
parallel universes of research that 
have contributed to our understanding 
of these matters as effectively as any-
one. Watson-Gegeo’s Language Sociali-
zation Approach (Watson-Gegeo & Niel-
sen, 2003) made it seem that nothing 
short of thick ethnographic longitudinal 
research will reveal what we need to 
know. This current state of things 
makes it seem almost impossible for 
even the best of teachers to succeed 
as they are making decisions about 
what to teach, when, and how.   

However, on a more positive note, 
this fluid complexity supports Kumara-
vadivelu’s (2001) “post-method” asser-
tion that no one else on the planet is in 
any better position than the teacher. 
Research can only discuss generaliza-
tions and principles. The “particularity” 
of the classroom, to use Kumara-
vadivelu’s term, demands that teach-

ers (informed by principles, of course) 
be recognized and empowered in mak-
ing the day-to-day, moment-to-moment 
decisions. 

Hopefully, these thoughts have left 
you, as a teacher, stirred but not 
shaken. To conclude with a line from 
another movie, “Good luck, Jim, should 
you choose to accept this assignment. 
This article will self-destruct in 5 sec-
onds.” 
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 IntroductionIntroductionIntroductionIntroduction    
From June 3 to July 23 in 2014, I 

taught English to Thai students for 8 
weeks as part of a practicum for my 
M.A. in the Second Language Studies 
program. Based on the course descrip-
tion I was given before practicum, I was 
supposed to teach reading and speak-
ing course to nursing students, but no 
information about their English profi-
ciency level was available. Believing 
extensive reading (ER), which pursues 
pleasure in reading books written in 
easy vocabulary (Day & Bamford, 
1998), is appropriate for Thai students, 
I developed a teaching plan to imple-
ment ER incorporating speaking.  

On arrival in Thailand, I faced the 
sudden changes in class schedule and 
course as well as challenges with cul-
ture adjustment. I heard the classes 
were available only on Sunday due to 
nursing students’ internships in hospi-
tal, so I had to teach them for 6 
straight hours every Sunday. I also had 
to teach TOEFL preparation course as a 
nursing department requested, aban-
doning the materials I had developed 
before Thai practicum. I prepared for a 
practice test of TOEFL for the first class 
assuming their English level was appro-
priate to take a TOEFL test. In the 

meantime, I planned to introduce ER to 
the nursing students and encourage 
them to read outside class. 
Research QuestionResearch QuestionResearch QuestionResearch Question    
• How can I find a balance among 

the department/faculty’s needs, 
the students’ interests, and the 
teacher’s goals and intentions? 

• How does extensive reading influ-
ence low English proficiency level 
of EFL learners’ attitude toward 
reading in English?    

 
FindingsFindingsFindingsFindings    
Finding Balance among Stakeholder Finding Balance among Stakeholder Finding Balance among Stakeholder Finding Balance among Stakeholder 
InterestsInterestsInterestsInterests    

I tried to sustain communication 
with both nursing departement and 
students considering subtle cultural 
difference heedfully to balance main 
stakeholders’ needs. Acknowledging 
TOEFL was beyond students’ English 
level, I maintained academic writing 
activity in lieu of TOEFL reflecting nurs-
ing department’s need after negotaion 
with a vice dean of nursing faculty. I 
also implemented ER according to my 
faith as a teacher to pursue pleasure in 
learning. I carefully designed class ac-
tivities referring to students’ reflection 
papers to monitor students’ changing 

needs after every class. Given that Thai 
students tend to be reluctant to ex-
press their honest opinions to avoid 
confrontation with a teacher in their 
cultural context, I had students to 
choose the most effective activities we  
had each class and write the reasons 
rather than speaking publicly not nec-
essarily confronting a teacher.  

(Continued on page 17.) 

A Teacher’s Flexibility in a Thai Classroom 

By Hyungjung An 

Ubon Ratchathani  

Ubon Ratchathani University  

  Academic writing ER or ER related activities Others 

Week 1 
(6 hours) 

    introduction activity 
questionnaire (attitude in reading) 
TOEFL reading, speaking, writing 

Week 2 
(6 hours) 

  predict the next scene (7) 
character description(1) 
both (2) 

TOEFL speaking (0) 
TOEFL writing(0) 

Week 3 
(6 hours) 

two paragraphs (body) 
writing (3) 

vocabulary matching (7) 
extensive reading (0) 

making a profile (2) 

Week 4 
(6 hours) 

one paragraph 
(body) Writing (2) 

writing a letter to a character (4) 
extensive reading (1) 

running dictation (4) 

Week 5+6 (3 
hours each) 

one paragraph 
(body) writing (6) 

character trait (0) 
extensive reading (8) 
learning words in context(0) 

  

Course Adjustment for 5-Week Course 

* The number in parenthesis indicates the number of students who selected the activities as effective. 
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(Continued from page 16.) 

Negotiation with a Vice Dean of  the Negotiation with a Vice Dean of  the Negotiation with a Vice Dean of  the Negotiation with a Vice Dean of  the 
Nursing Department Nursing Department Nursing Department Nursing Department     

On the first day of class, I con-
firmed that their English proficiency 
was not sufficient for preparing for a 
TOEFL test. I thought I had to talk to 
someone in the Nursing Department 
and got the chance to talk to a Vice 
Dean of Nursing faculty during lunch-
time on the first day of class. I asked 
her permission and recorded our talk. 
In the interview with her, I found that 
TOEFL was not a requirement for 
nursing students to graduate and the 
course I would be teaching did not 
count toward their credits. She also 
said that the nursing faculty had an 
exchange student program for three 
excellent nursing students to study in 
universities in Singapore, Indonesia, 
Laos, Cambodia, and the Philippines. 
She wanted me to help these three 
potential exchange students learn 
academic English so that they could 
study in foreign countries.  

This meant that the TOEFL class 
was planned based on the nursing 
faculty’s decision, not the students’ 
needs. I tried to persuade her in a 
roundabout way by saying TOEFL ap-
peared very boring to nursing stu-
dents. Fortunately, the Vice Dean of 
Nursing  was willing to accept my 
suggestion, so I was able to get per-
mission to implement ER in the Thai 
classroom. I went one-step further to 
change the TOEFL preparation course 
to academic English. As such, we 
reached the consensus of teaching 
academic English, not necessarily 
TOEFL. 

 
ER influence on lowER influence on lowER influence on lowER influence on low––––level EFL learn-level EFL learn-level EFL learn-level EFL learn-
ers’ attitudes toward reading in ers’ attitudes toward reading in ers’ attitudes toward reading in ers’ attitudes toward reading in     
EnglishEnglishEnglishEnglish    

I examined how the nursing stu-
dents had changed their attitude to-
ward reading after five weeks by com-
paring a pre and post questionnaire 
when implementing ER, which was a 
different reading approach to what 
they had experienced before. Accord-
ing to the result of the pre question-
naire on attitude towards reading in 

English, five students responded that 
they liked reading, ten students 
checked ‘neither’ and one student 
did not enjoy reading. I encouraged 
nursing students to borrow graded 
readers and read them at home from 
the first day of class. From the third 
class, I had them choose and read 
the books in class as well. Most stu-
dents showed a positive attitude to-
wards ER in the post questionnaire. 
Ten students changed their attitude 
toward reading positively whereas 
one student changed her attitude 
negatively. Those who changed their 
attitudes positively explained that the 
reason was that the  interesting sto-
ries in the books were beneficial for 
improving their English. On the con-
trary, students who answered 
‘neither’ to the question attributed 
the reason to difficult vocabulary in 
the books. The Thai students’ insuffi-
cient vocabulary was a main obstacle  
keeping them from reading with 
pleasure. More graded readers with a 
variety of interesting stories written in 
easier English appeared to motivate 
Thai students to continue reading. 
    
Implication and Conclusion Implication and Conclusion Implication and Conclusion Implication and Conclusion  

My action research has implica-
tion for not only educators teaching 
abroad but also to instructors cur-
rently teaching students from various 
cultural backgrounds. The research 
shows why understanding different 
cultural and social factors are crucial 
to understanding the students’ needs 
in the different cultures. 

This study has considerable limi-
tation in that the whole period of 
class lasted only five weeks with only 
six whole class sessions, and it can 
be rarely generalized to a normal 
classroom. Yet, action research is 
‘pragmatic’ when addressing re-
searchers’ or teachers’ issues or con-
cerns efficaciously. From a practitio-
ner’s perspective it encourages him 
or her to cope with the problems as a 
professional teacher (Hyland, 2002, 
p. 150). The daunting situation that I 
faced was reality, and I had to explore 

how I could address this problem as 
both a teacher and a researcher in a 
different culture. This was feasible 
only in the realm of action research.  

Finally, I argue that teachers 
must have authority in course devel-
opment regardless of the different 
culture in which they work. I have 
highlighted how a teacher’s under-
standing of different cultures influ-
enced their teaching, but tolerance to 
different cultures may be put aside 
when it comes to course develop-
ment because teachers are the ones 
who have professional knowledge in 
teaching their students, and adminis-
trators ought to acknowledge the 
teacher’s knowledge and give author-
ity.   
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English as a Third Language: Reading Strategy Questionnaire 

Dr. Gonzalo Isidro Bruno 

What happens when bilingual/
bicultural learners embark in the learn-
ing of English as a third language 
(EL3)? Will they transfer their second 
language (L2) literacy skills into the 
third language? Current research sup-
ports the notion that most L3 learners 
have the potential to transfer or adapt 
such skills while engaging in reading 
processes in a third language (Alsheik, 
2011; Fitzgerald, 2003; Isidro, 2002; 
Jessner, 2006; Jessner and Cenoz, 
2007; Razi, 2008). The key to success-
ful crosslinguistic transfer is to raise 
awareness in emerging trilinguals of 
the fact that skill transfer is possible. 
Such awareness can be metalinguistic, 
cognitive and or metacognitive before, 
during, and after reading a text in the 
third language. In this article, L3 learn-
ing and L3 literacy development are 
treated as two very connected phenom-
ena. 

A larger number of individuals who 
use two languages to move in and out 
of two cultures and who sometimes are 
schooled in two languages or more is 
increasingly being acknowledged 
around the world. Being bilingual/
bicultural/biliterate cannot only be de-
scribed as an accomplished static abil-
ity of using two languages, but also as 
a dynamic set of skills/competencies 
along multiple continuums while using 
two languages.  

Hornberger (2010) proposes 12 
interconnected continua of biliteracy in 
four categories in which a learner is 
located at varying points: 
1. context of biliteracy (micro/macro 

context, oral/literate, bi(multi)
lingual/monolingual),  

2. development of biliteracy 
(receptive/productive, oral/written, 
L1/L2),  

3. content of biliteracy (minority/
majority, vernacular/literary, con-
textualized/decontextualized), and  

4.media of biliteracy (simultaneous 
exposure/successive exposure, dis-
similar structures/similar structures, 
divergent scripts/convergent scripts).  

Similarly at any given point, a L3 
learner/reader can be at 12 points in 
the continua of biliteracy as she/he 
embarks in the L3 journey. Rather than 
focusing on the variation, let us investi-
gate what strengths biliterate readers 
bring to the table. 

Emerging trilinguals have the po-
tential to strategically position them-
selves at various points in their 12 con-
tinua of literacy in each of their lan-
guages. Their L3 repertoire of skills 
and competencies can be expanded by 
the fact that they have already been at 
various points in their two initial lan-
guages. It is true that in many cases, 
bilingual/bicultural/biliterate individu-
als are not fully aware of the range of 
skills that they have already mastered 
during their cognitive development in 
school, the streets, or at home. So it is 
imperative to bring them to the realiza-
tion that L3 can be easier if they are 
fully aware of what they, as trilingual 
readers/learners, do. This awareness 
is called metacognitive, and it goes 
beyond the awareness of using multi-
ple languages. 

By the time bilingual individuals 
undertake the study of English (as a 
foreign or new language in the case of 
recent immigrants), they are already 
ahead of the game by the simple fact 
of being emerging biliterate. 

 
The Assessment InstrumentThe Assessment InstrumentThe Assessment InstrumentThe Assessment Instrument    

Have you ever thought that now 
more than ever there are more learn-
ers of English as a third language in 
Hawaiian classrooms? I would strongly 
suggest that you ask all your new stu-
dents once they join your classes. Cog-
nitive/Metacognitive reading instruc-
tions has been shown to be useful to 
all developing readers (Berkowitz, 
2004). In particular, once you identify 
L3 learners, there are ways for you to 
be supportive of their specific learning 
conditions. 

I propose the use of a shortened 
Trilingual Reading Strategy Question-
naire to help L3 learners improve their 

performance. This is a simplified ver-
sion of a longer questionnaire pub-
lished in 2006 (Isidro). The aim of the 
questionnaire is to identify the fre-
quency with which cognitive and meta-
cognitive reading strategies are used 
by L3 readers. Reading strategies are 
purposeful actions or procedures that 
readers use when reading in any lan-
guage.  
 
See insert for the questionnaire. 
 
AnalysisAnalysisAnalysisAnalysis    

There are a number of ways to 
analyze the collected data to make it 
available to teachers who have student 
with English as an L3. One is to review 
the answers so that the teacher can 
have a personalized profile of the L3 
students. Two is to determine which 
students are less or more aware of 
what they do while reading. Three is to 
sit down and discuss their answers 
with them.  

Instructors can save paper by run-
ning these questions in a Google sur-
vey or a similar on-line site. They can 
keep track of how many EL3 readers 
they have over the years in terms of 
their individual profiles. 

 
Discussion and Interpretation of Re-Discussion and Interpretation of Re-Discussion and Interpretation of Re-Discussion and Interpretation of Re-
sultssultssultssults    

Question 1 addresses both reader 
motivation and interest while reading 
in each of the languages. It could be 
that what a reader reads in the L1 or 
L2 is mostly what they are intrinsically 
interested in. Conversely what they 
read in their newest language is not 
something that they select, but what 
they are told to read. However, it could 
be that L3 readers of English are genu-
inely interested in this new language. 

Questions 2 to 9 address specifi-
cally skills and behaviors at the cogni-
tive level (making associations, identi-
fying key words, reread or confirm in-
formation, use titles, pictures or dia-
grams, deduce or infer, translate, sum-
marize or recap information.  

(Continued on page 19.) 
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 English as a Third Language . . . (continued) 
(Continued from page 18.) 

Questions 10 to 14 address the 
metacognitive strategies that are used 
by readers. These strategies are util-
ized when a reader purposefully moni-
tor their comprehension and level of 
success of the reading task itself 
(anticipate/predict content, reflect on 
what to do to improve reading, stop to 
check on comprehension, be aware of 
reading challenges, and use reading 
strategies across languages).  

 
RecommendationsRecommendationsRecommendationsRecommendations    

Raising EL3 reader awareness by 
using a questionnaire is a simple way 
to align several goals at hand: to sup-
port crosslinguistic strategy transfer, to 
provide English teachers with individu-
alized ways to diversify emerging L3 
readers’ strategy use, and to enhance 
multiliteracy in the classrooms. 

As Fitzgerald (2003) has indicated, 
multiliteracy should be grounded on 
current multilingual reading theories 
and educational approaches. “Using 
metacognitive assessments to create 
individualized reading instruc-
tion” (Israel, 2007) can be extremely 
useful to support multiliteracy in trilin-
gual readers. Furthermore, Jessner 
(2008) has reviewed and confirmed 
the key role of metalinguistic and 
metacognitive awareness in multilin-
gual learning. The remaining task is to 
enable English teachers to bring this 
awareness into their classrooms as 
has been suggested by Gallaway 
(2003).  
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 (Dog: “You really need to work on your pro-
nunciation!”)  
Retrieved from  
https://translatorslife.wordpress.com/2011/
05/20/trilingual-dog-business-card-on-
steroids/ 

Trilingual sign in Albanian, Serbian, and 
Turkish in Prizren, Kosovo. 
http://www1.american.edu/dlublin/travel/pr
izren2.html 



Retrieved from http://lilywong.net/archive/arc990208.htm 

On November 6, 2014, the Big 
Island Hawai`i TESOL chapter, in as-
sociation with the University of Ha-
wai`i at Hilo (UHH) Pacific Islander 
Student Center (PISC), hosted its an-
nual professional development event.  
This year’s focus was on the aca-
demic success of Pacific Islander 
students.  With a student panel com-
prised of both UHH and Hawai`i CC 
students, an audience of approxi-
mately 50 participants took advan-
tage of the opportunity to learn how 
Hawai`i Island educators can better 
understand, support, and address 
the academic needs of Pacific Is-
lander students. 

Several participants noted that 
the session provided insightful infor-
mation that would help them become 
better teachers.  For example, Mary 
Gorman wrote, “I really enjoyed this 

session.  How encouraging it was to 
see such passionate young men and 
women in our community.  They have 
an ambition to learn and a respect 
for their culture.  I appreciate the 
UHH students’ 
candor in sharing 
their experiences 
as an ELL stu-
dent in our public 
school system.  It 
will help me   
become a better 
teacher.”  The 
panel discussion 
also included 
themes about 
early support for 
reading, promot-
ing multicultural 
clubs and 
events, and   

being aware of the differences be-
tween college and K-12 expectations.  
About the AuthorAbout the AuthorAbout the AuthorAbout the Author:  Carrie B. Mospens  
teaches at Hawai`i Community Col-
lege. 
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Recent Political Activities about English Language Learners in Hawai‘i 

By Shawn Ford 

In the first few months of 2015, 
there has been more political activity 
about English Language Learners (ELLs) 
in the state of Hawai‘i than we have seen 
in many years.  Within one month, 
teacher licensing to better support ELLs, 
education policy to recognize and sup-
port ELLs, and a state bill to support 
biliteracy have all been proposed and 
discussed.  

 
Hawai‘i Teacher Standards Board (HTSB)Hawai‘i Teacher Standards Board (HTSB)Hawai‘i Teacher Standards Board (HTSB)Hawai‘i Teacher Standards Board (HTSB)    

 
On Wednesday January 14, 2015, I 

represented Hawai‘i TESOL on a panel 
sponsored by the Hawai‘i Teachers Stan-
dards Board (HTSB), which was charged 
with reviewing the current K-12 teacher 
licenses offered in the state and making 
recommendations for additions, dele-
tions and/or changes.  Of special inter-
est to Hawai‘i TESOL was the inclusion of 
TESOL in the review of the current licens-
ing system. 

Also included on the panel were 2 
HTSB directors, 4 members from UH 
Manoa's College of Education 
(elementary education ESL specialist, 
elementary education director, special 
education director, and Hawaiian educa-
tion director), 3 special education teach-
ers, 1 HSTA (Hawai‘i State Teachers' As-
sociation) representative, 2 DOE admin-
istrators, and 1 Hawaiian immersion 

charter school representative. 
I made comments and provided 

opinions about one specific agenda item 
related to TESOL: Should the TESOL li-
cense for secondary education require 
an additional content area?  

Currently, the most common path-
way to TESOL licensure in the state is 
completion of a BA in TESOL, followed by 
completion of a post-bac certificate in 
TESOL.  This amount of coursework is 
almost equivalent to a masters degree 
(about one semester short).  These li-
censed teachers can then seek jobs in 6-
12 schools.  I personally know of only a 
few teachers who have gone this route 
and who are currently teaching in DOE 
high schools. 

However, in many schools, these 
teachers wind up teaching in sheltered 
content programs, teaching content that 
they are not highly qualified to teach.  
For example, they may teach sheltered 
English, History, Math or Science courses 
(meaning only ELL students in the class, 
developing English while learning a con-
tent area for graduation requirements) 
with only a TESOL degree and license.  
Conversely, highly qualified content area 
teachers wind up teaching in sheltered 
content classes when they have little to 
no background in TESOL.  So, ideally, 
highly qualified teachers for ELLs in sec-
ondary should have a BA in a specific 

content area (as opposed to a BA in TE-
SOL) and a Post-Bac certificate in TESOL, 
especially if they are teaching sheltered 
content, and as it is increasingly being 
recognized, even if they are teaching in 
traditional pull-out ESL programs, which 
then, in effect, become more like shel-
tered content programs.  So, dual licen-
sure is a national trend that makes 
sense for the best development of ELLs. 

My comments were that a dual li-
cense requirement does make sense, 
particularly given the modern trend in 
TESOL toward content-based instruction 
and sheltered content instruction.  Also, 
having teachers who are dually licensed 
in TESOL and a content area would solve 
some of the problems of unqualified 
teachers working with ELLs.  Additionally, 
dual licensure would help make teacher 
candidates more marketable in the DOE 
and more flexible for job security. 

However, I pointed out that a strict 
requirement of dual licensure might be 
too restrictive.  Some schools have tradi-
tional pull-out programs and/or new-
comer ESL programs, neither of which 
absolutely need teachers who are dually 
licensed in TESOL and content areas.  
These programs need coordinators and 
teachers who are highly qualified primar-
ily in TESOL.  I also pointed out the prob-
lem of not having enough positions avail-
able in the first place for ESL teachers, 

Retrieved from 
http://www.crsd.org/Domain/1822 (Continued on page 22.) 
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 Recent Political Activities . . . (continued) 

although there definitely is high need for 
them given the number of ELLs in the 
state system (currently @ 13.5%, Hawai‘i 
is ranked 4th in the nation).  If there are 
few positions for ESL teachers in the 
DOE, then few candidates will seek this 
type of licensure.  But, if the HTSB re-
quires specific licenses for specific posi-
tions (distinguishing between sheltered 
content instruction and pull-out or new-
comer programs) and if the DOE requires 
teachers who have these qualification to 
be hired into these positions, it would 
force schools to create the positions and 
hire the teachers to avoid being non-
compliant.  So, while there is a need 
from a student learning perspective, 
there is no policy from above that's forc-
ing the issue.  The HTSB representatives 
responded that the board cannot enforce 
hiring policies; its function is to manage 
the system of teacher licenses that are 
available.  Hiring is the responsibility of 
the DOE.  

Another member of the panel asked 
if currently practicing ESL teachers would 
be impacted by having to get licensed in 
a content area if they are not already 
licensed.  The HTSB reps responded that 
NO, that is generally not the case, at 
least in the short term, until the teacher 
is up for licensure renewal, at which time 
they may be given a professional devel-
opment plan to help them get the new 
qualification. 

In the end, the panel decided that 
since the HTSB already has a standalone 
TESOL license for secondary education, 
and it allows secondary-level content 
teachers to add a TESOL license and 
secondary-level TESOL teachers to add a 
content area license, then forcing all 
TESOL teachers at the secondary level to 
also be licensed in an additional content 
area would be too restrictive. 

Another interesting bit of news that 
came out of this discussion was that the 
College of Education at UH Manoa is 
creating an Elementary Ed – Dual Prep in 
ESL degree, which would allow for licens-
ing TESOL teachers at the elementary 
level.  There currently is no TESOL licens-
ing pathway for elementary teachers in 
the state.  This degree will be launched 

fall 2016. 
 

Board of Education (BOE)Board of Education (BOE)Board of Education (BOE)Board of Education (BOE)    
 

There was a Board of Education 
meeting on Tuesday, January 20, 2015.  
Community members presented written 
and oral testimony on issues around 
ELLs in Hawai‘i to help the BOE formu-
late an ELL policy. 
Mission:Mission:Mission:Mission: 

To ensure the Hawai‘i public school 
system provides an excellent and equita-
ble education for multilingual learners.  
We believe all students in Hawai‘i de-
serve the opportunity for an equitable 
education and that all students in Ha-
wai‘i contribute to the cultural richness 
of our home state. 
Rationale:Rationale:Rationale:Rationale: 

There is currently no language in 
education policy that specifically targets 
multilingual/ ELL education in Hawai‘i, 
which means there is a need to provide a 
comprehensive and research-based vi-
sion and practices for schools to ensure 
all students have the opportunity for an 
excellent education.  Multilingual/ELL 
learners currently make up 13.5% of the 
student population and the number is 
growing.  According to the DOE 2013 
Achievement data, 46% of ELLs were 
proficient in English language arts and 
41% proficient in math, which is signifi-
cantly below the 72% proficiency ratings 
in English language arts and 60% in 
math of all students. 

The community was invited to share 
their voices to illustrate the impact a 
language in education policy focused on 
ELLs would have on their children’s edu-
cation and to show their support on this 
issue.  This was an important step in 
engaging the community in developing a 
culturally and community responsive 
policy that will meet the language needs 
of ELLs. 

    
My Testimony:My Testimony:My Testimony:My Testimony:    

I believe the education of our state’s 
ELLs is a seriously important issue be-
cause many ELLs in Hawai‘i DOE schools 
are not receiving adequate support for 
their English language or content area 

development. Current ELL census data 
coupled with current ELL success data 
are testament to the importance of this 
issue. A comprehensive survey of Hawai‘i 
DOE schools would clearly show that 
many ELL programs (“pull-out” classes) 
are coordinated and staffed by licensed 
teachers or even unlicensed part-time 
teachers who are not adequately quali-
fied to teach their ELLs, and that many 
K-6 classroom teachers and 6-12 con-
tent area teachers who have ELLs in 
their classrooms (so-called “inclusion” 
classrooms) are not adequately qualified 
to teach their ELLs. The DOE’s own poli-
cies require any ELL coordinator or 
teacher to have at least 12 credits of ELL 
training in her/his portfolio, and any K-
12 teacher with any ELLs in her/his 
classroom to have a minimum of 6 cred-
its of ELL training. Not only do many 
teachers in the state not meet these 
minimal requirements, but even when 
they do, the DOE’s 6/12 credit minimal 
training requirement is woefully inade-
quate compared to the need. 

The DOE can begin to change the 
current state of ELL education by dou-
bling its minimum ELL training require-
ment to at least 12 credits for every K-12 
teacher who has ELLs in her/his class-
room and 24 credits for every ELL coordi-
nator or teacher. Ideally, the DOE should 
follow the lead of other states and re-
quire ELL coordinators and teachers to 
have degrees (B.A.s or M.A.s) and li-
censes in TESOL, and require other K-12 
teachers who have ELL students to have 
certifications or endorsements specifi-
cally for working with ELLs. TESOL certifi-
cations or endorsements may require 
HTSB approval, but it can be done, just 
as it has been done in much larger 
states. 

With these rigorous requirements in 
place, the DOE then must uphold its own 
policies regarding appropriate training 
for its teachers who work with ELLs, 
when making hiring and promotion deci-
sions. Schools must be accountable for 
creating positions to support ELLs and 
staffing those positions with teachers 
who meet the minimum requirements. 
Only when the entire K-12 education 

(Continued on page 23.) 

(Continued from page 21.) 
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 Recent Political Activities . . . (continued)

establishment in Hawai‘i realizes the 
grave situation that it’s in regarding ELL 
education will the situation improve. 

 
Hawai‘i State LegislatureHawai‘i State LegislatureHawai‘i State LegislatureHawai‘i State Legislature    

 
There is a draft of a new bill winding 

its way through the state legislature that 
provides for a mechanism to award high 
school graduates with a Seal of Biliter-
acy, indicating that they are bilingual to a 
certain level in English and another 
"foreign" language.  The bill references 
the fact that other states have already 
approved such a seal.  Here is the link to 
the text of the bill. 

 
http://www.capitol.Hawai‘i.gov/
session2015/bills/SB900_.HTM 

 
This is yet another good opportunity 

to lobby and advocate for our ELLs in the 
DOE by pointing out the gaping hole in 
this bill where immigrant languages 
should be.  In other words, many of our 
immigrant students arrive already liter-
ate in a "foreign language", and they de-
velop biliteracy in our DOE schools by 
learning English, which is taught by ESL 
teachers.  

Therefore, these immigrant students 
should be acknowledged by this bill as 
well and have a mechanism to get a seal 
of biliteracy as well after meeting their 
English requirements.  There doesn't 
seem to be a specific mechanism for 

awarding non-English speakers a seal of 
biliteracy.  The emphasis is on native 
English speakers who learn foreign lan-
guages. 

 
Hawai‘i TESOL Testimony:Hawai‘i TESOL Testimony:Hawai‘i TESOL Testimony:Hawai‘i TESOL Testimony:    

Hawai‘i TESOL is writing today to 
express support for the proposed bill that 
will establish the Hawaiʻi State Seal of 
Biliteracy, which will be affixed to certifi-
cates of recognition awarded to graduat-
ing students who attain proficiency in 
English and at least one other language.  
Such a distinction will promote the devel-
opment and maintenance of literacy in 
two or more languages and recognize 
the rich and diverse language assets of 
Hawai‘i’s DOE students.  It will better 
position the students and the state for 
the economic and cross-cultural needs 
of our globalized world.  

It is the assumption of Hawai‘i TE-
SOL that immigrant students, who enter 
Hawai‘i’s DOE schools with first lan-
guages other than English and who 
achieve proficiency in English while 
maintaining or continuing to develop 
proficiency in their first languages by 
graduation, are subsumed under this bill.  
However, the proposed bill seems to fo-
cus primarily on the study of world lan-
guages in elementary and secondary 
schools as the means to achieve biliter-
acy.  Therefore, Hawai‘i TESOL strongly 
encourages the following additions to the 
proposed bill: 

 
• Addition of language in Section 1 of 

the bill explicitly recognizing the im-
portance of the world language re-
sources that immigrant English Lan-
guage Learner (ELL) students bring 
with them to Hawai‘i’s DOE schools; 

• Addition of language in Section 2 (c) 
to recognize and promote the contin-
ual development of the first lan-
guages of immigrant students as a 
means of achieving biliteracy; an 

• Addition of a subsection (E) to Sec-
tion 2 (d) (2) that reads 
“Demonstrating first language profi-
ciency in speaking, listening, read-
ing, and writing, in a language other 
than English, as certified by the stu-
dent's high school to the superinten-
dent. 
With these additions, we believe S.B. 

900 will be clearer of its inclusion of im-
migrant students and the unique process 
of their language development, thereby 
addressing all of the possible pathways 
to the State Seal of Biliteracy in the Ha-
wai‘i DOE.  Hawai‘i TESOL would be 
happy to provide additional comments 
on a revised bill and testimony support-
ing its passing. 

 
About the AuthorAbout the AuthorAbout the AuthorAbout the Author: : : : Shawn Ford works at 
Kapi‘olani Community Collage and is the 
Socio-Political Action Chair of Hawai‘i 
TESOL. He can be reached at 
sford@hawaii.edu. 

Retrieved from http://blog-
en.dexway.com/tag/technology/ 

(Continued from page 22.) 



    
March:  TESOL International Convention & English Language Expo-March:  TESOL International Convention & English Language Expo-March:  TESOL International Convention & English Language Expo-March:  TESOL International Convention & English Language Expo-

Date: March 25-28 
 Location: Toronto, Canada    
April: Business Meeting & Highlights from TESOL  International April: Business Meeting & Highlights from TESOL  International April: Business Meeting & Highlights from TESOL  International April: Business Meeting & Highlights from TESOL  International     
    ConventionConventionConventionConvention    
                                Date: TBA 
        Location: TBA        
    The annual business meeting serves multiple purposes: to hear 

from members who attend the International TESOL  Convention, 
to reflect on HITESOL’s year of events with reports from board 
members, and finally to elect new officers to serve on the execu-
tive board. Have you been thinking about getting more involved 
with HITESOL? This is you opportunity to step up and join the 
2015-2016 executive board. Please join us—all members are 
welcome. 

May:  Language Experience  May:  Language Experience  May:  Language Experience  May:  Language Experience      
    (Target Language TBA)(Target Language TBA)(Target Language TBA)(Target Language TBA)    
       Date: TBA 
        Location: TBA 
 Don’t miss our final event of the year: it is always a crowd 

pleaser. The language experience introduces a lesser-known 
language trough a “mini” lesson by a native or fluent speaker, 
allowing participants to sample a new language and culture. 
Audience members have fun attempting an unfamiliar tongue 
and are reminded of what it is like to be the student instead of 
the teacher. Recent languages have included Vietnamese and 
Chuukese. Target language for 2015? Stay tuned. 

Topics  
We welcome any topic which would be of interest to HITESOL mem-
bers or ESL professionals in Hawai‘i. We are interested in, for exam-
ple: recommended internet sites (or a tech type column), book re-
views, a grad student's perspective, field trips/learning outside the 
classroom, reports from members working overseas, content-based 
teaching ideas, using video and music in the classroom, online 
teaching, CALL, a "gripes" column, DOE news/concerns, K-12 news, 
neighbor island news, applying theory to practice, interview with 
someone in the field, etc. This list is by no means exhaustive. Please 
feel free to send any articles about these topics or others that you 
consider interesting to ESL educators in Hawai‘i. (You do not have to 
be a member of HITESOL to submit an article).  
Format & Style  
Articles should be no more than 4 pages, double-spaced, Times New 
Roman font, 12 point, attached as an MS Word document. Accompa-
nying photos or clip art are optional but welcome. Please also include 
a short biography statement about the author (email address op-
tional). In general, articles are written in a fairly informal, non-
scholarly style. Please refer to previous issues of The Word to get a 
sense of the types of articles which appear in the newsletter, or con-
tact the editors with questions.  
Submission Deadlines  
Please note that the next deadline for sub-
missions will be posted on the website. 
Please submit the articles via EPlease submit the articles via EPlease submit the articles via EPlease submit the articles via E----mail to Lisa mail to Lisa mail to Lisa mail to Lisa 
Kawai at lkawai@hpu.edu Kawai at lkawai@hpu.edu Kawai at lkawai@hpu.edu Kawai at lkawai@hpu.edu  
We look forward to receiving your submis-
sions. 
The Word Newsletter Committee: Lisa Kawai 
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The Word Newsletter Editor  
Members at Large   

Mark Wolfersberger 
Neil Anderson  
Perry Christensen  
pending  
Priscilla Faucette  
Shawn Ford 
Lisa Kawai  
Stephen Peridore 

     
Big Island Liaisons   Carrie Mospens 
    Julie Mowrer 
 
Board Appointer PositionsBoard Appointer PositionsBoard Appointer PositionsBoard Appointer Positions    
Conference Chair   
HITESOL / TESOL Ukraine Liaison  
Social Media Chair   
Webmaster   

Neil Anderson  
Jean Kirschenmann 
pending 
Perry Christensen   

 
 
 

 
If you are interested in becoming an executive committee member, 
please go to the HITESOL  website to see what  
opportunities are available and contact Mark Wofersberber at 
<maw44@byuh.edualways >. The committee is happy to hear form 
interested people and welcome new members aboard.  

 Who’s Who at Hawai‘i TESOL 

Submission to The Word 
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Up Coming Events 



Trilingual Reading Strategy Questionnaire 
 
Circle the option that best fits what you do when reading in each of your languages. 
    
In order to improve reading comprehension of a text . . .In order to improve reading comprehension of a text . . .In order to improve reading comprehension of a text . . .In order to improve reading comprehension of a text . . .    

1. Do you usually read most texts with the same level of interest or involvement? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
2.   How often do you make associations with other books (remember other stories in other books) 

you have previously read? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
3.   How often do you identify key words in a text? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
4.   How often do you intentionally reread or go back in the text when you are having trouble under-

standing or to confirm what you understood? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
5.   How often do you use the title (subtitles), pictures or diagrams in a text to help you make sense of 

the reading? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
6.   How often do you deduce information (or the meaning of a word) from the context of the text? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
7.  How often do you infer information from the context of the text? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 

English as a Third Language: Reading Strategy Questionnaire 

By Gonzalo Isidro Bruno 
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8.   How often do you translate certain words, phrases, or sentences to one of your other languages 

while reading a new text? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
9.   How often do you summarize or recap while reading a long text? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
 10. How often do you make predictions or anticipate what is going to happen or to be next in the 

text? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
11. How often do you reflect about what to do to help you read better? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
12. Do you stop reading from time to time to check if you are understanding the text? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
13. Are you aware that you might encounter reading challenges? 

L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 

 
14. Are you aware that you might use one of your other languages or a skill you use in another lan-

guage to help you understand a text? 
L1 Don’t know Not Usually  Sometimes  Often  Always 
L2 Don’t know Not Usually  Sometimes  Often  Always 
L3 Don’t know Not Usually  Sometimes  Often  Always 
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