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Ohio TESOL Conference
in conjunction with 

the Lau Center Ohio Department of Education

Crossroads, Connections, 
and Collaboration

November 15 and 16, 2013
Hilton Columbus Downtown

2013 Conference Information

The annual fall conference for Ohio TESOL will 
be held this year at the Downtown Hilton, across 
from the Convention Center. This beautiful new 
facility is located at 401 North High Street 43215, 
just opening last fall for occupancy.  In addition 
to the meeting rooms at the Hilton, we will be us-
ing seven rooms in the Convention Center, conve-
niently located across High Street and accessible 
via an overhead walkway.

Our keynote speaker this year will be Dr. Deborah 
Short.  Dr. Short is an author for and is sponsored 
by National Geographic/Cengage Learning.  She 
currently directs Academic Language Research 
and Training and provides professional devel-
opment on sheltered instruction and academic 
literacy worldwide. Formerly she was a Division 
Director at the Center for Applied Linguistics, 
Washington, DC where she co-developed the re-
search-validated SIOP Model for sheltered in-
struction.  She has also studied Newcomer Pro-
grams extensively and co-authored a book on the 
subject entitled Creating Access.

Two new events have been added to the confer-
ence this year:  site visits and networking tables.  
We have arranged to visit six different locations 
(K-12, adult ed, and higher ed) for a short visit on 

November 14, the day before the conference of-
ficially opens.  There will be a slight fee to cov-
er transportation and lunch for this event.  And 
during the conference, just before lunch, attend-
ees will have an opportunity to meet with an ESL 
expert on a hot topic at a ticketed event called 
“Networking Tables.”  There is no fee for this op-
portunity, but advanced registration is required.

Our exhibitors will be housed in a large room at 
the Hilton, and again we are offering an oppor-
tunity to win an iPad to attendees who visit the 
Exhibit Hall. Exhibitors will also be providing do-
nated material for a giant give-away event at the 
end of our business meeting on Saturday.

Registration for the conference opened on Sep-
tember 17.  To register for this exciting profession-
al development opportunity, visit our website at 
ohiotesol.org.  We hope to see you in attendance 
at this year’s Ohio TESOL Fall Conference at the 
Columbus Downtown Hilton on November 15 and 
16.  

Brenda Custodio, 
2012 Conference Chair
custodio.1@osu.edu
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Shifting the center: How student-
centered should our Intensive 
English Program classes be?

Student-centeredness: Most of us say that we love 
it and that we do it in our classrooms. In order for 
students to improve their language proficiency, 
they have to be engaged in using and manipulat-
ing language meaningfully during classroom in-
struction. However, what does student-centered 
instruction truly look like in the Intensive English 
Program classroom? Do our classrooms really 
look like this? Furthermore, do our students even 
desire this type of instruction?

These were some ques-
tions that some col-
leagues and I considered 
about the University of 
Dayton’s Intensive En-
glish Program during the 
summer of 2012. We de-
cided that the best way to 
explore these questions 
was to conduct classroom observations across ev-
ery level and course in our program and look for 
patterns and trends that represent what we cur-
rently do as a whole program. After the observa-
tions, we would analyze the amount of time spent 
on different activities and try to classify these ac-
tivities in terms of student interaction. We hoped 
that a picture of our program’s student-centered-
ness would emerge.

Context of the Study

The chief purpose of the Intensive English Pro-
gram at the University of Dayton is to prepare in-
ternational students who have not achieved a sat-
isfactory TOEFL score for the language demands 

of university study. The program has 5 levels, 
ranging from beginning to advanced. Students 
take classes in reading, writing, grammar, speak-
ing, listening, and special topic courses including 
vocabulary development, academic success, En-
glish for business, and English for engineers. 

Our student population is composed of predom-
inantly Chinese and Middle-eastern students, 
which are two populations where teacher-cen-
tered instruction is the norm. During the Fall 

B 2012 term, student 
country of origins Chi-
na (40%), Saudi Arabia 
(37%), other countries 
(9%--including Libya, 
Turkey, Japan, Taiwan, 
and Korea), USA (8%), 
and Kuwait (6%).

Methodology

Four full-time IEP teachers observed 40.6 in-
structional hours across all levels and courses 
of the program. Both part-time and full-time in-
structors were observed. Before the classroom 
observations, each observer contacted the class-
room instructor and completed a pre-observation 
form that included contextual information about 
the course and lesson objectives, textbook, future 
assessments, and other information to help the 
observer understand the day’s lesson. During the 
classroom observation, each observer took notes 
using the same observational form and paid atten-
tion specifically to (1) types of activities, (2) length 
of activities, (3) verbal and non-verbal student re-

By Sharon Tjaden-Glass

What does student-centered 
instruction truly look like in 
the Intensive English Program 
classroom? 
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actions to the activities, and 
(4) students’ interactions 
with each other. In addition, 
the observer gave students 
a short questionnaire about 
their evaluation of the day’s 
lesson.

Results

First, we examined the types 
of activities that we used 
across levels 1 through 5 and 
found that teacher-led in-
struction with occasional stu-
dent responses was the pre-
dominant classroom dynamic 
among all levels. 

We reasoned that this differ-
ence in classroom dynamic 
probably resulted from stu-
dents’ preference for teach-
er-centered instruction in 
the lower levels because of 
teachers’ previous experi-
ence with (1) students’ dis-
trust of their classmates to 
understand their English 
and (2) students’ preference 
for error-free teacher lan-
guage input. By the same to-
ken, teachers may also have 
planned lessons by assuming 
that upper levels students 
probably have (1) more trust 
in their classmates’ abilities 
to understand their English 
and (2) more preference for 
using language independent-
ly even if their language con-
tains errors. 

Secondly, we examined stu-
dent responses on evaluations 
of each class that we observed. Before this study, 
we hypothesized that our students, predominant-
ly from China and the Middle East, would prefer 
teacher-centered instruction. However, 83.5% 

of our Level 3-5 students marked on their eval-
uations that they preferred student-centered in-
struction, which was described as “participating 
in class by answering questions, discussing with 



partners, and working with classmates.” In Level 
1 and 2, 65% of Level 1 and 2 students selected stu-
dent-centered instruction, which was described 
as “talking with students to help my English.”

These results created more questions for us. Our 
chief question was whether or not the predomi-
nance of teacher-centered instruction meant that 
our classes were not student-centered. Were we 
creating some kind of major language teacher sin? 
Does having a lot of teacher-centered instruction 
necessarily mean that our classes are not learn-
er-centered?

Discussion and Theory

To answer this question, we returned to the the-
ories surrounding student-centered instruction. 
One particularly accessible book was Maryellen 
Weimer’s (2002) book, Learner-centered teach-
ing: Five key changes to practice. In order to un-
derstand how to reshape their classes to be more 
student-centered, Weimer asks teachers to reflect 
on their teaching practices in five key areas: (1) 
the balance of power, (2) the function of content, 
(3) the role of the teacher, (4) the responsibility 
for learning, and (5) the purposes and process of 
evaluation. 

Weimer’s discussion of the function of content 
highlighted several key factors that helped deter-
mine whether our IEP classes were student-cen-
tered. Weimer explains that teachers of a learn-
er-centered classroom do not view the purpose 
of content as simply a body of knowledge that a 
learner must remember. Instead, the function of 
content is to develop students’ learning skills and 
learner self-awareness (p. 51). Weimer argues 
that in a world where it is less important for stu-
dents to have content and facts readily accessible 
in their brains—and conversely, more important 
for them to be able to know how to access this 
material through technology—the role of content 
shifts (p. 49). Content then becomes a vehicle for 
students to practice skills like studying in groups, 
negotiating in groups to make a decision, and tak-
ing notes to use for future reference. Students will 
constantly use skills like these in many academic 
settings.

Consider this: Is it truly necessary that your IEP 
student remember the exact rules for when to use 
the present perfect tense? Or is it more important 
that your IEP student knows how to edit her pa-
per for correct present perfect tense usage? Only 
the second situation represents a skill that the 
student will need to be able to do in her university 
study. As IEP practitioners, we should ask our-
selves which situations our students will actually 
need to do frequently when they finish their IEP 
studies? Will they need to know a rule or will they 
need to know how to perform a skill?

For teachers who want to create more opportuni-
ties for students to build necessary skills for uni-
versity coursework, Weimer champions inductive 
teaching as an approach that better simulates re-
al-life problem-solving tasks. Consider a real-life 
challenge that IEP students will face after com-
pleting their IEP classes. For example, a student 
will probably need to write an essay for a class. 
We may not know what type of essay or wheth-
er the topic will be assigned to them, but we can 
reasonably guess that the history, philosophy, an-
thropology, or psychology teacher will not walk 
the student through the stages of the writing pro-
cess. Therefore, in order to prepare students for 
this unmarked path of the writing process, IEP 
teachers need to provide numerous practices with 
experiencing the stages of the writing process. 

One crucial stage of the writing process is revi-
sion, which relies heavily on a student’s ability to 
read her own writing critically. What better way 
to simulate this challenge than to set aside time 
in class for a structured peer review session? In 
our IEP classroom observations, we observed a 
successful peer review session that demonstrated 
the type of simulated real-life practice that is use-
ful for IEP students. While students may struggle 
to find holes in their own logic and word choice, 
during this class, they often identified these gaps 
in another student’s writing. This task provided 
students practice with reading essays critically, 
which is a skill that they need to be able to do with 
their own writing. Distancing themselves from 
their own words  during the peer review helped 
them better understand how to read their essay 
with the lens of an evaluator. At the same time, 
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both students encountered the importance of au-
dience awareness by experiencing the problems 
that arise when they made assumptions that the 
audience didn’t share. Peer review is just one way 
that a teacher can incorporate an inductive learn-
ing approach in the classroom.

In other class observations, inductive teaching 
methods were seen in small group discussions 
where students tried to make a group decision 
about a problem and more commonly during 
those coveted “teachable moments,” which skilled 
teachers were able to turn into a mini-lesson that 
met unintended course objectives. However, most 
teacher-centered instruction resulted in deduc-
tive teaching approaches, in which the teacher in-
troduced a concept and then gave students prac-
tice. In this model, students do not begin with a 
question or problem that piques their curiosity. 
Instead, they accept that the teacher has a plan 
for the day and they follow the plan, regardless of 
their interest or readiness for the material.

In fact, I suspect that most of IEP or ESL classes 
tend to be this way for a few reasons. First, the 
teacher must have a plan for how and when to 
meet course objectives. We cannot just walk into 
the room and allow students to discover language 
unassisted. Secondly, we may have too much con-
tent to cover in our classes. If we must cover A, B, 
C, and D in order to prepare students for the next 
level, we may not have time to slow down the pace 
of the class. 

Weimer acknowledges that inductive learning 
approaches are much less efficient than deduc-
tive approaches because students struggle with 
content. However, she argues, “what is lost in 
efficiency is off-set by gains in motivation and 
learning” (p. 53). The mere process of struggling 
through a problem, considering questions, and 
finding solutions better represents the challenges 
that students will face when the path is not so eas-
ily marked by their professors.

Creating these opportunities for students within 
the haven of the IEP classroom can help students 
build confidence in their ability to tackle these 
challenges by themselves when the time comes.

Implications for the IEP Classroom

If inductive teaching is so important for the IEP 
classroom, how can we make time for it? Many of 
us feel that we are already pushed to capacity with 
the number of course objectives that our students 
have to achieve in a short time. 

One way to make room for inductive teaching is to 
judiciously remove content from courses. In IEP 
courses, content usually refers to certain gram-
matical structures (i.e. the present perfect tense, 
the passive voice, adjective clauses, noun clauses, 
conditionals) and language skills (i.e. paraphras-
ing, summarizing, skimming, drafting, discuss-
ing, and taking notes). How can we possibly re-
move any of this content from our courses? It’s all 
necessary!

Based on Weimer’s claims about the importance of 
developing learning skills and learner self-aware-
ness instead of simply content for content’s sake, 
I argue that we can remove some of this content, 
but we have to carefully consider which gram-
matical structures and which skills students will 
constantly need to use in academic classes. For 
example, how often do we expect our student to 
use the future perfect tense? Certainly, students 
may read it and may hear it in conversation, but 
in the scope of how we should be spending class 
time, is this where we want to devote our student’s 
time and energy? Perhaps it would be more effec-
tive for students to address this grammar point 
in one-on-one conferences with students who 
demonstrate attempts to use this structure in their 
writing. In my own high-intermediate grammar 
classes, I sacrifice time spent on explaining and 
practicing the future perfect in favor of extensive 
inductive activities that focus on the present per-
fect tense, which appears much more frequently 
in written academic texts and in spoken English. 
In my high-intermediate writing class, I collect 
example sentences from student writing that con-
tain errors related to primary grammar points 
for the term, list them on a Word document, and 
then allow small groups to work together to try to 
find the errors. This process more closely resem-
bles the real-life struggle to understand meaning 
and find errors that students will have to do inde-
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pendently in their academic classes. 

In fact, each time I’ve done these activities, stu-
dents remain interested and engaged for 30 to 45 
minutes and when we go over the answers, their 
curiosity is already piqued and the answers fit into 
the framework and questions that they have been 
considering while discussing with their groups. 
The result is a much more meaningful encounter 
with grammar.

Removing certain skills from course objectives to 
make room for inductive learning is also possible. 
In the IEP program at UD, we no longer extensive-
ly teach about APA or MLA citation formats. We 
still expose students to incorporating sources in a 
research paper, but the time devoted to knowing 
the nuances of citation styles has been reduced. 
In its place, we spend more time on paraphrasing 
and summarizing practice.

Final Thoughts

Our students across all levels selected their pref-
erence for student-centered instruction, but were 
our IEP courses student-centered? It is difficult 
to make a sweeping conclusion from our data col-
lection since we only observed a few courses for 
each level during only one term of our program. 
We can reasonably say, however, that we found 
evidence that students did engage in meaningful 
encounters with language and skills during many 
of the classroom observations.

By no means can we or should we remove all de-
ductive teaching from our planning and lessons. 
In fact, sometimes deductive teaching is the best 
model for students. Students can learn and be en-
gaged in deductive teaching, but their interest and 
attention will wane if this is the only mode that 
the teacher uses. We should not avoid inductive 
learning approaches—like peer review, extensive 
student editing practice, and lengthy debates and 
student discussions—simply because they take 
time. In this article, I have shown you some ways 
how to make more time in your class and I have 
posed some questions and situations for you to 
consider as you go forward and continue to shape 

and reshape your IEP classes and your program.  

Sharon Tjaden-Glass is a full-time instructor for 
the Intensive English Program at the University 
of Dayton.  Special thanks to classroom observ-
ers for this study: Sarah Hernandez, IEP instruc-
tor; Suzanne Richardt, IEP Student Advisor; and 
Melanie Baker, currently Lecturer at Maryland 
English Institute, University of Maryland.  For a 
full-length video of the Ohio TESOL 2012 presen-
tation of “Shifting the center: How student-cen-
tered should our IEP courses be?” visit https://
www.youtube.com/watch?v=sUG73U-gez8
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ESL to go: Practical tips and 
curricular ideas from a traveling 
ESL teacher

I wanted to supplement what the students are 
learning in class, as well as ensure both the Ohio 
LEP standards and the subject area standards are 
followed. Lessons can easily be adapted to the 
new Common Core standards that most districts 
are adopting. I used a combination of both ESL 
and “traditional” classroom supplemental mate-
rials. The subject areas that I teach cover Math, 
Reading, Language Arts, and Writing. 

Math has a vocabulary and language all its own, 
so try to incorporate 
at least one math ac-
tivity or worksheet 
during each session. 
I like to choose math 
lessons that tie in to 
what the students are 
learning in class. Use 
computer games and worksheets that are fun, but 
focus on English math vocabulary and skills – ad-
dition, subtraction, multiplication, and division. 
With kindergarten students, number recognition 
and one-to-one correspondence are very import-
ant. 

For reading lessons, try to give them books or sto-
ries to take home. The Internet, garage sales or 
online auction sites can be great resources for in-
expensive books. 

Author Elizabeth Claire has also written stories 
and worksheets for ELLs.  For example, her book 
Where is Taro? / The New Boy Is Lost is a graph-
ic novel about a boy from Japan and his first day 
of school adventures in America. My third and 

fourth grade students have responded very well 
to this book, and there is a teacher’s guide with 
reproducible worksheets available to supplement 
the chapters. We usually read a chapter each ses-
sion, and then the students complete the supple-
mental worksheets. Elizabeth Claire materials are 
specifically for ESL students, and she has many 
resources to choose from. All of her materials that 
I’ve seen so far are reproducible. 

There are many, many options available for lan-
guage arts work-
sheets and activities 
that cover grammar 
and usage, phonics 
& phonemic aware-
ness, vocabulary, and 
reading readiness. I 
also use letter, pic-

ture, and word sorts with my younger students. 
Scholastic Success With … Grade series is my 
choice for grades K-5. I like this series because it 
is one book per grade level, it is all-inclusive as 
far as subject areas, and it includes assessments. 
This series has worksheets that are reproducible 
and cover everything - reading comprehension, 
grammar, writing, charts, tables, and graphs, 
arithmetic, mathematics, and maps. The books 
are becoming more difficult to find, but check out 
eBay, Half Price Books, alibris.com, amazon.com, 
and Sam’s Club. Other series such as Kelly Win-
gate publications, School Zone publications, and 
American Education Publishing Comprehensive 
Curriculum of Basic Skills are good, too, and are 
worth a look. 

My students tend to struggle the most with writ-

By Jennifer Wiebe
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Because I only see my students for 
an hour a week, there is not time to 
do all of these activities in one sitting. 



ing. With the myriad of options available, I use 
two activities that promote writing for the stu-
dents and are enjoyable. One is called “Picture 
Writing”. Find non-captioned pictures or story-
boards and have the students describe what they 
see. Provide vocabulary as needed. Usually their 
description is only a sentence or two. With young-
er students, I use Sequence Rummy cards from 
Trend Enterprises. These are cards that come in 
series of three, and the students can write what 
is depicted on the cards. The sequenced pictures 
are on the front of the cards, and the sentences 
are written on the back of the cards. The cards 
are available at www.trendenterprises.com item 
T-24011. Trend Enterprises has many resources 
for both ESL and “traditional” classrooms.

Websites

There are millions of activities and websites for 
student on the Internet, but here are four that the 
students enjoy and that I use regularly.

For reading, try www.clarkness.com. Clark Ness is 
a former special education teacher from Spokane 
Valley, Washington. He has written stories and 
books for kindergarten and first grade students 
that can be downloaded and printed for free from 
his website. If your district uses the ReadWell 
reading program, his books and stories are lev-
eled readers and correspond to ReadWell. He also 
has some “advanced reader” stories that include 
the Flesch-Kincaid reading level. The neat thing 
about these stories is with the “find and replace” 
feature in Microsoft Word, you can replace the 
hero or heroine’s name with the student’s name. 

Another website is www.superteacherworksheets.
com. This exhaustive website has worksheets in 
math, reading comprehension, grammar, holi-
days, science, social studies, and puzzlers, and in-
cludes some Smart Board lessons as well. Some of 
these items are free, and some are for members 
only. A 365-day membership is $19.95 and offers 
unlimited printing for all their worksheets. Most 
of these worksheets include answer keys, which 
come in handy when you have a sub. 

One of my favorite websites is www.starfall.com.  
This website has games, activities, and stories for 
the students to read, as well as number games 
that focus number sense and arithmetic. From 
the Starfall website: “Starfall.com opened in Sep-
tember of 2002 as a free public service to teach 
children to read with phonics. Our systematic 
phonics approach, in conjunction with phone-
mic awareness practice, is perfect for preschool, 
kindergarten, first grade, second grade, special 
education, homeschool, and English language de-
velopment (ELD, ELL, ESL). Starfall is an educa-
tional alternative to other entertainment choices 
for children.” Many parts of Starfall are free, but 
they do have paid subscriptions (credit, purchase 
order, or PayPal) for schools, classrooms, teach-
ers, and home. Starfall was able to provide sug-
gestions for me as a traveling teacher, and they 
were very helpful. 

Lastly, another excellent website is www.abcya.
com. This free website is for students in grades 
K-5. All the games and activities were created or 
approved by certified teachers, and many of the 
games and activities have won awards. There are 
ads on the main page, but these are from “safe” 
companies, and those ads are what keep the web-
site free. The kids LOVE this website, and I use 
this one as often as I can. This website is worth 
exploring to discover all the games and activities.  

Games and Materials

Games can be invented from current materials, 
but some standard board and card games are 
also appropriate. Games provide a safe way for 
the children to practice their skills, and provide a 
way to teach some of American culture like deal-
ing cards and taking turns. Alphabet Old Mudd 
(T-24020) and Numbers Go Fish (T-24005), 
both from Trend Enterprises are two games my 
students enjoy. Some board games are Hedbanz, 
Guess Who?, Hi-Ho Cherry O, Memory, Chutes 
and Ladders, and Candyland. From the target.
com website – “Put on your thinking caps because 
it’s time for Hedbanz, a classic guessing game for 
kids. … It’s great for helping kids develop reason-
ing skills.” 
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Another game I like is Guess Who? from Has-
bro. From the target.com website – [This] is the 
guessing game you know and love, now with more 
choices than ever. Try to guess your opponent’s 
characters by asking questions like “Do you have 
brown eyes?” or “Are you wearing a hat?” Use 
the two included character sheets, or go online to 
download more. I like using this game with my 
newcomers, because they can learn and practice 
descriptive vocabulary. 

Candyland, Memory, Chutes and Ladders, and Hi 
Ho Cherry-O are classic children’s games. Can-
dyland provides a fun way for kindergarten stu-
dents to practice colors in English, while Hi Ho 
Cherry-O is a fun way to practice counting and ba-
sic addition and subtraction. Chutes and Ladders 
is a great way to practice number sense and add-
ing on. I like Memory (some know this game as 
Concentration) because the students can identify 
the objects they match, which builds basic vocab-
ulary. All the games are readily available online or 
in stores. 

I like to use a wheeled suitcase to carry my mate-
rials, including pencils, worksheets, games, cards, 
etc. If you are in the same room each time you 
teach, you could use a bin with materials in it for 
all the students in that school. I use folders to car-
ry the worksheets. I have done this several ways – 
find out what works best for you to organize your 
materials and maximize your contact time with 
the students. 

Conclusion

All of these ideas and activities have been kid test-
ed and teacher approved. Because I only see my 
students for an hour a week, there is not time to 
do all of these activities in one sitting. Since col-
laboration with grade level teachers is key to a 
successful pull out program, I plan each lesson 
to align it with Ohio academic standards, as well 
as what the students are learning in their class-
room. Then, I adapt my lesson, based upon the 
standards and what they are learning in the class-
room, using ESL methodology. 

To find out what they are working on in class, 
sometimes I look at what they are studying when 
I come to pick them up. Also, I speak with the 
teacher informally to both determine what they 
are studying, and to find out how my student is 
doing in their class. 

Reach out and try some of these resources and 
ideas. My hope is that you can use these activities 
and suggestions and adapt them to your situation.  

Jennifer Wiebe currently teaches ESL at Lock-
land Local Schools grades 9-12 and K-4 ESL.

http://ohiotesol.org 11

References
Most of the websites were listed in the article, but here are 
the ISBN numbers for the Scholastic Success With series 
books. 

Scholastic Success With Kindergarten. ISBN 0-439-69528-7

Scholastic Success With First Grade. ISBN 0-439-56969-9

Scholastic Success With Second Grade. ISBN 0-439-56970-2

Scholastic Success With Third Grade. ISBN 0-439-56971-0

Scholastic Success With Fourth Grade. ISBN 0-439-56972-9

Scholastic Success With Fifth Grade. ISBN 0-439-56973-7 



Dynamic Assessment for the low-
educated adult ESL classroom

In 2011, the current total number of refugees ar-
riving in the United States totaled 56,384 (De-
partment of Homeland Security, 2011). Many of 
these refugees come from less developed nations, 
with many limited by their educational levels and 
literacy skills.  Ref-
ugees need a great 
deal of support to 
acquire the skills 
and training need-
ed to survive in a 
new and modern 
country.  However, 
funding by the national government often are few 
and limited given that refugees do not add a great 
deal of capital to a society in terms of professional 
skills and education. According to the Ohio De-
partment of Jobs and Family Services (2012), ref-
ugees are eligible for English language training, 
acculturation, and employment training for up to 
five years upon arrival to the United States, which 
may seem like a great deal of time, but as research 
has found it, fluency in another language may take 
eight to ten years. With only five years of eligible 
training, refugees need to be able to learn and be 
taught in a systematic way. Dynamic Assessment 
(DA) may be able to bridge this time gap. How-
ever, teacher training and student learning out-
comes in a low-level adult ESL classroom using 
the Dynamic Assessment (DA) approach have not 
been thoroughly explored.

Currently, training and research of teachers and 
learners in community ESL programs are few 
and decentralized, with few resources developed 
specifically for adult refugees in mind. Yet, as-
sessments are still central in adult ESL student 

advancement, and are used as a tool to evaluate 
progress in many community-based ESL pro-
grams. It is common to hear the phrase “teaching to 
the test” in adult ESL community-based programs 
because in order to know what level students are 

at or making prog-
ress towards, they 
are assessed usu-
ally by state man-
dated vocabulary 
and reading tests.  
How can teachers 
effectively assess 

students who may be at differing educational and 
language levels without teaching to the test? 

There is often a misunderstanding between as-
sessment and instruction that may stem from a 
lack of familiarity with the underlying principles 
of assessment practices by instructors (Poehner, 
2008). Additionally, assessments should be part 
of a classroom but high stakes assessments should 
not be the only determining factor of a student’s 
educational success.  No ESL community-based 
program can deny the significance of testing for 
evaluating the acquisition of English. However, 
assessments are often used for three purposes: 1) 
reinforce learning, 2) to motivate students and 3) 
to act as a device to assess learners’ performance 
(Jafary, Nordin & Mohajeri, 2012). 

What is Dynamic Assessment? 

DA is a type of assessment that uses an interactive 
approach, which means that there is teacher-stu-
dent unity and it does not separate instruction 
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from assessments; both instruction and assess-
ment are implemented together. Specifically, the 
teacher and the student work together to improve 
the students’ future with the use of Zone of Proxi-
mal Development (ZPD) (Xiaoxiao & Yan, 2010). 
DA’s theoretical foundation is based on ZPD 
(Lantolf & Poehner, 2008).  According to ZPD 
a person’s development is determined by their 
performance in mediated learning tasks, which 
allows them to comprehend on a cognitive level 
in order to become independent learners (Lantolf 
& Poehner, 2008). According to Vygotsky (1978), 
teachers must determine two levels of learning; 
the first is called the actual developmental level, 
which is the level of development of a student’s 
mental functions that has been established as a 
result of certain already completed developmen-
tal cycles.  The second level of learning is ZPD, 
where they become independent learners with-
out guidance and mediation. These two levels of 
learning inform a teacher when a student needs 
more guidance and when a student has become 
an independent learner. But one might ask, “How 
does dynamic assessment encourage this type of 
learning?” Learning can be achieved through a 
component of DA called mediated learning. Me-
diated learning in DA is where teachers can use 
individualized teaching for students who may be 
struggling with an activity or concept. An example 
of mediated learning looks something like this: 
while the other students work in small groups on 
a set of tasks, the teacher is using individualized 
instruction to better help and guide a student who 
may be struggling with a particular concept. 

Potential of DA in the Low-Educat-
ed Adult ESL Classroom

The adult ESL classroom, especially tradition-
ally those found in the community have many 
low-educated immigrants or refugees, who may 
be struggling with acquisition of English, while 
lacking literacy skills or a high level of education 
in their first language, and acculturating into the 
American environment.  However, education re-
lated to teaching pre-service teachers on how to 
deal with low-educated adults have been rarely 
approached. Tarone (2010) argues that tradition-
ally second language acquisition research has typ-

ically focused on educated and literate learners, 
which is typically not applicable to those that have 
little to no literacy.  Thus, the lack in the field of 
L2 studies calls for a need to apply methods that 
are useful for low-educated adult ESL learners to 
achieve acquisition in L2, while struggling with 
the disadvantage of little education and low liter-
acy. Thus, DA is a proposed approach that may 
address these issues. 

Ways to incorporate DA when working with 
low-educated ESL learners can be to create an 
interactive and meaningful context for commu-
nication, such that communication is encouraged 
(Kublin et al., 1998). Furthermore, assessment 
should not only include the weaknesses observed, 
but should also include the strengths (Kublin et 
al., 1998). Therefore, if an adult ESL learner can-
not remember the name of an object, but after a 
few cues is able to say the word on their own, it 
shows that the learner is able to retain vocabulary 
but may need more time and practice with certain 
words. 

A DA procedure in language learning may look 
very familiar to this example: (1) perform an ini-
tial assessment of language ability to establish 
individual baseline (2) analyze student language 
process and reading strategy application (3) im-
plement mediated teaching for the targeted trou-
bled areas (4) post assessment with an alternative 
form of original measure (5) comparison of pre 
and post assessment to measure of the zone of 
proximal development (Kletzien & Bednar, 1990).

Conclusion

Teachers who listen and are cued into their stu-
dents’ needs and engagement are performing DA 
every day in their classrooms. An important part 
of teaching an adult ESL community classroom is 
to keep track of students’ progress and the lessons 
used. DA, unlike traditional assessments, does not 
look at adult learners as a homogenous group, but 
rather focuses on their individual progress.  A way 
to track individual progress involves recording 
observations, which helps to define the challenges 
that adult learners may have. It is important to be 
as detailed as possible, such as charting the stu-
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dents’ names, making extensive notes on their en-
gagement level, performance on tasks, and effec-
tive teaching strategies. Similar to ethnography, 
it is important to either record this information 
during or after class. Instructors that are cogni-
zant of their teaching and the students’ learning 
behaviors will be both effective in helping the 
students learn English at the level that they need, 
and to reach their potential to develop the skills.  
Furthermore, Kublin et al. (1998) encourages re-
search on pre-service and in-service training that 
can better prepare practitioners to be collabora-
tive problem setters and problem solvers in an 
effort to help move the field away from the use of 
traditional, static, and tool-based assessment ac-
tivities (p. 306).  

Although presently the U.S. government still as-
sesses adult refugees and federally funded ESL 
centers with a traditional testing method. It is en-
couraged to look at the adult refugee community 
in a different light, given the multifaceted factors 
that contribute to their acquisition of language 
and acculturation into their new host country. 
In comparison to literate adult ESL students, the 
low-educated adult ESL learner may benefit from 
use of non-traditional methods of assessment, 
such as DA.  

Jillian Altus is a second year doctoral student in 
the Literacy and Second Language Studies pro-
gram at the University of Cincinnati researching 
culturally responsive teaching. 

Dana Ng is currently a doctoral student in Sec-
ond Language Studies at University of Cincinna-
ti researching in the area of sociolinguistics.
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Ohio University CALL Conference

Over 100 people came to Athens 
to take part in the fifth annual 
Ohio University CALL Confer-
ence in Gordy Hall on Friday, 
April 19. The theme was Gam-
ing, Simulation and Mobility in 
Language Learning. Dr. Julie 
Sykes, from the University of 
New Mexico was the featured 
speaker and gave a keynote ad-
dress titled, Place is Key: An Ex-
amination of Mobile Games and 
Simulations in Language Learn-
ing.  She focused on how games 
can help language learners by 
giving them a sense of place to 
foster learning.  In addition to 
Dr. Sykes’ keynote, there were 
20 other sessions offered to 
make for a full day of learning.  
These sessions covered many 
different topics where attend-
ees learned about conducting 
eye tracking research, creating 
your own animations to use, 
online forms for language as-
sessment, integrating iPads into 
your classroom, using online 
pronunciation with students, 
and many others. Along with in-
dividual sessions, there was also 
a technology fair that featured 
topics ranging from online quiz 
creation for language learning to 
creating eBooks.  
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Making the paperless classroom a 
reality

With daily access to class sets of tablets (iPads, in 
this specific case), as well as weekly access to labs 
of computers, the author was able to eliminate the 
need for paper almost completely while providing 
multiple other benefits across the last three terms 
in four classes of English language learners from 
a variety of linguistic/cultural backgrounds with 
somewhat different 
levels of computer 
literacy in the Ohio 
Program of Inten-
sive English at Ohio 
University. Assuming 
an adequate level of financial and technological 
support in a language program, through various 
free online tools and access to devices/computers, 
any language teacher can use digital resources for 
virtually any assignment, assessment, or activity 
usually done on paper.

Advantages and Disadvantages of 
Going Paperless

Advantages of going paperless this way include the 
following:  1.) No more wasted time on printing 
and making copies; 2.) No more student excuses 
for not having written work finished for class/lost 
papers; 3.) No more paper clutter; 4.) No more 
wasted time/confusion collecting/passing out 
papers; 5.) Exposure to growing technologies for 
students not used to them/a motivating familiar-
ity with these technologies for students who are 
used to them; 6.) A greater level of efficiency, the 
ability to work one-on-one with multiple students 
nearly simultaneously, and enhanced group work 
with some kinds of assignments; and 7.) Through 

mobile devices, specifically, providing greater 
mobility with, versatility with, and depth of infor-
mation in the classroom.

Disadvantages include the following: 1.) The ini-
tial cost of computers/devices and ongoing costs 
of computer/device upkeep, wireless Internet ac-

cess, and tech sup-
port (though elim-
inating the costs of 
mass printing and 
photocopying can 
free up a significant 

amount of funds); 2.) The learning curve for fac-
ulty and students (though, arguably, related skills 
are valuable in themselves); and 3.) Time need-
ed to adjust/frustration for students and teachers 
adjusting to the new technology.

Uses of Digital Resources in the Pa-
perless Classroom

Course Management
Even if a language program does not have access 
to a course management system such as Black-
board or Moodle, free online course management 
tools can achieve the same ends.  Examples in-
clude Edu 2.0 (www.edu20.com) and Engrade 
(www.engrade.com).  Use of a course manage-
ment system is highly useful in a paperless class-
room (e.g., as opposed to using email), not only 
as a place for teachers to provide access to assign-
ment sheets/other necessary information usual-
ly provided on paper (including links to online 
tests/assessments and reference sources), but 
also as a place for students to submit their work 

By Chris DiStasio
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through links (see Figure 1) to the various kinds of 
Google Docs (e.g., Documents, Presentations, and 
Spreadsheets, which are very similar to Microsoft 
Office applications) that take the place of paper.  
(See Appendix 1 and 2 for advice and instructions 
on how to use Google Docs). Also, a teacher can 
use links to class references/regular assignments 
written in Google Docs functions to update the 
references/assignments without the need for con-
tinual paper handouts or even uploaded files.

Making and Administering Tests/Assess-
ments 
Even if digitally based tools for making tests/
assessments are not available through a course 
management system, Google Docs provides such 

a tool through the Form function. (Indeed, Goo-
gle Docs in its various functions can serve as a sin-
gular resource to make and administer any kind 
of usually paper-based written assignment or 
test/assessment digitally.) Advantages of digital-
ly based tests/assessments (Google Docs, specifi-
cally, provides a results spreadsheet) can include 
having all students’ responses visible for scoring/
analyzing/reviewing with students at once and 
having a (downloadable, as with all Google Docs 
functions) digital record of student performance 
(see Figures 2 and 3).  Notably, automatic grad-
ing for at least restricted-response types of ques-
tions on tests/assessments may be possible with 
some online tools/course management systems 
(though not Google Docs).

Figure 1.  Course Management System (Moodle)

Figure 2.  Example of Summary of Results from a Quiz Question from a Google Docs Form
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Writing and Daily In-class and Homework 
Assignments
Students’ doing extensive writing assignments 
in Google Docs (with the Document function), 
which automatically saves what is typed/pasted, 
through lists of links to individual students’ Goo-
gle Docs located on a class online course manage-
ment system, provides several benefits:  1.) Build-
ing specific grammar/writing skills efficiently, 
with the teacher able to tutor multiple students 
nearly simultaneously in real time/engaging dy-
namic corrective feedback through real-time in-
teraction (directly in a Google Doc Document or 
in a separate chat function); 2.) Making peer ed-
iting more efficient and valuable through a.) al-
lowing teachers to monitor the work of all group 
members in a peer group, as well as multiple peer 
groups, nearly simultaneously; b.) allowing peer 
groups to edit individual group members’ work 
without the need to hover over a single comput-
er (as with a teacher monitoring students/peer 
groups, students can see the changes being made 
at the same time on the same document as long 
as links have been provided/a public level of ac-
cess has been granted -- see Appendix 2), or even 
the need to be present in a classroom together at 
all; and 3.) Reducing the need for students to have 
multiple paper copies of their work in class.

In fact, any daily in-class work that is written can 
be done by students in a Google Doc Document 
rather than on paper, which is useful as long as 
there is daily access to a tablet or computer in the 
class.  Any homework that is written, from exten-
sive writing assignments to responses to textbook 
exercises, can be done in a Google Doc and made 
available through the aforementioned links on 
a course management system or website, or in 
email.

The Writing on the Wall is Digital

Ultimately, going paperless at least partially is 
feasible for many teachers in many educational 
settings, and it is a growing trend.  For example, 
teachers and students in grades 6-12 at Jackson 
Christian School in Jackson, Tennessee have 
found that using iPads for assignments and as-
sessments provides several benefits; for instance, 
students need fewer books and paper; students 
are more organized, teachers are able to spend 
more one-on-one time with students, indepen-
dent learning is promoted, and multitasking is 
facilitated (Cheshier, 2012).  At Oklahoma State 
University, an Apple iPad Pilot Program involv-
ing five sections of two courses across two colleges 

Figure 3.  Spreadsheet Results of Quiz on Google Docs Shown to Students (Including Color Coding Based on Perfor-
mance and Scoring Information Added by Author)
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and two campuses making extensive use of iPads 
in all aspects of courses has resulted in quicker 
achievement of goals, at times by a factor of weeks; 
and lower costs for students, with three-fourths of 
the students involved in the program agreeing or 
“strongly” agreeing that “the iPad enhanced the 
learning experience of this course” (Oklahoma 
State University, 2011). 

Furthermore, tablets and computers are quickly 
growing more and more affordable.  If one con-
siders all of the costs involved in making photo-
copies and the relative costs of classroom-appro-
priate tablets, one can make reasonable claims 
for making class sets of iPads that encompass all 
students and sufficient access to computer labs to 
be affordable and maybe even more economical.  
And that is not even taking into consideration 
the potential ecological benefit of reducing paper, 
which goes beyond financial savings.

In any case, going paperless -- to any extent -- can 
provide numerous benefits for both students and 
teachers for both the present and the future.  

Chris DiStasio has taught ESL for over 12 years, 
including two years in Istanbul, Turkey. He 
teaches ESL classes in the Ohio Program of In-
tensive English at Ohio University and enjoys 
presenting at conferences, writing fiction, invest-
ing in stocks, and bicycling, as well as teaching.

Appendix 1:   
Tips for Using Google Docs

• Do not be confused by the terms Google Docs 
and Google Drive.  For classroom purposes, they 
are the same thing.  Google Drive is the new 
name for Google Docs, which is essentially the 
same thing as Google Docs with the added func-
tion of optional online storage of files (such as 
with Dropbox, Box, Carbonite, etc.).
• In order for teachers to set up Google Docs for 
students to use on iPads, students will need to 
set up their own Google accounts.
• Users may need to select “Edit” and/or “Desk-
top Version” options in order to edit a Google 
Doc Document on an iPad, specifically.
• Expect time for trial and error with instituting 
these online tools in a class.
• Although a teacher cannot hand write notes 
in margins in the Google Docs spreadsheet that 
results from students taking a test/assessment 
on a Google Docs Form as she/he can with a pa-
per-based test/assessment, teachers can type in 
comments in the results spreadsheets directly.
• To download any Google Docs function as a 
permanent file in a variety of possible formats 
to put wherever desired, go to the menu bar in 
the open Form spreadsheet, Document, etc. and 
follow these steps:  
1. Select “File.” 
2. Select “Download as” and select a file format 
from the window that appears from the arrow on 
the right. 
3. Select a place to save the file (as one would 
with any downloaded file.) 
4. Save the file.
• There are some great how-to videos about using 
Google Docs on YouTube (thank you to colleague 
Erica Coffelt for inspiring me to include how-
to video links, through her own link selections 
and instructions for using Google Docs, given 
in her presentation at Ohio TESOL 2012, which 
can currently be read and viewed at http://
ohiotesolmoodle.org/2012/handouts/session_f.
html).  Here are three examples of useful videos:
1. http://www.youtube.com/watch?v=oGWe-
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NUk2s9A (for using Form)
2. http://www.youtube.com/watch?v=DFR-
8JZV8mAM (for using Google Docs in general, 
making and sharing a Document, and more)
3. http://www.youtube.com/watch?v=p_9NYb-
MxIxI (for making branches that link to different 
pages in a Form depending on responses)
• Sharing a Google Docs Document can be a com-
plicated procedure, so here are specific instruc-
tions for that:

To Share a Document for one or more Stu-
dents to Use for Writing / Editing 
1. In the Document, select the blue Share box at 
the top right of the page.
2. Select the Anyone With the Link option to 
keep the document private to you and the stu-
dents in a partner/small group/whole class 
setting (if this poses technical difficulty and stu-
dents cannot use the links, which one is advised 
to test out first, there is the Public on the Web 
option, which makes the document available to 
anyone.)
3. To the far right of the line beginning with 
Access, select the default Can View link and then 
select Can Edit from the choices that appear.
4. Select the green Save box on the bottom left of 
the window.
5. Copy the highlighted link to the Document ap-
pearing in the long horizontal text box at the top 
of the resulting window under the words Link to 
Share (Allows Editing.)
6. Paste the link into a course management sys-
tem or an email sent to the student(s) that are 
desired to have access to the relevant Document.  

Appendix 2:  How to Make and 
Use Google Docs for Tests / Assess-
ments and Documents

For online tests/assessments (with the Form 
function):
1. In Google Docs, after signing up/in, select 
the red Create box on the top left corner of the 
screen then select Form.
2. Make a title for the test/assessment.
3. Write a question and/or set of question choic-
es after choosing from a variety of question types 
for each question; and select if the question is 
required or not 
Important Note:  Make sure to make a text box 
style question for the student’s name at the be-
ginning of the test/assessment, or the result will 
be an anonymous mass of responses.
4. Select the green Add Question + box at the top 
left of the page for each new question.
5. Finish making the test/assessment, using the 
available functions of moving (which can be 
done when the cursor is a bold cross tipped with 
arrow), editing, duplicating, and deleting ques-
tions.
6. Select Save (the form is not saved automatical-
ly the way work in the results spreadsheets is on 
Google Docs.)
7. Go to the main Google Docs (Drive) page then 
find and select the test/assessment, which will 
appear toward the center of the page as a link 
named with the title you gave the test/assess-
ment.
8. Select the link with the title of the test/assess-
ment, after which one will come to the results 
spreadsheet.
9. On the menu bar at the top of the results 
spreadsheet, select Form then select Go to Live 
Form on the resulting drop-down menu.
10. Copy the URL (web address) at the top of the 
page and paste the resulting link where students 
are to take the quiz, e.g., through a course man-
agement system or email 
Note:  Make sure to select the URL to copy from 
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window of the live form rather than the window 
of the form for making/editing the test/assess-
ment.
Some final points:  
1. When finished making the test/assessment, 
one can take the test/assessment oneself to make 
an answer key. 
2. For scoring a finished test/assessment in the 
results spreadsheet, one can insert a row un-
derneath each entry and total all the rows in the 
spreadsheet automatically with a formula.
3. One can analyze results through the spread-
sheet and/or the summary of responses, which 
shows graphic representations of results, as can 
be seen in Figure 2 in the article, and which can 
be seen by selecting Show Summary of Respons-
es in the drop-down menu under Form in the 
results spreadsheet for the test/assessment. 
4. To edit a Form after initially working on it:  
a.) Go to the results spreadsheet for the test/as-
sessment.
b.) On the menu bar at the top of the spread-
sheet, select Form then select Edit Form on the 
resulting drop-down menu.  

For making documents for written in- or 
out-of-class exercises/activities or exten-
sive writing work (with the Document 
function)
1. In Google Docs, after signing up/in, select 
the red Create box on the top left corner of the 
screen then select Document.
2. Select Untitled Document at the top left of the 
page then give the Document a title as being for 
an individual student’s work (see Appendix 1 for 
instructions on the next step, sharing the Docu-
ment).
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Learning to engage Asian students 
and empower non-native English 
teachers in TESOL programs

According to the report made by the U.S. Census 
Bureau, Ohio’s Asian population has grown by 
49% since 2000 (U.S. Census Bureau, 2010). The 
rapid growth of Asian graduate students in the US 
universities can also be found in the Open Doors 
2011/12 annual report published by the Insti-
tute of International Education (IIE). The num-
ber of international graduate students in the US 
reached a new 
high record of 
300,430 stu-
dents. Among 
this large num-
ber of interna-
tional students, 
the number of 
Asian graduate 
students en-
rolled in US is 
207,974 (about 
69.2% of the total number of international grad-
uate students). The empirical studies on Asian 
students’ professional development in the US are 
limited despite the expectation that the existing 
research findings have covered a wide range of 
topics. Many scholars have touched on the ne-
cessity of understanding the difficulties the Asian 
students face when studying in a foreign country, 
but they focused more on these undergraduate/
graduate students’ development of academic lit-
eracy (Casanave & Li, 2008; James, 2009; Li and 
Schmitt, 2009; Storch, 2009) or English oral pro-
ficiency (Morita,2004; Morita and Kobayashi, 
2008) rather than Asian students’ cultural-orien-
tation that occurs at the same time to help them 
adapt to the new environment and progress suc-
cessfully. Hence, educators need to have deeper 

knowledge about Asian students’ home cultures 
and their classroom norms that may be very dif-
ferent from the American norms and expecta-
tions. 

Since there is an increasing number of Asian stu-
dents in both K-12 schools and higher education 
in the US, educators should try to think about how 

to teach and 
make best use 
of the new hu-
man resources: 
Asian students. 
First, specific 
teaching strat-
egies to engage 
Asian students 
in secondary 
school setting 
will be intro-

duced in Part One. Second, suggestions for help-
ing Asian graduate students in TESOL programs 
develop their professional skills to teach English 
in the US or other ESL countries (which are not 
one’s own home countries, usually categorized as 
EFL teaching contexts) in Part Two. In both sec-
tions, the content will be presented in question 
and answer (Q&A) format so that readers can 
capture the essence of the common questions that 
educators have encountered when teaching Asian 
students in secondary school setting and listen to 
experienced Asian English teachers’ suggestions 
from the insider’s perspectives. The suggestions 
were driven by the writers’ personal learning and 
teaching experiences so that the contrast between 
teachers’ expectations and learners’ needs can be 
described with more details.

By Shiao-Chen Tsai & Artanti Sari

Educators need to have deeper knowledge 
about Asian students’ home cultures and 
their classroom norms that may be very 
different from the American norms and 
expectations.
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Part One: Teaching Strategies to 
Engage Asian Students in Second-
ary School Setting

Question 1: Why do many Asian students 
tend to be quiet in classroom discussions? 
How can we make them want to talk and 
ask questions in class?

Based on research with Asian students in a Ca-
nadian school, Duff (2002) argues that Asian 
students in her study seemed to be passive due 
to the following reasons: 1) they only participate 
when they consider that their participation will 
be valuable, 2) they generally allow other stu-
dents to speak, and 3) they believe that outspoken 
students are not necessarily good students. Peer 
pressure and not wanting to show off in front of 
classmates seem to have influenced on students’ 
lack of participation in class discussion. Based on 
the writers’ experiences as students from Asian 
countries, some Asian students think teacher’s 
talk is more valuable than peer’s talk, so she/he 
will rather be quiet and listen to teacher’s instruc-
tion directly than to listen to peer talks.

In order to increase Asian students’ participation 
in class, the writers suggest that teachers provide 
models on how to ask good questions, provide 
peer feedback orally, and provide practice in crit-
ical thinking.  Furthermore, teachers should en-
courage their participation by emphasizing that 
every question and comment is appreciated.

Question 2: In my writing class, my Asian 
students always expect me to give correc-
tive feedback directly, but I don’t think 
that is very helpful and I want them to 
learn how to find their own errors. How 
can I communicate with them and encour-
age them to take some responsibilities as 
learners? 

Most Asian students came from countries where 
their learning experiences were bound to ex-
am-oriented EFL classroom settings.  In these set-
tings, teachers usually give direct corrective feed-
back to save time and so that students will be able 
to succeed in exams by following the guidelines 

formulated by teachers. One way to help them 
identify their errors is to ask them to read their 
writings aloud.  While reading, teachers can help 
students to review each paragraph. Peer feedback 
can also be useful as long as the activity is guid-
ed by the teacher. For example, the teacher can 
provide (1) some sample sentences to comment 
on the strength of one’s writing before moving on 
the suggestion part and (2) a rubric to let students 
understand what the expectations of this writing 
exercise. In this way, learning to write peer feed-
back will be a lesson for not only academic writ-
ing, but also writing etiquette.

Question 3: My Asian students seem to be 
more comfortable in written communica-
tion than direct face-to-face interactions. 
How can I make my students feel comfort-
able speaking in class?

Asian students are very much aware of speak-
ing with correct grammar and pronunciation of 
English. Many students do not want to feel the 
pressure as though they are representative of 
their countries. The writers suggest that teachers 
should give them some time to brainstorm before 
they are ready to express their ideas in front of 
the class. Teachers could also start discussions 
in pairs/small groups to get students brainstorm 
ideas first and allow them to become more com-
fortable in expressing their ideas before sharing 
them to the whole class. Pair/small grouping 
makes it easier to exchange ideas (Rubin, 2008).  
It is also useful to create a good classroom climate 
for discussion so that students will be comfortable 
enough to speak, e.g. by fostering respect for each 
other’s ideas and encouraging students to raise 
their hands.

Part Two: Tips to Empower Non-na-
tive English Teachers

Question 1: How can I let my future em-
ployers believe that I am as experienced 
as a native speaking teacher to teach ESL 
students?

To be considered experienced and professional, 
non-native English teachers should maximize 
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their advantages in their resumes. Learning to 
write a good resume is a very useful skill for a 
non-native English teacher to learn in order to 
convince future employers that she/he is as ex-
perienced and as skillful as native ESL teachers. 
Catching up with the latest job market trends/
needs for different types of teaching positions is 
also worthwhile. One of the easiest way is to sub-
scribe various listervs (which are free for most cas-
es) and follow their latest call for jobs/positions, 
or opportunities to present or publish something 
that relevant to one’s research interests. 

Question 2: How can I develop my profes-
sional skills and increase my opportuni-
ties to be hired?

In developing professional skills, ESL teachers 
can work collaboratively with peers, e.g. to share 
teaching experiences and tips in classroom man-
agement and preparing content-based English 
learning projects.  Teachers could also seek pro-
fessional advice from more experienced peers. 
Furthermore, it is important for a non-native En-
glish speaker to have much confidence in them-
selves.  Their confidence could be built upon the 
awareness that they have been English language 
learners themselves and can serve as powerful 
role models for their students (de Oliveira, 2011).  
To enhance professional skills and increase em-
ployment opportunities, non-native ESL teach-
ers need to practice public speaking as often as 
possible because leaving a good impression on 
the future employers is the first step to get them 
interested in your experiences and abilities that 
will be helpful for the positions they have. Last, 
but not least, displaying good uses of technology 
for designing teaching/research materials (Tsai, 
2013) and managing course/research documents 
is always a plus that will impress the future em-
ployers.

Question 3: How can I develop my inter-
personal skills and network with people 
from the same field?

Interpersonal skills can be developed while de-
veloping a network with people from different 
fields because they may see different potentials 
you have for applying into various jobs and ar-

eas.  One way to develop a network with other 
ESL teachers is join a teacher support network 
or teacher association, such as TESOL. Another 
way is to participate in different conferences as a 
presenter, an attendee, or a volunteer in the orga-
nizing committee. Starting from local institutions 
to build up academic experiences on the resume 
is the first step. Capturing the learning opportu-
nities by interacting and observing people’ per-
formance in conferences and other professional 
setting, such as seminars or lectures on campus 
or outside campus, is the next step.

Conclusion

ESL Teachers for Asian students often face chal-
lenges in attempting to involve their students to 
participate in classroom discussions and activ-
ities. To overcome the challenges, ESL teachers 
should understand the reasons underlying prob-
lems associated with Asian students in order to 
create the appropriate solutions to the problems.  
For a non-native-English speaking ESL teacher 
the challenge is even harder due to the fact that 
they are often considered as less skillful as na-
tive-English speaking teachers.  Therefore, they 
have to convince future employers and students 
that they are as valuable as their native-English 
speaking peers and can serve as role models for 
non-native-English-speaking students.  Based 
on a research conducted in 22 intensive English 
programs in the United States, Moussu (2010) 
indicates that over time students’ attitude chang-
es toward non-native ESL teachers seemed to be 
more positive than their attitudes toward native 
ESL teachers.  To increase their professional and 
interpersonal skills, non-native ESL teachers 
should open a wider network with other profes-
sionals of the field.

Recognizing the problems is not enough; resolving 
them with wisdom is what every teacher should 
learn from observation, practice, and reflection. 
Hence, the writers would like to recommend a 
book written by Pollock (2008) for further study. 
It is a collection of classroom teaching scenar-
ios written by many classroom teachers and re-
searchers to present the problems and solutions 
in the class of students with diverse backgrounds 
(which include more than Asian students). Both 
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native and non-native English teachers will find 
this book inspiring for their intended or current 
teaching contexts.  

Both Shiao-Chen Tsai and Artanti Sari are doc-
toral students in Foreign and Second Language 
Education at The Ohio State University. Ms. Tsai 
came from Taiwan and has taught English to 
EFL secondary school students in Taiwan and 
ELL high school students in Columbus, OH.  Ms. 
Sari came from Indonesia and has taught uni-
versity students there.
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Ten tips for a successful meeting 
with ELL parents

According to J. Howard Johnston (1990), many 
teachers grew up in traditional families and yet 
teach students who do not share this homoge-
nous family experience. Add to that the differing 
ethnic, religious, linguistic, cultural, and socio-
economic statuses of 
many classrooms, and 
it is not surprising that 
teachers (and par-
ents) often feel misun-
derstood (Gianetti & 
Sagarese 1998).

ELL families have a 
particularly difficult 
time understanding 
communications teachers send home.  Often-
times, the documents are not a good match to 
the parents’ literacy skills because they contain 
idioms or specialized jargon. As one ELL parent 
put it, “When I look up a word, I still don’t under-
stand.” Inviting a parent to a meeting may be the 
only chance to have an interactive communica-
tion where questions can be answered and confu-
sions addressed. However, when expectations are 
not clarified to everyone in attendance, not only 
do we fail to meet our objectives, but also we risk 
widening the gap between the parties by adding a 
feeling of exclusion—including for the staff mem-
bers.

Ideally, a professional and effective interpret-
er serves as an intermediary between the school 
staff and family members to facilitate a dialogue 
without taking over the meeting. Sometimes flu-
ent and experienced interpreters don’t always 
focus on the overall mission of the meeting and 

focus solely on transmitting information from the 
school to the parents. At other times, they may 
get sidetracked.  For example, if the interpreter 
already knows the party or may be of the same 
origin, he/she may get distracted by wandering 

outside of the parame-
ters for that particular 
meeting. This is un-
fair to everyone. The 
meeting forum is not 
an appropriate place 
to rekindle an ac-
quaintance or develop 
a new one. Therefore, 
the practice of engag-
ing in a personal dia-

logue should never be accepted.

Further, the goal of having an interpreter is to es-
tablish an interactive talk, develop a rapport, and 
build trust between the school staff and the family 
members by showing goodwill to inform and in-
teract, allowing both parties to take an active role 
in the meeting even when the members do not all 
speak the language. None of these goals can be 
met in a group setting when one party is excluded 
from fully participating.

A non-English speaker who may be apprehensive 
may even feel that the staff members are disen-
gaged from his/her emotional plight or have no 
empathy. Here are 10 tips for facilitating great 
meeting:

1. Arrange to meet with the interpreter 10 to 15 
minutes prior to the meeting. It should not be 
held in a blind-date format.

By Leila Kubesch

Inviting a parent to a meeting 
may be the only chance to have an 
interactive communication where 
questions can be answered and 
confusions addressed. 
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2. Brief the interpreter with concerns, goals, and 
objectives for this meeting and who will be at-
tending.

3. Allow the interpreter to view any documents 
that need to be interpreted during the conference. 
This will allow for any questions, if he/she needs 
to look up any unfamiliar words, or to clarify the 
content.

4. Take the time to explain or present your build-
ing guidelines to the interpreter. Many interpret-
ers do not know what is expected of them other 
than to “relay” information from the school to the 
families.

5. Do not invite the parent to come in to the meet-
ing if some members are not there yet. This will 
allow the others to chat among themselves if they 
wish. The guest will not feel lost, excluded, or 
think that the group members are talking about 
his/her child. 

6. Request that the conversation between each 
party is short enough to allow for an ongoing di-
alogue.

7. The school administrator needs to sit at the head 
table. He/she serves to clarify, but also to remind 
the interpreter to keep the dialogue going if the 
conversation becomes a one-way relay of infor-
mation.  This can be accomplished by asking what 
the parent said in response. The seating serves to 
convey that the administrator is in charge of the 
meeting, not the interpreter.

8. Request that the interpreter explains and not 
just interprets since school language contains a 
lot of jargon. For example, a non-English speak-
ing family will not know what IEP or IAT means. 
Rather than saying the letters using the sounding 
alphabet of another language, time should be tak-
en to explain the meaning of abbreviations.

9. Look at or toward the family instead of the di-
rection of the interpreter, unless speaking to him/
her.

10. At the end of the meeting, ask them how to say 
“thank you” in their language. Then say it. It will 

make them smile and put everyone at ease ending 
the talk with the positive note. 

These 10 steps improve meetings by starting the 
administrator, staff members, and interpreter on 
the same page, keeping the focus of the meeting 
on that parent and offering a culturally responsive 
and welcoming atmosphere. Additionally, theses 
steps allow relationships between the school and 
parents to flourish within our day-to-day interac-
tions.  Even for parents whose native language is 
one other than English, the experience of visiting 
a school can be positive.  

Leila Kubesch taught Foreign Languages and 
English as a second language to  students in K-12 
for 20 years. She founded Parents2Partners to 
help bridge the linguistic barriers between ELL 
parents and schools.  She also writes children’s 
books. Currently she is a UC graduate student in 
the Reading Literacy Teacher Program.
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