
Effective teaching strategies for oral second language use
in German and French first-grade immersion classrooms

Item Type text; Dissertation-Reproduction (electronic)

Authors Akcan, Sumru

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 24/05/2023 20:26:15

Link to Item http://hdl.handle.net/10150/280142

http://hdl.handle.net/10150/280142


INFORMATION TO USERS 

This manuscript has been reproduced from the microfilm master. UMI films 

the text directly from the original or copy submitted. Thus, some thesis and 

dissertation copies are in typewriter face, while others may be from any type of 

computer printer. 

The quality of this reproduction Is dependent upon the quality of the 

copy submitted. Broken or indistinct print, colored or poor quality illustrations 

and photographs, print bleedthrough, substandard margins, and improper 

alignment can adversely affect reproduction. 

In the unlikely event that the author did not send UMI a complete manuscript 

and there are missing pages, these will be noted. Also, if unauthorized 

copyright material had to be removed, a note will indicate the deletion. 

Oversize materials (e.g., maps, drawings, charts) are reproduced by 

sectioning the original, beginning at the upper left-hand comer and continuing 

from left to right in equal sections with small overiaps. 

ProQuest Information and Leaming 
300 North Zeeb Road. Ann Arbor. Ml 48106-1346 USA 

800-521-0600 





EFFECTIVE TEACHING STRATEGIES FOR ORAL SECOND LANGUAGE USE IN 

GERMAN AND FRENCH FIRST GRADE IMMERSION CLASSROOMS 

by 

Sumru Akcan 

A Dissertation Submitted to the 

Graduate Interdisciplinary Program in Second Language Acquisition and Teaching 

In Partial Fulfillment of the Requirements for the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 
2002 



UMI Number 3061025 

UMI' 
UMI Microfomi 3061025 

Copyright 2002 by ProQuest Information and Learning Company. 
All rights reserved. This microform edition is protected against 

unauthorized copying under Title 17, United States Code. 

ProQuest Information and Learning Company 
300 North Zeeb Road 

P.O. Box 1346 
Ann Arbor. Ml 48106-1346 



o 

THE UNIVERSITY OF ARIZONA ® 
GRADUATE COLLEGE 

As members of the Final Examination Committee, we certify that we have 

read the dissertation prepared by Sumru Akcan 

entitled Effective Teaching Strategies for Oral Second Language 

Use in German and French First Grade Inmiersion Classrooms 

and recommend that it be accepted as fulfilling the dissertation 

requirement for the Degree of Dnrfnr n f  Philognphv 1 
r 

Date 

--— 5I21^{(M 
/ ̂,.^tt^M<-Ti.ooclman Date 

5 l 2 h f 0 2  

Carol Evans^ --n Date Carol Evans^ --n 

5/24/02 
Toni GrlTego Jones \ 7  Date 

Date 

Final approval and acceptance of this dissertation is contingent upon 
the candidate's submission of the final copy of the dissertation to the 
Graduate College. 

I hereby certify thac I have read chis dissercation prepared under my 
direction and recommend thatjLt be accepted as fulfilling the dissertation 
requir^enc. 

DissOTCation Director Yetta M. Goodman 

d 7  r f / O ' ^ — 
Datei 



3 

STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfillment of requirements for an 
advanced degree at the University of Arizona and is deposited in the University Library 
to be made available to borrowers under rules of the Library. 

Brief quotations from this dissertation are allowable without special permission, 
provided that accurate acknowledgement of source is made. Requests for permission for 
extended quotation from or reproduction of this manuscript in whole or in part may be 
granted by the head of the major department or the Dean of the Graduate College when in 
his or her judgement the proposed use of the material is in the interests of scholarship. In 
all other instances, however, permission, must be obtained from the author. 

SIGNED: , \ 



4 

ACKNOWLEDGLMENTS 

The completion of this dissertation was possible only with the contributions of 
many people. I would like to thank my advisor. Dr. Yetta Goodman, for her guidance and 
tremendous support throughout the process, and Dr. Toni Griego-Jones and Dr. Carol 
Evans for their patience, continuous support, and encouragement during my dissertation 
writing. I might not have seen the bright light at the end of the oinnel without their expertise 
and vision. I would like to extend my thanks to Dr. Toni Griego-Jones who helped me get 
in touch with the immersion schools in Milwaukee. 

I am deeply grateful to the principals and program implementors of the schools for 
graciously agreeing to allow me to conduct my study at their schools. I would like to give 
my heartfelt thanks to the teachers, namely Frau M., Monsieur L., and Mademoiselle F., for 
allowing me to sit in their classrooms and for sharing their insights into the immersion 
education process. It was a pleasure and privilege to work with them. I would also like to 
thank all of the pupils and their caring parents for their cooperation during the seven months 
of this study. 

I would like to thank to Shelly Dorsey for editing this dissertation and providing me 
with valuable assistance on organizing my thoughts. I would like to extend my sincere 
thanks to Dr. Helena Curtain, Dr. Natasha Warner, Dr. Jerome D'Augustine, and Elizabeth 
Amot-Hoppfer for their help and support. I am also grateful to Cornelia Grabichler. Lisa 
Jurkowitz, Claudia Galdberg, Iris Von Kepfelhodt, Karen Barto, and Judith Abella for 
uranscribing the huge amount of data. 

The completion of this degree would have been impossible without the support of 
the Higher Education Council of Turkey, Foreign Language Education Department of 
Bogazici University, and National K-I2 Foreign Language Resource Center at Iowa State 
University. This dissertation research is partiily supported with funding from the U.S. 
Department of Education, Office of Postsecondary Education, Center for International 
Education, under grant no. P229 A 990015 to Iowa State University through the Small 
Grants for Research in Early Foreign Language Education project. 

Ultimately, I wish to thank my family, Tulay, Melih, Secil, Serkan. I am grateful to 
my brother, Serkan, for welcoming me in his home in Milwaukee during my data collection 
period. I wish to thank my friends. Norma Lopez, Charlie Gonzales ("Grandpa"), Feyzan, 
Kyoko, Neda, Terry, and Bharathi for their loving support and encouragement. The 
completion of this degree would have been impossible without the love and support of my 
family and friends. 



5 

DEDICATION 

I dedicate this work to Frau M., Monsieur L., Mademoiselle F., the children in Room 29 

(German Immersion First Grade Class) and the children in Room 21 (French Immersion 

First Grade Class), and all the dedicated elementary teachers who make a difference in 

children's lives 

I also dedicate this work to my dear parents, Tiilay, Melih, Sahende Segii, and Nazmi Serkan 

Akcan 

Aynca, doktora tezimi sevgili ailem Tiilay, Melih, Sahende Se?il ve Nazim Serkan Akcan'a 

adiyorum. 



6 

TABLE OF CONTENTS 

LIST OF FIGURES 16 

LIST OF TABLES 18 

ABSTRACT 19 

CHAPTER I: NEED FOR RESEARCH IN IMMERSION CLASSROOMS: 

RATIONALE AND SIGINIHCANCE 20 

Significance of the Study 21 

Foreign Language Learning Models for Young Learners in the United States...22 

FLES Programs 22 

FLEX Programs 23 

Immersion Programs 23 

Two-Way Bilingual Immersion Programs 25 

One-Way Bilingual Immersion Programs 26 

Immersion Education 27 

Language Learning Outcomes of Canadian French Immersion 29 

Language Learning through Subject-Matter Learning 30 

Research Questions 32 

Organization of the Dissertation 33 

CHAPTER 2: LITERATURE REVIEW: THEORY, RESEARCH, AND 

PEDAGOGY OF IMMERSION EDUCATION 35 

Part 1 35 

Input and Interaction in Second Language Learning 35 

Krashen's Input Hypothesis 35 

Swain's Comprehensible Output Hypothesis 38 



7 

TABLE OF CONTENTS-Continued 

Sociocultural Perspectives on Second Language Learning 41 

Implications of Sociocultural Theory in Second Language 

Classroom Practice 43 

Issues in Second Language and Immersion Classrooms 46 

Teacher Questioning in Second Language Classrooms 46 

Focus on Form and Meaning in Second Language Learning 49 

Corrective Feedback 53 

Part II 56 

Desirable Characteristics of a Teacher 56 

What Makes a Good Elementary Immersion Teacher? 60 

Learning Experiences for Elementary Immersion Classrooms 62 

Classroom Routines and Pre-Fabricated Language Patterns 64 

Experiential and Analytic Teaching Practices in Immersion Classes 65 

Learning Experiences in Content Area Instruction for Young Second 

Language Learners 69 

Cooperative Learning 71 

Holistic Strategies 72 

Graphic Organizers 72 

Tunelines 73 

Venn Diagram 73 

Bow Charts 73 

Graphs/charts 73 



TABLE OF CONTENTS—Continued 

Learning Experiences in Elementary Language Arts for Young Second 

Language Learners 74 

Increasing Opportunities for Oral Second Language Use in Immersion 

Classrooms 76 

Characteristics of Immersion Teacher Talk 76 

Suggestions for Developing Oral Second Language Use 77 

Conclusion 81 

CHAPTER 3: METHODS FOR INVESTIGATING EFFECTIVE TEACHING 

STRATEGIES IN FIRST GRADE IMMERSION 

CLASSROOMS 82 

Research Design 82 

Data Collection Procedures 83 

Observations 85 

Video and Audio Recordings 86 

Interviews 86 

Interview with the Program Implementors 86 

Interview with the Teachers 87 

Interview with Students 89 

Interview with Parents 89 

Research Sites 90 

Milwaukee Public Schools: German Iimnersion Elementary 

School 90 

Language Distribution 90 



9 

TABLE OF CONTENTS-Continued 

Student Profile 91 

Teaching Staff. 91 

Admission Policy 91 

School Facility 92 

Achievements 92 

Milwaukee Public Schools: French Immersion Elementary School.92 

Language Distribution 92 

Student Profile 93 

Teaching Staff. 93 

Admission Policy 93 

School Facility 93 

Achievements 94 

Participants 94 

German Immersion School 94 

Frau M. and her first grade class 94 

French Immersion School 95 

Mademoiselle F. and Monsieur L. and their first grade class.95 

Ethics and Reciprocity 96 

Data Analysis 96 

Phase I: Analysis of Field Notes 98 

Phase 2: Analysis of the Video and Interview Transcriptions 100 

Phase 3: Enumeration of the Data 104 

Phase 4: Writing-up the Data Analysis 105 



1 0 

TABLE OF CONTENTS-Continued 

CHAPTER 4: EFFECTIVE TEACHING STRATEGIES FOR ORAL SECOND 

LANGUAGE IN GERMAN FIRST GRADE IMMERSION 

CLASS 108 

Case Study: First Grade German Immersion Classroom 108 

Typical School Day in Room 29, the First Grade Class 109 

Calendar Time 114 

Daily Routine 114 

Analytic Teaching Strategies 115 

Focus on Form 116 

Strategy I- Use of Visual Cues: Flash Cards, Consonant, and Vowel Charts. 116 

Strategy 2- Pre-Fabricated Language Patterns 120 

Strategy 3- Developing Comprehension Skills and Vocabulary 125 

Strategy 4- Peer Teaching 136 

Interpretation of Findings on Calendar Time 139 

Board Story Time 144 

Daily Routine 144 

Analytic Teaching Strategies 145 

Focus on Form 145 

Strategy I- Modeling the Second Language through Board Stories 145 

Strategy 2- Enhancing Vocabulary Knowledge 153 

Strategy 3- Continuous Repetition and Review 161 

Experiential Teaching Strategies 163 



11 

TABLE OF CONTENTS—Continued 

Strategy 1- Developing Understanding through the Use of Comprehension 

Questions 164 

Strategy 2- Group Work Projects Related to the Board Stories 172 

Interpretation of Findings on Board Story Time 182 

Reading Aloud Time 188 

Daily Routine 188 

Experiential Teaching Strategies 188 

Strategy I- Building and Developing Background Knowledge 189 

Strategy 2- Comprehension Questions to Build Understanding 196 

Strategy 3- Small Group Reading Time 199 

Interpretation of Findings on Reading Aloud Time 205 

Math Time 211 

Daily Routine 211 

Experiential Teaching Strategies 212 

Strategy L- Creating Concrete Learning Experiences 213 

Strategy 2- Activating Background Knowledge to Help Comprehension 235 

Strategy 3- Continuous Repetition and Review 239 

Interpretation of Findings on Math Time 245 

CHAPTER 5: EFFECTIVE TEACHING STRATEGIES FOR ORAL SECOND 

LANGUAGE IN FRENCH FIRST GRADE IMMERSION CLASS....249 

Case Study: First Grade French Immersion Classroom 249 

A Typical Day in Room 21, the First Grade Qass 249 

Carpet Time 256 



1 2 

TABLE OFCONTENTS-Continued 

Daily Routine 256 

Analytic Teaching Strategies 257 

Focus on Form 258 

Strategy 1- Analyzing Words: Use of Flash Cards and Cubes 258 

Strategy 2- Building Vocabulary Knowledge 265 

Experiential Teaching Strategies 270 

Strategy 1- Linguistic Modeling and Pre-Fabricated Language Patterns 271 

Strategy 2- Peer Teaching 291 

Strategy 3- Creating Concrete Experiences 295 

Strategy 4- Creating Meaningflil Communicative Contexts 309 

Interpretation of Findings on Carpet Time 317 

Reading Aloud Time 323 

Daily Routine 323 

Experiential Teaching Strategies 324 

Strategy 1- Focus on Form: Nursery Elhymes 324 

Strategy 2- Comprehension Questions about a Story: Focus on Story 

Structures 327 

Strategy 3- Creating Interactive Contexts to Share and Discuss 336 

Booksharing 337 

Show-and-Tell 339 

Interpretation of Findings on Reading Aloud Time 343 

Puppet Theater Time 349 

Daily Routine 349 



1 3 

TABLE OF CONTENTS—Continued 

Experiential Teaching Strategies 350 

Strategy 1-Improvisation 350 

Strategy 2- The Use of Comprehension Questions Based on a Story Structure.357 

Interpretation of Findings on I^ippet Theater Time 360 

Math Time 365 

Daily Routine 365 

Experiential Teaching Strategies 365 

Strategy 1- Linguistic Modeling: The Use of Pre-Fabricated Language 

Patterns 366 

Strategy 2- Cooperative Group Work 382 

Strategy 3- Building Background Knowledge 385 

Interpretation of Findings on Math Time 389 

CHAPTER 6: CONCLUSION 394 

INSIGHTS AND UNDERSTANDINGS ON LMMERSION TEACHING...394 

Study Findings 395 

Discussion on Immersion Teaching .404 

Suggestions for Immersion Teachers 409 

Suggestions for Immersion Program Implementors 410 

Suggestions for Further Research 412 

Personal Reflections on this Research Study 413 



14 

TABLE OF CONTENTS-Continued 

APPENDIX A TIMELINE FOR THE SCHOOL VISITS (OBSERVATION 

SCHEDULE IN GERMAN AND FRENCH FIRST GRADE 

LANGUAGE ARTS AND MATH CLASSES, 2000-2001) 415 

APPENDIX B STRUCTURED INTERVIEW QUESTIONS FOR THE 

PROGRAM IMPLEMENTORS 419 

APPENDK C STRUCTURED INTERVIEW QUESTIONS FOR THE 

TEACHERS 421 

APPENDIX D SEMI-STRUCTURED INTERVIEW QUESTIONS FOR THE 

TEACHERS 422 

APPENDIX E PICTURE OF THE GERMAN IMMERSION 

SCHOOL 423 

APPENDIX F PICTURE OF THE FRENCH LMMERSION 

SCHOOL 424 

APPENDK G PERMISSION LETTER FROM THE HUMAN SUBJECTS 

COMMITTEE OF THE UNIVERSITY OF ARIZONA 425 

APPENDIX H SAMPLES OF THE DESCRIPTIVE AND ANALYTIC FIELD 

NOTES 426 

APPENDIX I PICTURE OF ROOM 29 (GERMAN FIRST GRADE 

CLASS) 427 

APPENDDC J "ONLY GERMAN SPOKEN IN THE CLASS" 428 

APPENDDC K PRAISE COUPONS 429 

APPENDIX L TEACHING MATERIALS USED IN CALENDAR TIME....430 



1 5 

TABLE OF CONTENTS-Continued 

APPENDIX M PASSWORDS 431 

APPENDIX N GRAMMAR GAME 432 

APPENDDC 0 GROUP WORK JOB CARDS 433 

APPENDIX P STUDENT WORK ON SORTING THE GEOMETRICAL 

SHAPES 434 

APPENDIX Q CHART FOR THE GEOMETRICAL SHAPES 435 

APPENDDC R STUDENT WORK 436 

APPENDDC S SAMPLE STUDENT WORK ON MORNING WORK 437 

APPENDDC T VOCABULARY GAME, "CHUTE AND LADDER" .438 

APPENDIX U INCENTIVES AND CONSEQUENCES CHARTS 439 

APPENDIX V SAMPLE STUDENT WORK 440 

APPENDIX W ASSESSMENT ON PAIRWORK 441 

REFERENCES 442 



1 6 

LIST OF nOURES 

FIGURE 3.1, Research timeline 84 

FIGURE 3.2, Coding scheme: Categories of teacher talk 103 

FIGURE 4.1, Daily class schedule of Room 29 (2000-2001) 112 

FIGURE 4.2, Frau M.'s first grade classroom 113 

FIGURE 4.3, Sound and letter chart 119 

FIGURE 4.4, Teacher and student(s) language patterns for low-level 

questions and prompting in calendar time 143 

RGURE 4.5, Namenworter (Nouns), Tunworter (Verbs), and Wieworter 

(Adjective) chart 146 

RGURE 4.6, Board story (Winter) 150 

RGURE 4.7, Board story (Musical Instruments) 151 

FIGURE 4.8, Musical instruments 157 

FIGURE 4.9, Board story (Wind) 164 

RGURE 4.10, Story written by a group of students 180 

RGURE 4.11, Teacher and student(s) language patterns for low-level, 

high-Level questions, and prompting in board story time 187 

RGURE 4.12, Teacher and student(s) language patterns for low-level, 

high-level questions, and prompting in reading aloud time 210 

RGURE 4.13, Teacher and snident(s) language patterns for low-level, 

high-level questions, and prompting in math time 248 

RGURE 5.1, Daily schedule of the first grade class 250 

RGURE 5.2, Monsieur L.' and Mademoiselle F.' s first grade class 255 

RGURE 5.3, Place/value chart 256 



1 7 

LIST OF FIGURES—Continued 

FIGURE 5.4, Mr/Miss Bear 281 

FIGURE 5.5, Teacher and student(s) language patterns for low-level, 

high-level questions, and prompting in carpet time 321 

RGURE 5.6, Teacher and student(s) language patterns for low-level, 

high-level questions, and prompting in reading aloud time 347 

RGURE 5.7, Puppet theater 349 

FIGURE 5.8, Teacher and student(s) language patterns for high-level 

questions, and prompting in Puppet theater time 364 

FIGURE 5.9. Plastic animal basket 370 

RGURE 5.10, Teacher and student(s) language patterns for low-level, 

high-level questions, and prompting in math time 393 

RGURE 6.1, Analytic and experiential teaching strategies for oral second language use 

in German and French first grade immersion classrooms 396 



1 

LIST OF TABLES 

TABLE 4.1, Frequency of Verbal Interaction of Frau M. and her Students in Calendar 

Time between November'OO-May'Ol (Based on two hours of data) 141 

TABLE 4.2, Frequency of Verbal Interaction of Frau M. and her Students in Board Story 

Time between November'OO-May'Ol (Based on two hours of data) 184 

TABLE 4.3, Frequency of Verbal Interaction of Frau M. and her Students in Reading 

Aloud Time between November'OO-May'Ol (Based on two hours of 

data) 207 

TABLE 4.4, Frequency of Verbal Interaction of Frau M. and her Students in Math Time 

between November'OO-May'Ol (Based on two hours of data 246 

TABLE 5.1, Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and 

their Students in Carpet Time between November'OO-May'Ol (Based on 

two hours of data) 319 

TABLE 5.2, Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and 

their Students in Reading Aloud Time between November'OO-May'01 

(Based on two hours of data) 345 

TABLE 5.3, Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and 

their Students in Puppet Theater Time between November'OO-May'Ol 

(Based on two hours of data) 362 

TABLE 5.4, Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and 

their Students in Math Time between November'OO-May'Ol (Based on 

two hours of data) 391 



1 9 

ABSTRACT 

This micro-ethnographic classroom-based case study explores analytic and 

experiential teaching strategies that lead to engaged student participation and increased 

learning opportunities in German and French first grade language arts and math classes. 

The data were collected from two successful public elementary immersion schools in 

Milwaukee where English-speaking children learn the school curriculum through a second 

language (German or French) starting from kindergarten. The data in this study were 

collected in a seven-month time period by using data collection methods such as field notes, 

audiotaping, videotaping, and interviews. The constant comparative method, based on 

grounded theory (Glaser & Strauss, 1967), and enumerative techniques were used for data 

analysis. 

The data have shown that the first grade immersion teachers used analytic and 

experiential teaching strategies in learning contexts in order to promote oral second 

language use and content learning in language arts and math classes. Analytic teaching 

strategies focus on specific features of the target language, such as syntactic structures, 

pronunciation, and vocabulary, whereas, experiential teaching strategies focused on the use 

of the target language in a meaningful and contextualized way. This study also suggests 

that teachers' learning and teaching philosophies are reflected in their actions and behaviors, 

and analytic and experiential teaching strategies are the reflections of the teachers' belief 

systems and their instructional practices. The knowledge gained from this study may form 

a solid background for pre-service and in-service teacher education programs by 

demonstrating the needs of immersion teachers, and also recognizing the challenges of 

immersion education. 
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CHAPTER 1 

NEED FOR RESEARCH IN IMMERSION CLASSROOMS: RATIONALE AND 

SIGNEFICANCE 

The research studies on immersion educauon have focused mostly the outcomes. 

Researchers have sought to leara about the effectiveness of immersion teaching on student 

language proficiency, the characteristics of one-way and two-way immersion programs, and 

the outcomes of these programs on student academic and language learning. However, 

research studies of the teaching and learning processes in immersion classrooms are 

necessary as well in order to understand and increase the effectiveness of the immersion 

approach. Specifically, such studies will help to identify instructional practices that promote 

second language learning in these classrooms. 

In this dissertation study, I investigate the teaching strategies that lead to higher 

student participation within various learning conte.xts in immersion classrooms. More 

research is needed that e.xamines the processes that cause desired language outcomes in 

immersion classrooms. This research study will be usefiil for the education tleld in terms 

of exploring effective teaching strategies that are used by first grade immersion teachers to 

promote the oral second language use and content learning in one-way first grade 

immersion classrooms. 

In this chapter, I first discuss the rationale and significance for conducting research 

in immersion classrooms. Then I describe early foreign language learning models in the 

United States. I also provide background information on immersion education and the 

goals of the Canadian French immersion model which is the origin of the enrichment 

(additive) immersion programs. This is followed by the research questions of this study. 

Lastly, the organization of the dissertation is presented at the end of this chapter. 
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Significance of the Study 

The effectiveness of immersion education relevant to second language teaching and 

learning has been documented repeatedly in a number of longitudinal evaluations (Genesee, 

1983; Lambert & Tucker, 1972; Swain & Lapkin, 1982). Immersion teaching is an 

effective way to teach a second or a foreign language both socially and academically in a 

meaningful conte.xt. Harley (1998) mentions that immersion programs in Canada provide 

increased opportunity for the communicative use of the second language. She adds that 

"They (immersion programs) have become a popular option as a means of developing a 

high level of proficiency in both of the nation's official languages" (p.29). Although Stem 

(1976, p.290) indicates that "early learning is no guarantee of success," second language 

instruction in the elementary education may lead to greater proficiency and confidence in the 

acquisition and learning of a new language. 

Tardif and Weber (1987) think that more research needs to be done in order to 

pinpoint the characteristics of immersion teaching and its particular context. The context of 

classroom talk and the analysis of classroom talk are important areas that need to be 

examined in order to understand the processes of teaching and learning in immersion 

classrooms. This base of knowledge is urgently needed so as to develop teacher education 

programs that recognize the special needs of immersion teachers. This information would 

be useful not only as input to teacher training programs, but would also serve to broaden 

our understanding of the processes of second language learning. This study also aims to 

guide teacher education programs by showing the needs of immersion teachers and 

students. Furthermore, the knowledge gained from this dissertation study may form a solid 

background for pre-service and in-service teacher education programs by demonstrating the 

needs of immersion teachers and students, and by recognizing the challenges of immersion 

education. Also, one of my fiiture projects is to start up an elementary immersion school in 



22 

Turkey. The findings of this study will help me understand what immersion teaching looks 

like and how language and learning goals for immersion education can be achieved. 

This research study is directed toward investigating the teaching processes and the 

learning experiences that take place in first grade one-way immersion classrooms where 

English-speaking children are instructed in the second language, German or French, starting 

from kindergarten. In other words, this study describes what actually takes place in two 

immersion classrooms and examines the interaction patterns between the teachers and the 

students. More specifically, the major goals of this study are to find the effective teaching 

strategies that first grade immersion teachers use in order to enhance student oral second 

language production in a classroom setting and to explore the learning experiences and the 

teaching materials that are used to facilitate student learning in language arts and math 

classes. 

Foreign Language Learning Models for Young Learners in the United States 

There are three basic program models for early second language learning for 

English speakers in the United States. These models are FLES (Foreign Languages in 

Elementary Schools) programs, FLEX (Foreign Language Exploratory or Foreign 

Language Experience) programs, and language immersion programs (Curtain and Pesola, 

1994; Heining-Boynton, 1998). A fourth program model, called two-way immersion, is a 

variation of the immersion model. 

FLES Programs: Curtain and Pesola (1994), Heining-Boynton (1998) and 

Branaman and Rennie (1998) state that E^ES programs were the most common type of 

foreign language learning programs at the elementary school level in the 1960s. The E^ES 

model is a sequential articulated program at the elementary school level in which study of a 

foreign language leads to continued study at the secondary level. In a typical FLES 

program, classes meet for an hour or less per day, approximately twenty to thirty minutes. 
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The main goal of the fl-ES programs is to focus on developing listening and speaking 

proficiency and an understanding and appreciation of the foreign culture, [n other words, 

the main goal of the FLES programs is to teach listening, speaking, reading, writing, and the 

culture of the foreign language in a meaningful context. In some IT-ES programs, one or 

more subject content classes are also taught in the target language; in this way, children's 

daily exposure to the target language is increased. This model is also known as content-

based or content-enriched FLES. Subjects for content-based or content-enriched FLES 

programs consist of physical education, music, art, mathematics, social studies, and science. 

Content-based or content-enriched ET-ES programs integrate themes and objectives from the 

regular academic curriculum as vehicles for improving foreign language skills. 

FLEX Programs: The goal in FLEX programs is for students to learn about 

language in general and its culture. FLEX programs lake over a specific period of time, 

varying from six to nine weeks in a semester. A few phrases in the target language are 

learned and communication is not a goal (Heining-Boynton, 1998). Hoch (1998) adds that 

FLEX programs can be a part of the elementary or the middle school curriculum. FLEX 

programs may encourage students to enroll in further foreign language study, but they are 

not part of an articulated sequence. They generally are designed to introduce students to 

one or several languages and cultures. The main goal of the FLEX programs is language 

experience rather than proficiency. 

Immersion Programs: In immersion programs, the foreign language is the vehicle 

for teaching the regular school curriculum rather than the subject of the instruction. In other 

words, immersion programs immerse the learner into the target language, as the elementary 

school curriculum is taught in the target language (Heining-Boynton, 1998). Rubio (1998) 

views language immersion as an approach and a method of instruction in which the regular 

school curriculum is taught through the target language to non-native speakers. There are 
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two types of immersion programs: two-way immersion programs and one-way iimnersion 

programs. 

Within these program types, there are three types of immersion program models; 

total immersion, partial immersion, and double immersion. In total immersion programs, 

children who are native speakers of English leam all school curriculum in a target language, 

usually beginning in kindergarten or Grade I. All the instruction is provided in the target 

language from kindergarten through Grade 2. Limited instruction in English usually begins 

in Grade 2 or 3. In the upper grades, at least 50% of the instruction is delivered in the target 

language. Initial reading instmction takes place in the target language (Pesola, 1988). 

In the partial immersion model, 50% of the instruction is offered in the first 

language and 50% of instruction in the target language. The partial immersion model is a 

variation of an immersion model which is found in both the United States and Canada. 

Initial reading instruction takes place either in English or the target language. In some 

partial immersion classrooms, each class has two teachers. One teacher teaches in the first 

language and the other teacher in the target language. A third type of immersion is double 

immersion. A double immersion program is a total immersion program with instruction in 

two non-native languages. An e.xample for double immersion is the French-Hebrew 

program in Montreal, Canada (Pesola, 1988). 

Rubio (1998) claims that inmiersion is the most effective way to acquire a high level 

of proficiency in a second language as compared to FT-ES and FLEX. This is particularly 

true for young learners in a total irmnersion context. Rubio further adds that although 

immersion students cannot develop native-like proficiency in the target language after 

several years of study, they are still advanced in proficiency compared to students in other 

types of early foreign language programs. In immersion classrooms, the language 

proficiency of students is not native-like because they have limited opportunities to interact 
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with native speakers outside the program, except for their teacher(s). Mostly, students 

communicate with their non-native speaking classmates within a classroom setting. 

Curtain and Pesola (1994) state that "language proficiency outcomes are direcdy 

proportional to the amount of time spent by students in meaningful communication in the 

language. The more time smdents spend working communicatively with the target language, 

under the guidance of a skilled and fluent teacher, the greater will be the level of language 

proficiency they acquire" (p.3l). Curtain and Pesola point out that immersion programs 

lead to the greatest functional proficiency over time because of the time and intensity 

devoted to the use of the target language in these programs. FLES programs may also aid 

students to attain some functional proficiency dependent on the amount of time offered to 

language instruction, the sequential nature of the instructional program, and the 

opportunities for meaningful communication. Unlike the FLES and immersion programs. 

FLEX programs are not designed to develop learners' communicative competence because 

of the minimal time given to instruction in the target language (Hoch. 1998). 

Two-Way Bilingual Immersion Programs 

Another type of a early foreign language learning program model is the two-way 

bilingual immersion program. Basically, two-way bilingual immersion programs are 

designed for both the language majority (English speakers) and language minority (non-

English speakers) students concurrendy. In this type of program, all content instruction 

takes place in the first language of the language minority smdent (e.g., Spanish) in the lower 

elementary grades. In the upper elementary grades, half of the curriculum is taught in the 

flrst language of the minority students language and half in English, the first language of the 

language majority students. For example, in a two-way bilingual immersion program, 

English-speaking students would learn Spanish as a target language and continue to 

improve their native English language skills and Spanish-speaking students would leam 
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English as the target language while they become literate in their native language (Pesola, 

1988). 

Two-way immersion programs are also called developmental or enrichment bilingual 

programs. Since the early 1970s immersion programs have spread across the United 

States; presently, there are 269 immersion programs in 23 states representing a diversity of 

foreign languages-Spanish, German, French, Cantonese, and Japanese 

(http://www.cal.org/twi/directory). Lessow-Hurley (1996) notes that in these programs, 

monolingual English-speaking children are immersed in a second language with limited 

English proficient children who are native speakers of the second language. The goal of 

two-way immersion programs is additive bilingualism for language majority and language 

minority speakers. Another goal in two-way immersion programs is to have the students of 

both language backgrounds studying content classes in both the language majority and 

language minority languages (Taylor, 1992; Roberts, 1995). 

One-Way Bilingual Immersion Programs 

Like two-way programs, one-way immersion programs are also etuichment bilingual 

programs in which the majority language speakers are instructed in the second language 

starting from kindergarten. A Canadian French immersion program is an early model of 

one-way unmersion, which is discussed in the next section of this chapter. The Culver City 

"mimersion program was the first replication of the Canadian immersion program in the 

United States. After the creation of the French immersion program in Canada in the 1960s, 

a group of professors from UCLA found local support for the establishment of a Spanish 

Inmiersion Program in Culver City, California in 1971 (Snow, 1987). 

The Culver City iirunersion program is an example of a one-way immersion model 

in which English-speaking students are immersed in a second language (Spanish) starting 

from kindergarten. The selection of Spanish as one of the languages used in instruction 

http://www.cal.org/twi/directory
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was based on the common use of Spanish in southern California. This program provided 

all instruction in kindergarten and first grade in Spanish. English is introduced into the 

curriculum in Grade 2. As in other early-total inunersion programs, instruction in English 

is increased progressively until there is an equal division between English and Spanish 

instruction by the end of elementary school (Genesee, 1985; Lessow-Hurley, 1996). The 

German and French elementary immersion schools in Milwaukee, where I conducted my 

research, are also one-way immersion programs. The German and French immersion 

schools in Milwaukee modeled on Canadian French immersion programs and they are also 

magnet schools in the sense that students from ail parts of the city of Milwaukee can attend 

these schools (Cummins, 1984). 

Immersion Education 

Lyster (1998) states that "Language immersion has generally been defined as a 

programme in which the second language is not learned through language instruction but 

rather through subjects such as science and geography taught in the second language" 

(p.65). However, immersion education should not be confused with "submersion" or "sink-

or-swim." In an immersion classroom, instruction is delivered in the second language but it 

is carefully structured in order to maximize students' comprehension. Children are not 

expected to function immediately in their second language and they can also express 

themselves in their first language (Clyne, 1986; Lessow-Hurley, 1996; Cunain & Pesola, 

1988; Obadia, 1995). 

The immersion model was originally developed in the 1960s in Canada and was 

used successfully with English speakers learning French in order to provide a better 

language education for English speakers and make them fluent in French (Taylor, 1992; 

Brisk, 1998). In Canada, immersion programs have been mainly designed for speakers of 
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the majority language (English). Basically, there are three main goals for Canadian 

immersion bilingual education: 

(1) to become competent to speak, read and write in French; 

(2) to reach normal achievement levels throughout the curriculum 

including the English language; 

(3) to appreciate the traditions and culture of French speaking Canadians 

as well as English speaking Canadians (Baker, 1993; p. 158). 

In Canada, immersion programs have been designed for growing numbers of 

minority language children, i.e., French speakers who are immersed in English immersion 

programs. In this aspect, the goals for Canadian bilingual education are functional 

proficiency in a second language, subject-matter mastery throughout the curriculum, and 

cross-cultural understanding. Learners are expected to become biliterate and bilingual 

without loss of academic achievement. In this sense, Canadian immersion programs 

promote pluralistic and additive bilingualism (Lambert & Tucker. 1972). Canadian 

inmiersion programs are also called "enrichment" immersion programs. As mentioned 

previously, immersion programs in the United States are also enrichment bilingual 

education programs. 

Enrichment immersion programs, or two-way immersion programs are designed to 

provide academic instruction and language proficiency in two languages to language 

minority and language majority students. Ovando and Collier (1998) view two-way 

immersion education as an integrated model in which speakers of both languages are placed 

together in a bilingual classroom (i.e., magnet schools) to learn each others' language and 

work academically in both languages. Actually, the goal of the two-way immersion 

programs is also to maintain the native languages of both majority and minority group of 

students. In one-way immersion programs, speakers of the majority language are schooled 
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bilingually to leam the target language and also accomplish the academic goals in the target 

language. 

Language Learning Outcomes of Canadian French Immersion 

As stated previously, language immersion was developed in Canada in the late 1960s 

for the purpose of teaching children from a majority-language (English) background the 

language of the minority group (French) in immersion programs (Lambert & Tucker, 1972; 

Swain, 1996; Cummins & Swain, 1986). Children in French immersion programs in 

Canada have been extensively studied in order to determine their development in second 

language learning. Research in immersion education has focused on whether students 

learned the target language and how well they did so by examining immersion students' 

receptive and productive skills. 

Comparison studies on the second language development of French immersion 

students have been conducted comparing students in French immersion programs with the 

native speakers of French attending French-medium schools (Swain and Lapkin. 1982; 

Lambert & Tucker. 1972; Genesee, 1978, 1987). Research on the second language 

development of immersion smdents indicate that while immersion learners demonstrate 

native-like competency in listening comprehension and reading skills, they generally fall 

behind native speakers in their productive language skills (writing and speaking). It has 

been found that French language development of the students at the Canadian French 

immersion programs does not reach the French language skills of native-speaking peers. In 

other words, although immersion students attain high levels of functional proficiency in the 

second language, they seldom accomplish native-like competence in the language (Swain, 

Lapkin, & Andrew, 1981; Lapkin & Swain, 1984). Students develop high levels of 

communicative fluency in the second language, but their spoken and written use of the 

second language often contain morphological and syntactic inaccuracies, lack precision in 
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vocabulary use, and tend to be sociolinguistically restricted to a more formal and academic 

register (Harley, 1979; Harley & Swain, 1977, 1984; Swain, 1978, 1985; Holobow, 1998). 

The detailed analyses of the oral and written production skills of French immersion 

smdents showed that their grammar was less complex and less redundant than that of native 

speakers and the students' use of language was often nonidiomatic. Furthermore, their 

lexical and syntactic usages showed discrepancy from that of native speakers in ways that 

were not inaccurate, but that were uncommon (Genesee, 1987, 1994; Genesee, Holobow, 

Lambert, Cleghom. & Walling, 1985; Spilka, 1976). 

Language Learning through Subject-Matter Learning 

Many current second language teaching methodologies are based on the premise 

that language instruction is more effective if the second language is used as the medium of 

instruction for the regular school curriculum rather than taught as a subject matter (Snow, 

1986). There has been a shift from teaching language alone to content-based instruction. 

Snow, Met, and Genesee (1989) state that cognitive development and language development 

go hand in hand in children and an integrated approach brings these domains together in 

instruction. Another rationale behind integrating language and content teaching is that 

language is learned most effectively for communication in meaningful, purposeful social 

and academic contexts. 

The integration of content with language instruction provides a substantive basis for 

language teaching and learning since content can provide both a motivational and a cognitive 

basis for language learning. Content also provides a real meaning that is an inherent feaoire 

of naturalistic language learning. The success of immersion as a model of foreign/second 

language education has provided strong evidence for the effectiveness of language learning 

through subject-matter learning. Immersion smdents learn the academic content specified in 
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the school curriculum and at the same time they develop significant levels of foreign 

language proficiency (Genesee, 1987; Lambert & Tucker, 1972). 

Curtain (1995) and Met (1991) share the same view by saying that second language 

acquisition increases with content-based language instruction, because students learn 

language best when there is an emphasis on relevant, meaningful content rather than on the 

language itself Both form and meaning (content) are important and work together 

namrally; to separate them is unnatural. Mohan (1986) also provides a convincing rationale 

for content-based second language instruction: 

Language is not just a medium of communication but a medium of learning 

across the curriculum. The goal of integration is both language learning 

and content learning. Content-based classrooms are not merely places 

where a student learns a second language; they are places where a 

student gains an education (p. 8). 

The rationale for the immersion education comes from content-based learning. 

Brinton, Snow and Wesche (1989), Chamot and O'Malley (1994), Mohan (1986) and 

Genesee (1987) state that language is learned best when it becomes the medium of 

instruction rather than the goal of instruction. Christian, Montone, Lindholm, and Carranza 

(1997) also mention that students learn language while they are learning content through 

content-based instruction in immersion settings. Brinton et al. (1989) define content-based 

instruction (CBI) as "Concurrent teaching of academic subject matter and second language 

skills" (p.2). As they mention, content-based language instruction is the integration of a 

specific content with language teaching objectives. Marani (1998) also views content-based 

language instruction as the integration of linguistic and content material for the aim of 

learning a second language in an academic setting. In content-based language instruction, 

the goal for each teacher should be to develop academic achievement and language 

proficiency simultaneously. According to Strjker and Leaver (1991), content-based 
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instruction is a communicative approach to language teaching and it recognizes the 

importance of language as a medium of learning. Mohan (1986) also calls content-based 

language instruction "interactive language teaching." 

Cunain (1986) agrees with Snow and states that the integration of language and 

subject matter has successfully been accomplished in immersion programs. In these 

programs, students not only acquire a second language, but also acquire subject matter 

knowledge at the same time. However, Allen, Swain, Harley, and Cummins (1990) point out 

that teachers in immersion classes do most of the talking and student output is often limited 

in the second language. Stein (1999) agrees with Allen et al. (1990) and adds that 

immersion students need more encouragement and opportunities for extended discourse in 

order to develop their oral second language and communicate verbally in a functional and 

accurate way in the second language. 

Research Questions 

It is a challenge to create learning environments that encourage more student output 

in immersion classrooms due to the often limited exposure to the target language in a 

classroom setting. Thus, this study aims to explore effective leaching strategies that 

facilitate oral second language (German and French) in first grade immersion classrooms. 

This study is carried out in two one-way elementary immersion schools which are located in 

Milwaukee, WI, USA. The two schools have total immersion programs in which the 

English-speaking students are immersed into German or French starting from kindergarten. 

The reason for selecting these schools as research sites for this study is their reputation in 

accomplishing their academic and language goals successfully throughout the curriculum. 

Furthermore, the first grade teachers who participated in this study were recommended by 

the program implementors of these schools as exemplary educators. 
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I investigate two research questions in this study. The first research question 

investigates effective teaching strategies that increase the students' oral second language use 

in German and French first grade immersion classrooms. The second research question 

deals with the learning experiences and materials that the three teachers in this study used in 

order to enhance language and content learning in language arts and math classes. 

Specifically, there are two research questions of this study. 

(1) What are effective teaching strategies that increase students' oral second 

language use in German and French first grade immersion classrooms? 

(2) What are the learning experiences that the teachers use in order to facilitate 

language and content learning in German and French first grade language arts and math 

classes? 

Organization of the Dissertation 

This dissertation has six chapters: 

Chapter I (Need for Research in Lmmersion Classrooms; Rationale and 

Significance) introduces the study by discussing the rationale and the need for conducting 

this study. It presents information about the elementary school foreign language programs 

in the United States and the origin of immersion education. 

Chapter 2 (Literature Review: Theory, Research and Pedagogy of Immersion 

Education) addresses the theoretical background of the study. Early second language 

learning theories and Vygotsky's sociocultural theory of learning are examined and 

discussed. This chapter also reviews the professional literature related to content-based 

language instruction and immersion teaching pedagogy. 

Chapter 3 (Methods for Investigating Effective Teaching Strategies in First Grade 

Immersion Classrooms) presents the research design which is a micro-ethnographic 
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classroom-based case study. Data collection techniques and the data analysis are described 

in this chapter. 

Chapter 4 and Chapter 5 (Effective Teaching Strategies for Oral Second Language 

Use in the German and French First Grade Immersion Classrooms) describe the research 

sites in terms of the school profiles, classroom communities with the teachers and the 

students, and classroom environment. A detailed description of the teacher-student, student-

student verbal interaction patterns in the German and French first grade classrooms are 

examined. The teaching strategies that increase oral second language use in these 

classrooms are demonstrated through anecdotes that show sample student and teacher 

language in first grade language arts and math classes. The tjrpe of learning experiences 

and the teaching materials that are used in language arts and math classes are also examined 

in Chapters 4 and 5. 

Chapter 6 (Conclusion: Insights and Understandings on Immersion Teaching) 

discusses the research findings and concludes with implications for immersion teachers and 

program implementors, and suggestions for further research. The nature of the learning 

contexts and learning experiences are discussed. 
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CHAPTER 2 

LITERATURE REVIEW: THEORY, RESEARCH, AND PEDAGOGY OF IMMERSION 

EDUCATION 

The main purpose of this chapter is to present the theory, research, and pedagogy of 

immersion education that confirms the research in this dissertation. Therefore, it is divided 

into two parts. The first part examines input and interaction in second language learning 

and socioculturai perspectives on second language learning. Then, the same part proceeds 

with a discussion on second language learning issues that have an impact on teacher-student 

verbal interaction. These issues include teacher questioning, focus on form and meaning, 

and corrective feedback in second language and immersion classrooms. The second part of 

this chapter, first, provides an overview on desired characteristics of an effective teacher and 

then reviews the characteristics of immersion teachers. Under the theme of characteristics 

of immersion teachers, I also explore the learning experiences, or activities, that help to 

enhance second language and subject-matter learning in elementary classrooms. Overall, 

this chapter aims at integrating theory and practice in second language learning, while at the 

same time drawing attention to immersion classrooms by reviewing research studies 

conducted in these classrooms. 

Pan I 

Input and Interaction in Second Language Learning 

Krashen's Input Hypothesis 

Krashen's (1985) input hypothesis has had a critical effect on classroom practice. 

According to the input hypothesis, "we acquire...only when we understand language that 

contains strucmre that is a little beyond where we are now" (Krashen, 1982; p. 21). 

Krashen states that in the beginning stages of learning a new language, students need 

messages that they can understand, but they do not need to produce immediately so they 
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may experience a silent period. Students may understand the new language better and more 

quicldy if teachers use pictures, gesmres, and other ways to make the new language 

comprehensible. Language is best acquired when learners are presented with 

comprehensible input which can be made comprehensible by interactions and negotiations 

with the interlocutor, such as through clarification requests, confirmation, and 

comprehension checks (Krashen, 1981). 

However, Krashen's input hypothesis has been criticized. For instance, McLaughlin 

(1990) and Ellis (1994) state that the input hypothesis fails to recognize the way 

comprehensible input becomes intake and also that success in a foreign language cannot 

only be related to comprehensible input. It is not clear how the "i" and "i+l" levels are 

determined. The input hypothesis does not clearly explain what characterizes the learner's 

present state of knowledge. Furthermore, comprehensible input may not always guarantee 

an interaction between learners and teachers (Ellis, 1985; Chaudron, 1983). 

Long (1981, 1983, 1985) emphasizes the importance of comprehensible input in the 

form of conversational adjustments that comprise his "interaction hypothesis." His 

interaction hypothesis is based on a premise that the more adjustments a speaker makes in 

his or her attempt to communicate, the greater the opportunity for second language 

acquisition. These adjustments are found in "foreigner talk" indicating a speaker's attempts 

to be understood and to negotiate meaning. In this way, speakers can generate 

comprehensible input. Long suggests that when students have the opportunity to participate 

in conversational adjustments, this participation maximizes their opportunities for second 

language acquisition. 

Foreigner talk and the notion of "comprehensible input" bring up the concept of 

"simplified input" which is developed by Hatch. Hatch (1983) and McLaughlin (1985) 

claim that the kind of input that leads to language development is simplified input which 

includes caregiver talk, foreigner talk, or teacher talk. Hatch explains some of the 
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characteristics of simplified input. For instance, the rate of speech in simplified input is 

slower than normal speech. The vocabulary is characterized by more high-frequency words 

and fewer idioms. Simplified input is directed at the here-and-now. In other words, 

caregivers modify their speech, use noniinguistic cues, such as gestures, and also repeat and 

expand their speech during their interactions with young learners. Krashen argues that 

simplified input is necessary, but not sufficient for acquisition. As mentioned previously, he 

proposes that learners acquire the new language when they receive input that contains 

language slighdy beyond their current level of language competence. 

Goldstein and Liu (1994) and Swain (1985) state that immersion programs are 

based on the theoretical assumption that language is acquired through comprehensible input 

in a classroom. This is in accordance with Krashen's comprehensible input hypothesis 

which claims that to be exposed to an environment rich in comprehensible input is sufficient 

for acquisition to take place. Krashen (1984) states that "French immersion is the most 

successful program ever recorded in the professional language-teaching literature" (p.6l). 

Krashen (1989) also claims that Canadian immersion programs have been successful 

because French immersion provides a great deal of comprehensible input in the form of 

subject matter. However, many researchers argue that comprehensible input is not sufficient 

for language acquisition to take place (Swain, 1985; White, 1987). Swain (1985) thinks that 

the input immersion students received from their teachers was not as rich linguistically as 

the input French children received from their parents or from their community. 

Comprehensible input does not appear to be the only necessary factor for acquiring a 

language. In addition to comprehensible input, it is important to remember the role of a 

learner's oral language production. 



3 8  

Swain's Comprehensible Output Hypothesis 

Although Krashen supports comprehensible input as the major component assisting 

learners acquiring a second/foreign language, comprehensible output is also necessary in 

providing opportunities for smdent production, as well as allowing continuous feedback 

from teachers and peers (Allen. Swain, Harley, & Cummins, 1990; Lyster, 1998). In 

parallel to Long's interaction hypothesis. Swain (1985) in her "comprehensible output" 

hypothesis argues that the opportunity to engage in meaningful oral exchanges, either in a 

classroom or in a community, is a necessary component in second language acquisition. 

McLaughlin (1990) also indicates that language learning cannot occur if children 

rarely use the new language. If learners do not have enough opportunities to practice the 

language, then language will not develop. Therefore, learners need to be active participants 

if meaning is to be negotiated in meaningful collaborative settings. Van Lier (1988) also 

indicates the importance of the integration of both input and output in learning a new 

language. He states that "the interaction (or social) model of language acquisition holds that 

language learning occurs in and through participation in speech events, that is, that talking to 

others, or making conversation, is essential" (p.74). Swain (1983) claims that the input 

hypothesis gives little credit to the importance of comprehensible output. She thinks that 

there is also no explanation whether comprehending i+l leads to the production of second 

language acquisition in the input hypothesis. Basically, the input hypothesis claims that 

learner production does not directly contribute to acquisition. Swain (1985) supports Long 

and McLaughlin by saying that comprehensible input alone is not enough for second 

language acquisition. She argues that if learners do not practice the language they are 

learning, they can never produce comprehensible output. 

In parallel to these arguments on the imponance of comprehensible output on 

language learning. Swain (1981.1996) also points out a weakness of French immersion 

programs in Canada. This weakness is the difference between the receptive and the 
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productive skills of French immersion students due to the low exposure the children in 

immersion programs have to the French language in comparison to native-speaking French 

children in Canada. Harley (1979), Lyster (1987) and Swain and Lapkin (1986) mention 

that immersion students' sociolinguistic competence is not well developed because of the 

lack of contact with native French speakers. In a way, peer and teacher interaction in French 

immersion classrooms has been found limited. Lyster (1987) indicates that many 

immersion students have not acquired many aspects of French after several years of input. 

He claims that the language used by immersion teachers in the classroom is too limited to 

provide sufficient authentic input for students to acquire the second language. Lyster 

(1987) states that: 

the immersion setting does not truly lend itself to language 

acquisition. If students in immersion are expected to acquire the 

language through comprehensible input, then they will not acquire 

it well simply because the input does not permeate the environment 

beyond the classroom. Input from one person in the classroom, no 

matter how much he/she tries to modify hisAier speech, does not 

produce conditions for language acquisition, (p. 705) 

Even though Lyster indicates that the classroom environment restricts the authentic 

language input, Safty (1991), Mohan (1986), Snow, Met, and Genesee (1989) think that 

language learning become more effective when it is contextualized as it is in immersion 

classrooms. Successful language learning takes place when students are presented with 

target language material in a contexmalized form; language learning is promoted in 

contextual contexts (Snow et al. 1989). The importance of integrating language learning 

with content learning has been explained by Mohan (1986): 

Language education specialists should distinguish between language 

learning and using language to learn. Helping students use language 
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to learn requires us to look beyond tlie language domain to all subject 

areas and to look beyond language learning to education in general. 

Outside the isolated language classroom students learn language and 

content at the same time. Therefore we need a broad perspective which 

integrates language and content learning, (p. 18) 

Cummins's (1981) work also provides a theoretical basis for considering the 

integration of language into content instruction. Cummins (1979. 1981) claims that 

cognitive and language skills are both developed through content-based instruction. In 

order to support his work, he hypothesizes two different kinds of language proficiency: 

basic interpersonal communication skills (BICS) which refer to language skills used in 

interpersonal relations or in informal situations and cognitive academic language 

proficiency (CALP) which refers to language skills used in academic contexts. These two 

kinds of language proficiency will be improved when language is integrated with the content 

area. In support of the integration of language and content in learning a second/foreign 

language. Snow et al. (1989) propose two reasons for this integration. The first reason is, 

content can provide a motivational ground for language learning if it is interesting and has 

some value to the learner. Second, content provides a cognitive basis for language learning 

since it provides real meaning in context. 

Along with the importance of the integration of language and content for an optimal 

language learning environment, Cummins and Swain (1986), Flores and Riley (1982), 

Saville-Troike (1981), Rosberg (1995) emphasize that young children learn best in a setting 

where they can practice language in a meaningful way. In order to facilitate the 

communicative use of the new language, teachers should organize the environment in a way 

that children feel comfortable to interact with others and to take risks in using language. 

According to Wong-Fillmore (1982) and Rosberg (1995), using language in authentic 

social situations is a necessity since language development is fostered when children are in a 
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rich linguistic environment and have opportunities to use the language in meaningful social 

interactions. The importance of social interactions on language learning is emphasized in 

sociocultural theory which is discussed in the next section. 

Sociocultural Perspectives on Second Language Learning 

Socioculmral theory proposes that learning originates in a social context, such as a 

language classroom. Therefore, it provides a framework to analyze classroom interaction 

(Anton, 1999). Whether it is a first or second language, communication is perceived as a 

crucial tool in the learning of human beings (McKeon, 1994; Urzua, 1989). Enright and 

McCloskey (1985) particularly emphasize that children learn language as a medium of 

communication by using it through purposeful, real, here and now experiences. In other 

words, children learn language through interaction which involves exposure to language as 

communication as well as opportunities to practice language as communication in a variety 

of contexts. 

The importance of interaction of the children with their environments in the early 

stages of their language learning forms the basic principle of language leaming in 

Vygotsky's sociocultural leaming theory. According to Vygotsky (1978), children learn 

language by actively constructing principles about the linguistic strucmres and rules that 

they hear in the speech of others with whom they interact with regularly, such as parents and 

siblings. Children are immersed in language through shared activities which is usually in 

the form of conversation and provides crucial input to the young language learner about 

how to use language (Brown, 1973; Chomsky, 1969). 

Vygotsky's sociocultural learning theory indicates that leaming is a socially situated 

activity in which it is first seen as social, or inter-mental, then individual, or intra-mental. 

What a learner at first accomplishes in a social setting, he or she will eventually be able to 

do independendy (Ohta, 2000) which also highlights the concept of zone of proximal 
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development (ZPD). The zone of proximal development is interactively constituted and it is 

a social and cognitive place where language development occurs as learners participate in 

meaning-making activities with their social environment. In a way, language learning is a 

process of discovery-in-use (Vygotsky, 1987). 

Another concept in sociocultural theory is other-regulation and self-regulation which 

are involved in the process of ZPD. The ZPD is the area of development where a child can 

accomplish his or her learning aims with support and guidance of a more knowledgeable 

other. The level of the potential learning development of a child "is determined through 

problem-solving under adult guidance or in a collaboration with more capable peers" 

(Vygotsky, 1978; p.76). Thus, a child is initially in the process of other-regulation 

(regulation by others) which is mediated through language. Then, the child is brought into a 

shared consciousness through collaborative talk until he or she takes new knowledge or 

skills into their own individual consciousness. Thus, successful learning becomes a shift 

from other-regulation to self-regulation or inter-mental activity to intra-mental activity 

(Mitchell & Myles, 1998). 

Scaffolding is the other term associated with Vygotsky's (1978) notion of the ZPD. 

Wood, Bruner, and Ross (1976) view the scaffolding process as a supportive dialogue 

which directs the attention of a learner to the key features of the learning environment. 

According to Wood et al. (1976), scaffolded help has several fiinctions, such as drawing 

interest to a task, simplifying a task and maintaining the accomplishment of a goal. In the 

scaffolding process, caretakers (i.e., parents) modify their language in order to 

communicate. In addition, caretaker speech is structurally simpler. It is roughly tuned to 

the linguistic level of the child. Caretaker speech is about the here and now in a context that 

helps children understand language that may be a little bit beyond their language proficiency 

level. 
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Implications of Sociocultural Theory in Second Language Classroom Practice 

Although these concepts, ZPD and scaffolding, were originally constructed to 

describe child development in interaction with adults in first language contexts, they are also 

useful in analyzing second language learning situations (Wells, 1998). One form of 

caretaker speech is teacher talk which is the modifications teachers make when talking to 

their snjdents. Vygotsky's main emphasis in his theory was the critical impact of social 

language and adult assistance in children's language learning process. According to Wells, 

"the ZPD as an opportunity for learning with and from others applies potentially to all 

participants, and not simply to the less skillful or knowledgeable" (p.345). Thus, the current 

view of the ZPD has been expanded beyond novice-expert interaction. The main purpose of 

the modifications is the exchange of meanings between teacher and students and there is a 

constant negotiation of meaning between teacher and his or her students. 

In terms of scaffolding in second/foreign language classrooms. Hill (2001) states 

that there are various types of scaffolding that can be used effectively with young learners. 

One type of scaffolding is verbal scaffolding in which teachers use prompting, questioning, 

paraphrasing and elaboration to facilitate smdents' language and learning to higher levels of 

language proficiency, comprehension, and thinking. The other type of scaffolding is 

procedural scaffolding or modeling. This type of scaffolding means that the teacher repeats 

or rephrases children's verbal language to model correct usage. In the classroom, teachers 

sca^bld instruction when they provide adequate amounts of support in the earliest stages of 

teaching a new concept, and then decrease the amount of support as the learners acquire the 

new knowledge through various practice opportunities. Ferguson (1977) suggests that 

scaffolding aids communication, teaches language, and socializes the child. 

The characteristics of caretakers in first language learning become apparent in the 

characteristics of teacher talk in the second language classroom contexts. Tedick, Jorgensen 

and Geffert (2001) and Genesee (1994) point out that teachers use the second language 
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consistently or a combination of the first and the second language in bilingual contexts. 

They recognize learners as active constructors of meaning and plan accordingly by 

providing meaningfiil and communicative contexts for language learning. Teachers 

emphasize comprehension at the beginning stages of learning and include reading and 

writing as tools in early stages of language development. They try to maximize student 

output and provide opportunities for students to produce extended discourse. 

Anthony (1965) points out that the teacher's questions provide the scaffold that 

allows a learner to move beyond what he or she is capable of producing by working alone. 

For instance, during reading sessions, teachers ask a series of questions designed to help 

students make predictions, generate questions, give summaries, and clarify ideas. Another 

kind of scaffolding is provided by modeling. Anthony views modeling as "an intentional 

action by the teacher" (p.62). Models provide students with language input that they can 

use to construct their own understandings. Krashen and Terrell (1983) mention that there is 

a difference between the concepts of demonstration and modeling. For example, reading a 

book is a demonstration, whereas reading by moving finger from left to right is modeling 

for directionality. 

Another concept in teacher-smdent scaffolding process is "negotiation of meaning." 

Wells (1979, 1981) refers to negotiation of meaning as the collaboration needed in 

conversations to express needs, ideas, and intentions. Negotiation of meaning is a way of 

characterizing student-teacher interactions in immersion programs. According to Wells, 

"Negodation of meaning provides an interactional strategy by which both the learner and the 

teacher actively pursue both second language and academic goals" (p.244). Negotiation of 

meaning is an interaction strategy that promotes the learners' comprehension of what the 

teacher is intending to mean, what the situation means, and what the language means. For 

instance, negotiation of meaning strategies involve modifications of teacher talk, the use of 

simplified, redundant and slower speech (Snow & Ferguson, 1977). 
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Met (1994) notes that teachers who provide instruction in the student's second 

language must be continuously engaged in a negotiation of meaning process. Negotiation 

of meaning is a collaborative process of give and take in which each participant works to 

send and receive comprehensible messages (Snow, 1989; Saville-Troike, 1987). 

Negotiation of meaning is crucial in classrooms where students are learning a content 

through a second language. If the meaning of what the teacher says is unclear, it will be 

difficult for students to acquire the skills and knowledge of the curriculum (Met, 1994). 

Lorenz and Met (1989) and Snow (1989) also state that teachers and students 

engage in a continuous process of joint negotiation of meaning in which teachers play a 

significant role. Teacher strategies that are used to negotiate meaning include a variety of 

input and conversational modifications, such as contlrmation checks, comprehension 

checks, clarification requests, and various kinds of repetitions, and expansions (Long, 1996; 

Lyster, 1998). Lorenz and Met and Snow emphasize that teachers need to use concrete 

activities, body language and realia to help students in understanding language with 

meaning. Caretaker speech, paraphrasing, and circumlocution are verbal strategies which 

teachers should know how to use in their classrooms. In addition, good second language 

teachers apply the "here and now" principle for their teaching by adding visual aids and 

using gestures and extra-linguistic cues. 

In the next part of this chapter, I discuss three issues that have an impact on the 

nature of teacher-student interaction in second language as well as in immersion 

classrooms: teacher questioning, focus on form and meaning, and corrective feedback. A 

great deal of emphasis has been given to focus on form and corrective feedback in 

immersion classrooms. Numerous studies have been conducted in order to tlnd out the 

effect of focus on form and corrective feedback on students' oral target language 

production and to what extend these two issues can lead to a more sustained and accurate 

target language output. 
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Issues in Second Language and Immersion Classrooms 

Teacher Questioning in Second Language Classrooms 

No matter what teaching strategies a teacher uses, it is necessary to give directions, 

explain activities, clarify the procedures students should use on an activity, and check 

students' understanding. Questioning is one of the most common strategies used by 

teachers. In some classrooms, over half of the class time is spent with question-and-answer 

exchanges (Gall, 1984; Richards & Lockhart, 1996). Questions are commonly used in 

teaching because "they stimulate and maintain students' interest; they encourage students to 

think and focus on the content of the lesson; ...enable a teacher to elicit particular sunjctures 

or vocabulary items;...enable teachers to check students' understanding...; and encourage 

student panicipation in a lesson" (Gall, 1984; p.l85). Banbrook and Skehan (1989) also 

agree with Gall by stating: "questions can be used to allow the learner to keep participating 

in the discourse and even modify it so that the languages used become more 

comprehensible and personally relevant" (p. 142). 

Studies of teachers' questions in the second language classrooms have focused on 

the frequency of the different types of questions, wait time (the length of time the teacher is 

prepared to wail for an answer), the nature of the learners' output when answering questions, 

and the effect of the learners' level of proficiency on questioning. Second language learning 

will be enhanced if the questions result in active learner participation and meaning 

negotiation (Ellis, 1994). Several investigations have been carried out on the use of display 

and referential questions in language classrooms. Nunan (1989) defines a display question 

as "one to which the questioner knows the answer, whereas a referential question is one to 

which the person asking the question does not know the answer" (p.29). Long and Sato 

(1983) state that referential questions, which seek information unknown to the speaker, are 

considered more likely to elicit longer, more communicatively authentic responses than 

display questions. For the latter, responses are predetermined by lesson content and the 
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purpose is to evaluate tlie learner by eliciting already known information. In addition, 

referential questions are likely to be open, while display questions are likely to be closed 

(Ellis, 1994). 

Brock (1986) conducted an instrumental experiment on the effects of the two types 

of questions on learners' target language production. She investigated the effects of display 

and referential questions on ESL classroom discourse. The study was carried out with four 

experienced ESL teachers and 24 non-native speakers. Two of the teachers were trained to 

incorporate referential questions into their classroom instruction (reading a text and 

vocabulary lesson), while two were not. Each of the teachers taught the same lesson to six 

of the non-native speakers. The lessons were recorded, transcribed and analyzed. 

At the end of her data analysis. Brock found that the two teachers who had not been 

trained to use referential questions asked a total of 141 questions, only 24 of which were 

referential and 117 of which were display. The treatment group teachers asked a total of 

194 questions, 173 of which were referential and only 21 of which were display. Brock 

found that the learners responded with significantly longer and more syntactically complex 

utterances to referential questions than to display questions. Although Brock did not 

measure the quality of the learners' speech, she suggested that learners will have a higher 

proficiency if they are given more opportunities to produce meaningfully in class. Brock 

also suggested that teachers should be trained to increase the number of referential 

questions they ask since this will help students produce longer and syntactically more 

complex sentences. Nunan (1987) and Banbrook (1987) also found that the use of 

referential questions by the teacher resulted in more complex language by students. Student 

interaction was more like natural discourse. 

Young (1984) also observed two types of questioning in native speaker teacher and 

non-native speaker student interactions. The first type of questioning was display 

quesdoning in which the teacher already knew the answer to his or her own questions and 
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was checking the students' understanding of a lesson content and the second type of 

questioning was open-ended questioning in which a teacher was asking real information-

seeking questions as a follow-up to a learning activity. Young found that there were 

significantly more clarification requests in the open-ended questioning than in the display 

questioning. Van Lier (1988) argues that the distinction between the display and the 

referential questions is irrelevant since the function of teacher questions is to elicit learner 

language. For this reason, whether or not teachers already know the answer to the question 

is irrelevant. In other words. Van Lier questions the value of making a distinction between 

display and referential questions. Display questions aim for providing comprehensible 

input and encouraging early production. He suggests that "...what gives such question 

series their instructional, typically L2 classroom character is not so much that they are 

display rather than referential, but they are made with the aim of eliciting language from the 

learners" (p. 222). 

According to Van Lier, the important distinction between questions in the classroom 

and those outside the classroom is not their referential or display nature, but the fact that 

classroom questions are designed to motivate learners to produce language. What separates 

instructional questions from conversational (non-instructional) ones is therefore not their 

referential or display nature, but rather their eliciting fiinction. Nunan and Lamb (1996) 

agree with Van Lier and think that both display and referential questions are important to the 

management of the learning process. Therefore, the choice of questions should depend on 

the objectives of the lesson, the task within the lesson, and the size of the class. Nunan and 

Lamb further add that "It is up to the teacher to be alive to the responsibility of switching 

from a display to a referentially driven interaction (and vice versa) at any particular time in 

the teaching learning cycle." (p.92). 

Nunan and Lamb (1996) state that it is particularly important for second language 

students to have sufficient time to think about questions before being required to answer 
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them. The issue of wait time is obviously important in language classrooms because of the 

greater processing time required to comprehend and interpret questions in a second or 

foreign language. Basically, wait-time refers to the length of time the teacher waits after 

asking the question before calling on a suident to answer it, rephrasing the question, 

directing the question to another student, or giving the answer. Holley and King (1971) 

found that when teachers of German were trained to increase their wait-time, the length and 

complexity of student responses increased. 

Lapkin, Swain, and Shapson (1990) also think that an important dimension of a 

teacher's questioning skills is wait-time. Teachers often use a very short wait-time, one 

second, which is not sufficient to allow students to respond. When wait-time is increased to 

three to five seconds, the amount of student participation as well as the quality of that 

participation often increases. When the response is in the students' second language, it is 

even more essential to extend wait time so that students can formulate their answers (Rowe, 

1978). Lorenz and Met (1989) view wait-time as a teachang strategy which is "the amount 

of time allowed students to formulate responses to teacher-posed questions" (p.4l). In 

immersion classrooms, effective use of wait-time is necessary because students need to 

process input and formulate a response. Immersion students might know the answer, but 

cannot express it rapidly and correctly in die target language. Therefore, wait-time allows 

students to formulate a response and to think about the wording of this response. 

Focus on Form and Meaning in Second Language Learning 

Research has found that immersion students develop almost native-like 

comprehension skills and high levels of fluency and confidence in second language 

production, but are less native-like in terms of accuracy. Swain (1996) thinks that 

weaknesses in immersion teaching relate to deficits in grammatical competence and 

vocabulary knowledge, rather than to discourse aspects of performance. Speaking is the 
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weakest of the four language areas for immersion students. In their writing, their 

weaknesses tend to be grammatical and lexical in source. Therefore, it becomes important 

to observe the nature of instruction in immersion classes in a systematic way. Swain states 

that it is a relatively rare occurrence for teachers to refer to what had been learned in a 

grammar lesson when they are involved in content teaching, and also more rare for teachers 

to plan content-based activities for the purpose of focusing on problematic language forms. 

Swain (1996) states that observations in such different teaching contexts led her to 

hypothesize that the second language outcomes of the Canadian French immersion 

programs can be enhanced through focused input in problematic areas of French grammar 

and vocabulary; increased oppormnities for the productive use of the target language in 

meaningful contexts; and systematic and consistent feedback. Swain suggests that 

granmiatical form should not be isolated from meaning. Rather, form should be taught in 

meaningfijl contexts requiring its use. 

Lyster (1987) and Bibeau (1984) think that weaknesses in the grammatical 

competence of French immersion students may be caused by the inadequacies of teaching 

methodology and materials designed for immersion students. The focus of immersion 

classrooms is mainly on tasks and curriculum content (Bernhardt, 1992). However, as 

Harley (1991) indicated, there is also a place for an analytical approach to the second 

language in the classroom. An immersion classroom should not just allow children to 

acquire the second language in an unconscious, incidental manner. The experiential 

approach needs to be integrated into a meaning based focus on the form of language. 

Soidents should constandy be encouraged to analyze their vocabulary and grammar. 

Lyster (1998) uses two terms in immersion leaching. The first one is the reactive 

approach which refers to teachers' use of corrective feedback during cooununicative 

interaction in order to draw learners' attention to language features during content-based 

lessons. The second type of teaching is the proactive approach in which instruction is 
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planned from a language perspective to promote the use of specific language features in 

meaningful contexts related to subject matter or language arts themes. Lyster supports the 

idea that the analytic teaching approach, including focus on form, may be combined with 

more experiential ones in order to provide optimal conditions for second language learning. 

In terms of what to focus on. Harley (1993) proposes that analytic teaching, or focus on 

form, is needed for those features of the second language that are different from the first 

language. In terms of how to focus on such problematic language features. Swain (1988) 

suggests that focus on form can be operationalized either through a proactive approach, 

including form-focused instruction, or a reactive approach, occurring during teacher-soident 

interaction related to content. 

In classroom settings, teachers bring language form into focus as they draw on 

either proactive or reactive approaches to language teaching (Doughty & Williams, 1998; 

Lyster 1998). A proactive approach involves communicative-based instruction planned 

from a language perspective to promote the understanding and use of specific language 

features in a meaningful context. In addition to the proactive approach, there is growing 

support for a reactive approach to language teaching where teachers focus on form during 

communicative interaction in content-based second language instruction (Long, 1991). In 

other words, the reactive approach organizes teaching in order to draw learners' attention to 

errors in the interlanguage development within the context of meaningful and 

communicative interaction. LaVan (2001) suggests that immersion teachers should take a 

proactive approach by incorporating specific language teaching objectives into their 

instructional plans. Lyster (1998) states that a proactive approach aims to make children 

aware of specific language rules and to present opportunities for them to practice the 

language aspects in communicative activities. Thus, by incorporating specific language 

objectives into content lessons, immersion teachers can promote second language awareness 

and accuracy in the learner. 
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Swain (1985, 1988) also indicates how subject-matter teaching does not on its own 

provide adequate language teaching. She argues that language used to convey subject 

matter needs to be highlighted in order to make certain features more salient for second 

language learners. Otherwise, target features may be difficult for learners to notice. That is 

why they need to be made more noticeable in classroom input. Swain (1987) recommends 

that immersion teachers need to encourage students to "become more aware of the 

relationship between form and meaning as they use the language in their learning and that 

they develop more systematic and creative strategies for correcting students' errors" (pp. 

44). Lyster (1998) also carried out qualitative analyses of teacher-student interaction during 

subject-matter lessons in grade four French immersion classrooms in Canada. He indicates 

that language form is often out of focus in immersion classroom discourse. Immersion 

teachers focus regularly on negotiation of meaning strategies to present content by 

frequently repeating learner utterances and using various expansions, confirmations, and 

confirmation checks, but there is a lack of focus on form in those classrooms. 

Swain and Carroll (1987) also found certain limitations in the language learning 

conditions of the grades three and six immersion classrooms they observed. More 

specifically, they found that students had little opportunity to produce extended discourse in 

French. They also found that teachers rarely focused students' attention on the relationship 

between form and meaning when they taught subject matter and they provided unsystematic 

feedback to students about their linguistic errors. In addition, the language of the classroom 

was fiinctionally restricted, with certain uses of the language (i.e., the conditional verb form; 

aspecmal distinctions in verb tenses) occurring infrequently in teachers' speech. For 

reasons like this. Long (1991, 1996) suggests that it would be more effective for students to 

focus on form during meaningfiil interaction. In Lyster and Ranta's (1997) classroom-

based research in immersion contexts, focus on form in teacher-student interaction has been 
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considered as corrective feedback on errors during communicative interaction. Corrective 

feedback is discussed in the following section. 

Corrective Feedback 

Error correction, along with formal instruction, is a classroom activity which is one 

of the language teacher's most important functions (Nunan, 1989). As Chaudron (1988) 

says: 

multiple functions of feedback, and the pressure to be accepting 

of leamers' errors, lead, however, to the paradoxical circumstance that 

the teacher must either interrupt communication for the sake of formal 

TL [target language] correction, or let errors pass 'untreated' in order 

to further the communicative goals of classroom interaction 

(p. 134-5). 

In communicative language classrooms, teachers might not want to deal with 

learners' errors in order to focus on the meaning of the target language and not to interrupt 

the flow of communication among leamers and themselves. Allwright and Bailey (1991) 

state that the classroom fulfills a valuable function by allowing leamers to form and test 

hypotheses about the way the target language works. From this perspective, error correction 

provides leamers with negative evidence about a particular language rule. In addition, the 

correction of a student provides evidence, not only to the student making the error, but to the 

rest of the students who are paying attention. As mentioned in the previous section, one 

way to encourage accuracy in language learning is through the concept of focus-on-form 

(Long, 1991; Doughty & Williams, 1998) which targets students' errors that are systematic 

and common (Long, 1991). The use of focus-on-form in the classroom allows the teacher 

to provide error correction at the time error occurs. An effective way to provide focus-on-

form verbally in the classroom is by providing linguistic feedback. Linguistic feedback 
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allows learners to know that something in the utterance is not accurate or acceptable to a 

native speaker (Doughty & Williams, 1998; Lyster &. Ranta, 1997). 

Lyster and Ranta (1997) presented an analysis of interaction in elementary 

immersion classrooms that showed various types of corrective feedback used by teachers in 

response to learner errors. In other words, the aim of this study was to report the ways 

teachers negotiated form with their students. In order to conduct this study, Lyster and 

Ranta and their research team observed six different teachers who had been recommended 

as having communicative classrooms. There were two six grade teachers, three fourth grade 

teachers, and one teaching a split fourth and fifth grade class. The research team collected 

approximately 100 hours of recorded interaction and they transcribed about half of it. From 

the 50 hours of transcribed data, they selected 27 lessons from the fourth grade classrooms 

for a detailed tum-by-tum analysis of the interaction. These 27 lessons constitute the main 

database which includes only subject-matter lessons and theme-based language arts lessons. 

The 27 lessons consist of over 3,000 student turns which were entered into a computer data-

analysis program. 

At the end of the analysis, it was found that the teachers provided feedback on about 

60% of the student errors. Also, different types of corrective feedback were found and 

divided into two main groups. The first group of feedback included recasts and explicit 

correction that provided learners with correct rephrasing of their incorrect output. The 

second group of feedback included elicitation, metalinguistic clues, clarification requests, 

and repetition of a learner's error that provided learners with signals to facilitate peer-or self-

repair of their incorrect output. Lyster and Ranta found that the most widely used form of 

corrective feedback was the recast which was the teacher's implicit feedback of the correct 

form. Furthermore, their analyses of teacher-smdent interaction revealed that teachers 

frequently used various signals of approval as positive feedback. These signals included 



5 5  

acknowledgments and affimiations such as OK and bravo. These signals of approval were 

generally used by teachers in order to reinforce the content of student messages. 

In addition, Lyster and Ranta (1997) reported that the teachers in their study 

provided corrective feedback using recasts over half of the time (55%). Elicitation feedback 

was offered 14% . clarification requests 11%, metalinguistic feedback 8%, e.xplicit 

correction 7%, and repetition 5%. The researchers point out the low percentage of repetition 

feedback might be misleading because teachers often produce repetitions along with other 

types of feedback. It was also found that recasts and explicit correction did not result in 

student-generated repair because those two feedback types provided students with the 

correct forms and thus could only lead to student repair that was a repetition of the correct 

form given by the teacher. 

On the other hand, clarification requests, metalinguistic feedback, and repetition lead 

to repair and result in student-generated since these feedback types do not offer the correct 

form. Overall, Lyster and Ranta summarize that student-generated repairs are important in 

language learning because they are the indication of an active engagement in students' 

learning process. This active engagement occurs when there is a negodation of form, or 

when the students have to think about and respond to the teacher's feedback. This 

negodation of form occurs when the teacher does not provide the correct form, but she or he 

provides cues to help students think about how to rephrase their incorrect language. 

Whether through teacher questioning, proactive or reactive teaching, or error 

correction, teachers use particular strategies to implement their teaching beliefs and values 

which are based on their ideas about teaching and learning (Freeman & Freeman, 1994). 

According to Anthony (1965) and Short (1993), teaching strategies are teachers' approaches 

to language learning and teaching that help learners gain access to content material. 

Furthermore, teaching strategies include the teaching and learning approaches that support 

learners to achieve specific language learning outcomes. As teachers plan for instruction. 
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ihey consider instructional strategies that are useful to achieve the objectives of the lessons. 

Part n of this chapter examines the desirable characteristics of language teachers and then 

specifically discusses the characteristics of a good immersion teacher of young children. 

Various activities and teaching strategies that can promote language and subject matter 

teaching are also reviewed in the second pan. 

Part n 

Desirable Characteristics of a Teacher 

Many teachers develop a variety of strategies that work for them and distribute their 

use throughout the year (Emmer, Evertson. & Anderson, 1980). Rosenshine and Stevens 

(1986) identify seven fiindamental instructional strategies when teaching a lesson. Teachers 

start their lesson with (1) a review, state the goal of the lesson; (2) present the lesson in 

small steps in order to give students the opportunity to practice; (3) give specific, detailed 

explanations and instructions; (4) give students the opportunity to actively attend the 

lessons; (5) check for understanding by asking questions; (6) provide students with 

guidance and the opportunity to practice immediately; and (7) provide students with 

constant feedback and monitor student performance. 

Samuels and Griffore (1980) investigated the characteristics of good teachers as 

perceived by children in elementary grades and by college students. 78 third grade students, 

98 fourth grade students, 80 college undergraduates, and 127 graduate students rated the 

degree of several variables that described a good teacher. As the results of Samuels and 

Griffore's study, the variables identified by third grade children are primarily related to the 

instructional characteristics of the good teacher. For example, the good teacher needs to 

help students understand the material, know what he or she is teaching, and use examples. 

The good teacher should also be interested in how children are doing in the classroom, and 

he or she should be self-confident. Fourth grade children also think that knowing a lot 
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about children and being self-confident are the characteristics of a good teacher. The good 

teacher knows the field, explains assignments, and uses advanced organizers. Variables that 

characterized the good teacher by the elementary and college smdents included teachers' 

subject matter knowledge and ability to teach, while some of the least important variables 

included teachers' personal characteristics, such as his or her sense of humor and physical 

appearance. 

Brosh (1996) conducted a study in order to identify the characteristics of an 

effective language teacher as perceived by both language teachers and students in the Israeli 

educational system. Her tlrst sample group included 200 foreign language teachers of 

English, Arabic, or Hebrew. None of them was a native speaker of the language. The 

second group included 406 ninth-grade high school students from ten schools in Tel Aviv. 

Brosh collected the data through a questionnaire and interviews. The questionnaire was 

composed of a list of 20 ELT (English Language Teaching) characteristics, which were 

chosen to reflect personal, pedagogical, and interactional characteristics. Interviews of 10-

15 minutes in length with teachers and students were conducted. 

Based on the results of Brosh's study, both teachers and students perceive the 

effective language teacher's adequate command of the subject matter, such as his or her 

mastery of the four basic skills—reading, writing, speaking, and understanding. Both 

teachers and students emphasize the ability of the language teacher to u^smit knowledge in 

a way that is easy to understand and remember. A positive attitude toward the native 

speakers' culture, knowledge of the curriculum, classroom research orientation, sense of 

humor, teacher's gender, and appearance were perceived as least important for the effective 

language teacher. Neither teachers nor students think that these characteristics are important 

to their teaching and learning because they do not contribute directly to the development of 

linguistic skills. Bernhardt and Hammadou (1987) also agree with Brosh by saying that the 
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most frequently mentioned classroom behaviors of foreign language teachers is target 

language fluency. 

Shulman (1987), Stenberg and Horvath (1995) point out the effective language 

teacher's adequate knowledge of the subject matter is the criteria of teacher effectiveness and 

they Identify types of knowledge necessary for effective teaching. First, an effective teacher 

must be an e.xpert in the domain of subject matter knowledge to be taught. In addition to 

content knowledge, an expert teacher needs solid pedagogical knowledge which includes 

how to motivate students, how to manage students, how to manage groups of students in a 

classroom setting, and how to design and administer tests. 

Some researchers think that personality of a teacher plays a significant role in 

effective teaching. For instance, Penner (1992) claims that speech and manners are a 

reflection of personality and teaching styles vary with the personality of each teacher. 

While subject matter, knowledge, and skills enable effective communication, what is taken in 

by a student may not depend so much on content or skill but rather on the personality of a 

teacher or on the nature of the personal relationship between a teacher and a student (Eble. 

1988). These qualities include physical appearance, intelligence, social capacity, cultural 

qualities, and psychological makeup. These personal characteristics are crucial for a 

teacher's success in creating a constructive class atmosphere and obtaining students' 

cooperation (Penner, 1992; Ericksen, 1984; Weinstein, 1983). 

Brosh (1996) also thinks that the effective teacher is often known as someone who 

knows his or her students, who is sensitive to students' learning process, and who builds a 

classroom environment that promotes smdents' motivation. Caraway (1986), Dubelle 

(1986) and Moskowitz (1970) agree with Brosh by stating that this type of a teacher can 

draw his or her students' attention, can modify his or her behavior to meet students' needs, 

and can respond to the group dynamics of the learning situation. 



5 9  

The lack of effective communication in foreign language teaching and the 

differences in students' achievement might be considered as the outcome of teaching 

methods and strategies, rather than due to inefficient or untrained teachers (Chaudron. 1988; 

Erickson, 1984). One method of teaching may have some advantages over another, 

depending on the namre of the subject, teaching context, class size, and objectives of the 

lesson. However, it might be the ineffectiveness of the teacher-student interaction that 

determines the failure of a method, not a method or a surategy by itself. Additionally, 

although a teacher may be very knowledge in the subject matter, with solid knowledge of 

teaching methods, conununication in the classroom can break down if there is a lack of 

organization in the lesson (Eble. 1988; Penner, 1992; Samuels & Griffore, 1980). 

Therefore, teacher personality and his or her communication styles with students are as 

important as the teacher's solid background on subject matter or his or her target language 

fluency. 

Good leaching is based on good planning. The planning phase of the teaching 

process requires high levels of thought which is one of the most important elements in 

successfiil teaching. Effective teachers plan with precision, identifying what they and their 

students will be doing in each part of the lesson. According to Met (1994) and Costa and 

Garmston (1985), good teachers anticipate areas that might cause difficulty, and make sure 

that time and materials needed for the lesson will be available. Allen (1987) summarizes the 

most common concept of the master teacher: he or she is one who performs at superior 

levels in ail established criteria for effective teaching. This includes superior skills in 

subject matter and general knowledge, teaching ability, and interpersonal relations. 

According to Allen, an effective teacher, or a master teacher, demonstrates evidence of 

superior preparation for classroom instmction in his or her choice of long-range goals, 

instructional objectives, and methods that are relevant to the objectives. Secondly, the master 

teacher shows successful teaching strategies to meet individual needs by providing reviews 
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and previews, modeling, guided practice, lesson summary techniques, independent practice 

activities, and sequencing from one activity to the other. 

Thirdly, the master teacher shows superior knowledge of the curriculum and subject 

matter. This knowledge is indicated by the teacher's level of competence in a specialized 

area, information that is accurate and recent, and the appropriateness of the content to the 

specific activities. The teacher uses appropriate examples and illustrations to meet the 

abilities and interests of the students. Lastly, the master teacher provides adequate 

instructional opportunities for individual learning styles by designing learning activities that 

meet the mastery levels of the students, utilizes resources that identify the abilities and 

interests of students, and provides extra help in activities. The teacher makes sure that 

students have background knowledge on a particular topic studied. Also, the master teacher 

works cooperatively with colleagues and shares ideas and materials with other teachers. 

Having examined the desired characteristics of an effective teacher, the following section 

will aim to answer the question, "what makes a good early immersion teacher ?" 

What Makes a Good Elementary Immersion Teacher? 

Met and Lorenz (1997) think that a good early immersion teacher is "ideally 

someone who demonstrates excellent skills in elementary education and who has native or 

near-native proficiency in the language of instruction" (p.246). Young (1995) and 

Majhanovich and Fish (1988) mention that it is important that immersion teachers be near 

native-like in the target language if they are required to teach subjects in the target language. 

A successfiil immersion teacher also needs to be familiar with language development and 

language teaching methods. Thus, teachers should learn more about bilingualism, second 

language acquisition, second language teaching techniques, and current research and studies 

on immersion teaching. 
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Coffman (1992) thinks that recruitment of competent and qualified immersion 

teachers is the most important and challenging condition for building an effective language 

immersion program. For this reason, Coffman indicates that the ideal characteristic of an 

elementary language immersion teacher includes a teacher who is a child-centered, 

competent, and qualified to be certified to teach as a regular elementary classroom teacher. 

Young (1995) also stales that elementary level teachers should have a four to five-year 

university degree which consists of general professional training, teaching methodology, 

and teaching practice. 

Stein (1999) points out that elementary immersion teachers are generally hired as 

content teachers who can teach in a second language. Immersion teachers are also implicit 

language teachers. Thus, "immersion teachers are not only responsible for the child's 

knowledge and achievement in content areas, but for the child's second language 

development as well" (p.l). Annandale (1985) supports Coffman and Young and mentions 

that teachers intending to teach the target language need to have fluency in expressing 

themselves in speech and writing, a sound knowledge of the linguistic structure of language, 

and knowledge of important aspects of culture and social life where the target language is 

spoken. Language and subject teachers in immersion programs need to have a "classroom-

fiinctional" fluency (Coffman, 1992) which is characterized by ease and command of the 

target language in the skill areas of speaking, reading, writing, and understanding. 

In addition. Met and Lorenz (1998) state that like all teachers, immersion teachers 

should be knowledgeable of state-of-the art curriculum and its implementation, and national 

standards in the elementary school disciplines. In fact, most of the characteristics of 

immersion teachers are shared with all elementary teachers. Immersion teachers, like all 

teachers, should be reflective and introspective. They need to be engaging and be grounded 

in child development. Immersion teachers, more than non-immersion teachers, must 

frequently prepare and adapt materials, contextualize, make the abstract concrete, teach 
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thematically, and be familiar with second language acquisition theory and research. The 

next section will focus on learning experiences or activities that can be applied to elementary 

immersion classrooms. 

Learning Experiences for Elementary Immersion Classrooms 

At the earliest stage of literacy development in dual language programs, instmction 

focuses on modeling and reading and writing experiences. Cloud, Genesee, and Hamayan 

(2000) call this first stage of literacy development the "pre-literacy" stage. They point out 

that learners go through developmental stages in learning language and literacy. Reading 

aloud to students is useful at the pre-literacy stage. Students at this stage can also play 

games that require limited reading and sing familiar songs, and read chants and rhymes 

(Eckes & Law, 1997). Kindergarten and first grade (ages 5-7) children learn best with 

concrete experiences. For instance, they like to name objects and define words. Basically, 

elementary-age children learn through oral language; they are capable of developing good 

oral skills, pronunciation, and intonation when they have a good model. They learn well, 

especially in first grade, through dramatic play and role play, and use of story form with a 

beginning, middle, and end sequence (Curtain & Pesola, 1988). 

The second stage that is suggested by Cloud et al. (2000) is "early/emergent 

literacy" stage. In this stage, learners can read and write simple texts. Learners can receive 

and communicate messages, understand the meaning of stories, and express their ideas in 

both languages. Early/Emergent literacy students can read simple stories with predictable 

structures and they can write in short phrases. At this stage, the language experience 

approach (LEA) is a very useful because students use their oral language skills in order to 

create texts about experiences they have had. After students have created their texts, 

teachers can use those texts to develop students' vocabulary, paragraph organization, 

mechanics, and decoding/encoding skills. Dialogue journals ace also very useful teaching 
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tools since they present students with continuous feedback and support. The language 

experience approach and dialogue journals will be appropriate to teach students that reading 

and writing are used to communicate (Curtain & Pesola, 1994). 

The third stage that Cloud et al. (2000) propose is "late emergent or intermediate 

literacy" stage. In this stage, the focus is to develop use of conventional forms of language, 

such as embedded speech. Students learn paragraph conventions, such as indenting, 

capitalization, and punctuation. At this stage, students can also edit their own work. 

Extended reading activities are useful at this stage. For instance, the use of author studies 

(various books by one author) or thematically-linked books can be used. Literature 

response journals where students report their responses to texts being read might be useful 

in terms of linking reading and writing skills. Free-writing can also be helpful to improve 

writing skills. For instance, once a piece is written, peer and teacher-student conferences 

can be organized to revise the first draft and to provide direct instruction of language skills. 

Griego-Jones (1996) indicates that total physical response (TPR), language experience and 

whole language are approaches used by immersion teachers to facilitate language 

acquisition and create learning environments for more active, participative and learner-

centered classroom settings. 

Activities are "the basic structural units of planning and action in the classroom" 

(Clark & Yinger, 1979; p. 237). Brown (1994) and Richards and Lockhart (1996) state that 

teachers need to be able to manage their interaction with the class which allows each student 

equal opportunities to participate. At the same time, students also need to leam how they are 

expected to interact in the classroom. This has been known as a learner's interactional 

competence (Tikunoff, 1985). Interactional competence refers to learning particular patterns 

of interaction and behavior with peers as well as with a teacher. In addition, Tikunoff 

mentions that interactional competence consists of classroom behaviors which include 

knowing the rules for individual and collaborative work, knowing when to ask and answer 
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questions, knowing how and when to receive feedback in completing a task, and knowing 

appropriate rules for displaying knowledge. These are the routines and rules of a classroom 

life. 

Classroom Routines and Pre-Fabricated Language Patterns 

Classroom life has many routines and rules. Routines and rules help the classroom 

run smoothly. For instance, routines might include taking attendance and lunch count, 

participating in reading and math groups and completing assignments, and going out to 

recess. Routines are the well-established teaching practices for conducting life in 

classrooms (Yinger, 1980). Loisell and Descamps (2001) and Doyle (1986) note that 

teachers who manage their classrooms effectively plan things for their students to do. In the 

first several weeks of school, some teachers give lessons on rules and procedures. In other 

words, teachers and students are involved in a process, called "grooving" (Smith & 

Geoffrey, 1968). 

Smith and Geoffrey view grooving as the teacher accustoming the students to the 

rules and routines of the classroom, and also students teaching the teacher about their own 

needs and how they are used to functioning in classrooms. Teacher and students adjust to 

each other in the grooving period. It is clear that when students in any classroom 

understand what the rules and routines are, those classes will be easier to manage. 

Classroom routines will also enable the teacher to create a learning environment in which the 

students are knowledgeable about classroom procedures and teacher expectations. Thus, 

routines become an organizational structure around which teachers organize activities, 

content, and materials (Yinger, 1980). 

Yinger (1980) identifies several routines that might take place in a class 

environment. The first type of routine is "activity routines" in which teachers use 

established procedures to help organize the activities. For instance, teachers might establish 
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a routine location and length of time for reading groups or discussion activities. The second 

kind of routine is "instructional routines." In this type of routine, teachers develop certain 

practices for questioning, monitoring, and giving instructions. Instructional routines are 

often used in the presentation of concepts, skills, or rules. The third kind of routine is 

"management routines" which help regulate behaviors such as passing out or collecting 

materials, leaving the room, cleaning the room, or starting the school day. Faltis (2001) 

states that "If we wish to achieve a balance-of-rights classroom atmosphere, we must 

establish a set of rules or norms of participation that guide our own and the students' 

behavior..." (p.86). Cohen (1986) and Burden and Byrd (1994) agree with Yinger and 

Faltis and say that, in social contexts for learning, students need to learn norms of 

participation that allow them to listen to their teacher and their classmates, give others a 

chance to talk, ask for others' ideas, and make meaningful contributions during collaborative 

group work. 

Related to the importance of routines in a class context, Vesterbacka (1991) 

conducted a study in an early, total immersion program in Vaasa, Finland. Her study is 

mainly based on the analysis of six-year-old Finnish speaking children's second language 

acquisition during their first year of Swedish immersion in kindergarten. She found out 

that routines helped to increase students' oral second language use. Vesterbacka reported 

that the daily language use in routines (i.e.. May I go to the bathroom?. Do not run. Eat) 

which are also referred to 'prefabricated routines' (Brown. 1973), prefabricated patterns' 

(Hakuta, 1974), 'formulaic speech" (Ellis, 1984) or'conventionalised language' (Yorio, 1989) 

were used properly in different situations by her students. 

Vesterbacka states that even though her students had not separated the meaning of 

each word in the prefrabricated patterns, they could express themselves in the second 

language without fiiily understanding every linguistic element. Vesterbacka also mentions 

that the most important fiinction of routines is to establish social interaction. For the 
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leaching strategy of an early, total immersion teacher, she suggests that children's use of 

routines should be the starting point for promoting the first step of second language 

acquisition in an immersion class because routines give the children confidence to express 

themselves in the target language at the early stage of second language acquisition. 

Vesterbacka emphasizes that pre-fabricated language patterns that are used in daily 

routines might help the early language learner to use the second language in appropriate 

contexts. The use of pre-fabricated language patterns is particularly crucial for the early 

total immersion children who start with no knowledge of the second language and whose 

first second language utterances will meet basic needs within the daily life. Lastly, 

Vesterbacka notes that an immersion teacher's most important function in an early total 

immersion should be to create contexts or situations which will provide students 

opportunities to use the target language. 

Curtain and Pesola (1994) also state that teachers can increase student 

communication by teaching functional chunks of language. For instance, immersion 

teachers in Milwaukee developed a list of'password' phrases that are necessary for students 

to use in the daily school life, such as "I need to buy a lunch ticket" or "May I drink water?" 

One such phrase is taught each day and then the phrase is posted on the bulletin board. 

Motivation to learn these chunks of language is high, because they will fulfill a specific need 

in a child's daily school life. Wong-Fillmore (1979) and Curtain and Pesola (1988) 

recommend that elementary grade teachers need to give structured and specific directions 

and build regular routines and patterns into the daily lesson plan since routines are a 

necessary part of the second language acquisition. The following part of this chapter will 

explore various kinds of activities that can be used when teaching young learners in 

language arts and subject matter classes under the framework of analytic and experiential 

teaching practices. 



6 7  

Experiential and Analytic Teaching Practices in Immersion Classes 

When teaching content through a second language, immersion teachers need to 

enhance language growth as well as teach content (Met & Lorenz, 1998). Allen, Swain, 

Harley, and Cummins (1990) and Stem (1990) proposed two kinds of teaching practices in 

second language teaching. These practices are experiential and analytic teaching. 

Experiential teaching is used to refer to the message-oriented teaching which focuses on 

using the language as a vehicle for subject-matter content. On the other hand, the analytic 

teaching includes teaching that focuses on specific features of the target language, such as 

aspects of pronunciation, syntactic structures, vocabulary, and sociolinguistic features. 

•Analytic teaching can also consist of teaching metacognitive strategies, such as planning, 

monitoring, and self-evaluation. Lapkin, Swain, and Shapson (1990) state that analytic 

teaching refers to breaking the language down into its parts and teaching knowledge about 

those parts, whereas experiential teaching refers to a holistic approach to language in which 

teaching surategies involve the language in meaningful and contexmalized ways. 

Experiential and analytic teaching are interrelated and both of them contribute to target 

language development in a classroom setting (Allen et al., 1990). 

Analytic teaching is designed to clarify form-function relationships in the second 

language (McLaughlin, 1990). McLaughlin (1985) thinks that young children leara 

languages by using them in natural communicative contexts so they will leam them in their 

own time. Thus, an experiential teaching strategy may be particularly effective in promoting 

incidental learning that is considered to be a characteristic in young children learning and in 

creating authentic task situations. However, Schmidt (1990) argues that it is necessary first 

to notice features in a second language. Thus, a major function of analytic teaching can be 

seen as making features of the second language more salient for learners who might not 

notice them. However, Long (1991) indicates that an overemphasis on accuracy might 

inhibit learner willingness to produce the second language and prevent development of 
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confidence and fluency which are necessary for motivating use of the language outside the 

classroom context. Furthermore, analytic teaching might focus on more isolated forms and 

might not pay enough attention to how form relates to meaning in context. In response to 

Long's concern on analytic teaching, Lyster (1990) and Lapkin, Swain, and Shapson (1990) 

suggest that teachers can develop units around difficult grammatical structures as long as 

these units are integrated into functional and thematic contexts. As mentioned previously, 

grammatical errors are common in immersion students' speech and writing. Adding 

analytical language-study units and activities on grammar consciousness-raising activities 

may help to reduce errors and encourage accurate use of the target language. 

Lorenz and Met (1989), Boutin (1993) and Curtain and Pesola (1994) assert that 

negotiation of meaning, a teaching strategy, relies on experiential activities in immersion 

classrooms. A greater use of experiential activities is seen in elementary inimersion classes 

in order to make the subject matter comprehensible and to enhance student learning. 

Experiential activities are described as multisensory experiences, supported by visual aids, 

gestures, and manipulatives. These activities provide crucial links between what teachers 

teach and the concepts they are trying to conununicate. Experiential activities include 

hands-on experiences, simulation, role play, use of stories, songs, dances to introduce new 

vocabulary and syntax, and brainstorming activities before reading and writing activities. 

The next section will present various learning experiences that can be used to integrate 

language and subject matter learning in content area and language arts classes in immersion 

contexts. 

Learning Experiences in Content Area Instruction for Young Second Language Learners 

Qassroom teaching aims to be meaningful, authentic and relevant to students' needs 

in immersion classrooms. Lorenz and Met (1989), Met and Lorenz (1998), and Baker 

(1993) state that immersion teachers help students promote social language and academic 
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language by integrating language instruction into content instruction. The target language is 

the vehicle for content instruction, not the object of instruction itself. Immersion teachers 

plan instruction in which their students will be actively engaged (Fern, Anstrom, & Silcox, 

1995; Cloud et al., 2000) through hands-on instruction, not only to accomplish their 

linguistic needs, but also to facilitate their concept learning. Interactive instruction 

encourages soidents to construct knowledge and to understand lesson concepts. Immersion 

teachers might use discovery-oriented teaching approaches where learners are responsible 

for discovering, constructing, and creating new things. 

Snow. Met, and Genesee (1989), Day and Shapson (1996) and Cloud et al. (2000) 

indicate that immersion teachers deal with two kinds of second language objectives when 

they teach content. The first one is "content obligatory language objectives," which specify 

the language students need to develop and learn content material and consist of both 

structural and functional aspects of language. The second kind of language objective is, 

"content compatible language objectives," which are compadble with the concept to be 

taught but are not required for successful content accomplishment. For instance, content 

obligatory language includes special expressions, the technical vocabulary, syntactical 

features, and language functions, such as defining, predicting, inferring, and explaining. On 

the other hand, content compatible language includes language that is not required for 

content mastery, such as teaching prepositions (i.e., when teaching map skills) or teaching 

comparatives and superlatives (i.e., when teaching measurement). 

In content area instruction, immersion teachers teach both subject matter as well as 

the language skills related with a subject matter. In content area instruction, content 

objectives are primary, but the role of the language objectives is crucial since the content is 

taught through a second language. Content instruction has also communicative goals, such 

as presenting findings to peers, stating opinions, giving and following instructions. 

Content-based classroom acdvities use concrete experiences, manipuladves, and hands-on 
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materials that can facilitate the acquisition of content obligatory language, whereas content 

compatible language objectives help teachers focus on how students' language skills can be 

expanded; in a way, content compatible language objectives increase students' language 

growth (Met, 1994). Snow et al. (1989) and Met (1994) suggest that immersion teachers 

need to plan and incorporate language objectives when they teach subject matter in order to 

enhance language and content learning in immersion programs. Immersion teachers use 

nonverbal communication, modification of language, experiential activities, focus-on form 

activities, wait-time, and various instructional strategies to facilitate concept and language 

acquisition (Lorenz & Met, 1989). Content area instruction is a combination of both 

experiential and analytic teaching practices. 

Lorenz and Met point out that immersion teachers must monitor student 

comprehension more than usual when teaching content through the target language. In 

other words, the immersion teacher needs to determine whether students understand both 

the concept and the target language. According to Krashen (1981), second language 

acquisition will occur in subject matter classes taught in the second language if a child can 

follow and understand the lesson. Curtain and Martinez (1990) note that in elementary 

school mathematics, activity-oriented instruction and the use of manipulatives provide an 

appropriate vehicle for content-instruction combined with language instruction. 

Computations and problem solving offer concrete contexts necessary for the meaningful 

exchange of information. Kaskela-Nortamo (1995) reports the activities that she uses in her 

first grade Swedish immersion class in Fmland. For instance, in math, she uses a "think 

and count" method which gives abundant opportunities for the target language use. The 

class often sits together on the floor and count different things in the classroom (i.e., 

windows and lamps) and solve math word problems. They also have "building blocks" of 

different colors that they count with. Kaskela-Nortamo mentions that her students often use 

Swedish in these discussions and she thitiks that one reason is that they are very close when 
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they sit on the floor together. They are also so motivated to count in this way that they do 

not think about what language they use. Kaskela-Nortamo emphasizes that it is important 

to make the language something living within the classroom. 

A variety of teaching strategies are used in classrooms, such as cooperative learning, 

holistic strategies, and graphic organizers. These strategies promote interest to academic 

language learning, and encourage the development of thinking and study skills by 

contributing to content learning (Cantoni-Harvey, 1987; Crandall, 1987; Mohan, 1986, 

1990; Short, 1991). Hands-on and cooperative activities provide many opportunities to 

practice and use language for meaningful purposes. The next section will discuss 

cooperative learning, holistic strategies and graphic organizers as some useful teaching 

strategies that might be used both content area and language arts immersion classrooms. 

Cooperative Learning 

Olsen and Kagan (1992) define cooperative learning as any "group teaming activity 

organized so that learning is dependent on the socially structured exchange of information 

between learners in groups in which each learner is held accountable for his or her own 

learning and is motivated to increase the learning of others" (p.8). In cooperative learning, 

students from different linguistic and educational backgrounds work together on a task to 

accomplish a common goal (Chamot & O'Malley, 1994; Kagan, 1986; Cochran, 1989; 

Short, 1991). During cooperative group work, the students work together to leam the 

concepts and topics presented in the lessons. 

Crandall (1993) mentions that students need to communicate with each other to 

complete their tasks, and cooperative learning promotes authentic language use and 

encourages smdents to interact. Similar to Crandall's opinion, Johnson and Morrow (1981), 

Long and Porter (1985), Nunan (1988), and Richards (1985) believe that there should be 

activities that promote interaction among students in a classroom setting, such as role 

playing and group/pair work for the development of content knowledge and effective second 
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language acquisition. In immersion classrooms, there can be a tendency for teachers to 

dominate classroom activities because they are the only target language models. Swain and 

Lapkin (1986) and Wells (1986) indicate that immersion students can benefit from more 

opportunities to practice using the target language in pairs and group work. 

Holistic Strategies 

Holistic strategies include study group meetings, dialogue journals, learning logs, 

process-based writing. Process writing can begin with process writing exercises, such as 

pre-writing activities in which students leam to think and write about different writing 

topics. Students can also share and discuss their drafts with their peer editors. During 

process writing, students leam both content and also language specific to the content topic. 

Study groups and dialogue journals will allow students to share and discuss knowledge 

about a particular topic with their peers and the teacher, and also practice their receptive and 

productive skills (Short, 1991; Crandall & Tucker, 1990). 

Graphic Organizers 

Graphic orgaruzers are graphs, tables, maps, tlow charts, timelines, and Venn 

diagrams. They activate schema as a pre-reading or pre-Ustening activity; organize 

information obtained from written and oral texts, develop efficient reading, listening, 

speaking and writing strategies by helping smdents organize their ideas during their 

learning processes (Crandall & Tucker, 1990; Short, 1991; Hadaway & Young, 1994). 

Graphic organizers will also be helpful in making the target language more comprehensible 

(Krashen, 1981; Krashen & Terrell, 1983). Semantic mapping is also a teaching strategy 

that is used to teach relations among parts of knowledge and to help students organize 

relations between old and new learning. Semantic maps are used to organize or show 

relations of components within a text. Teachers, using a semantic mapping strategy, draw 

diagrams that consist of words connected to one another by lines which showed the pattem 

or relationship of the concepts (Alvennann, 1991). 
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Hadaway and Young (1994) and Short (1991) briefly summarize graphic 

organizers: 

Timelines: Index cards can be used for organizing and sequencing events 

chronologically. T'unelines will also allow for discussion and the comparison of events by 

integrating various texts and chapters. 

Venn Diagrams: Venn diagrams can be helpful for snadents to understand related 

aspects of concepts and allow them to make compare and comparisons about the similarities 

and differences of the concepts being taught. 

Row Chans: Story lines can be used as an example of flow charts and they help 

students understand the sequence of activities. For instance, in science classes, the 

instructions for laboratory experiments can be explained in a step by step format by 

showing effects on an outcome. 

Graphs/chans: Graphs and charts are used for organizing and comparing data. 

They are helpfiil for students in comparing and contrasting, and then consuiicting 

knowledge from the readings. 

The use of cooperative learning, holistic strategies, and the graphic organizers in 

immersion contexts will be helpful in increasing the content literacy and language 

development. Actually, these strategies will be useful for any kind of learning environment 

by actively involving students into the learning process and establishing their background 

knowledge for the next learning experience. The following part of this section will discuss 

the learning experiences or activities that can be used in language arts classes. 
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Learning Experiences in Elementary Language Arts for Young Second r nnpiiage Learners 

Listening to stories told or read aloud has been emphasized as an essential 

contributor to language and literacy learning. Reading aloud to the whole class is an 

experiential teaching practice. Sears (1998) states that reading aloud gives children 

opportunities to hear stories and non-fiction texts that are beyond their present reading level. 

Children learn about the construction of a story. Children who are learning the target 

language improve their vocabulary knowledge in reading aloud. Swain (1996, 1998) 

mentions that most vocabulary teaching occurs during reading activities organized around 

particular themes in early immersion classrooms. In these contexts, students learn to 

pronounce words as they read aloud. The meanings of unfamiliar words are explained 

during read aloud. 

According to Wood (1999) and Adams (1990), elementary school children should 

have daily opportunities to participate in literature reading or telling and to respond orally to 

their literacy experiences. They need to participate in the literacy experience when they 

predict what will happen, read along with the teacher from texts, fill in words or phrases 

when the teacher or a peer pauses, and comment or ask questions about the text. These 

activities are essential because they lead to increased comprehension and focus on using 

both oral and written language. Wood notes that the retelling of stories in a variety of ways 

is a usefiil activity for young children. 

Retellings can be considered as recall activities in which students tell what they 

remember from listening or reading. Retelling may be oral or written and engages a child in 

the reconstruction of texL Furthermore, retelling activities might help children become 

aware of story structure and sequence (Gambrell, Pfeiffer & Wilson, 1985; Morrow, 1996). 

In addition, retelling activity engages children in comprehension and lead them to relate 

parts of the story to one another and to their own experiences. Through reading and 

retelling stories, young children learn to introduce characters and settings, explain the central 
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problem or theme, and describe the resolution of a story. In a way, children demonstrate the 

ability to organize a story coherently (O'Donnell & Wood, 1999). Drama or acting out a 

story is another way to retell. Elementary-grade children enjoy acting out improvised 

dramatizations of stories for their peers. Puppets are particularly appropriate for young 

children to use in retelling of stories that contain dialogue. Drama also promotes individual 

responsibility to the group effort and a willingness to respect the others' ideas (Wood, 

1999). 

Wood (1999) suggests that teachers need to make sure that students have adequate 

background knowledge to understand a story. Teachers can assess students' background 

knowledge with concepts through questioning and discussion. For instance, teachers might 

encourage students to guess what the story will consist of. Another way, according to 

Wood, is to use visual aids, such as pictures or diagrams to check for students' 

understanding. In this way, listening will be more active when students are encouraged to 

participate. Wood adds that good teachers keep their students engaged as listeners by 

inviting them to participate and expecting response. 

Another way to ensure comprehension is the use of the K-W-L comprehension 

surategy. K-W-L is a teaching strategy which is used to raise students' levels of 

comprehension. "The K stands for 'what do I already know?' The W stands for 'what do I 

want to learn?' and L stands for 'what have I learned?" (Pardo & Raphael, 1991; p. 558). 

Pardo and Raphael think that the K-W-L strategy helps students check their background 

knowledge while learning to read with a goal and also to reflect on the story after reading. 

Story mapping is another strategy to visually organize the main components of simple 

stories. Story mapping helps students sort out the more important information from the 

less important information in the story, leading to comprehend the story better. Teacher can 

use the story mapping framework as the basis for asking appropriate comprehension 

questions, such as what is the setting,? who is the main character,? what was the problem,? 
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and how was the problem solved at the end? (Cunain and Pesola, 1994; Jett-Simpson, 

1981). 

There is a strong relationship between learners' oral language and dieir literacy 

development. Cloud el al. (2000) think that, with younger students, reading and writing 

occur after some oral language and prerequisite cognitive skills are established (i.e., ability 

to establish relationships, retain visual, auditory, and semantic information in short term 

memory). By developing students' oral language skills, teachers also support their reading 

and writing performance. Language skills interact with one another. Oral language can also 

be developed during reading and writing activities or as a follow-up to reading/writing tasks. 

Students in dual language programs develop oral proficiency in the second language 

in contexts, such as the second language class, academic subject area classes, and in social 

interactions with peers and adults who are fluent in that language. Cloud et al. (2000) 

indicate that once oral language is acquired or understood, the reading and writing 

experiences in both tlrst-and second-language classrooms will be dependent on students' 

oral language comprehension as well as on students' background knowledge. Therefore, the 

next section discusses the teaching strategies that can enhance oral target language use in 

immersion classrooms and also suggests that there is a need for conducting more studies on 

teaching behaviors that facilitate students' oral language production. 

Increasing Opportunities for Oral Second Language Use in Immersion Classrooms 

Characteristics of Immersion Teacher Talk 

Genesee (1986) and Swain (1996) mention that the effectiveness of immersion 

teaching depends on the quality of the interaction between a teacher and a learner. The 

second language outcomes of immersion students can be enhanced through increased 

opportunities for the productive use of the target language in meaningful contexts. Tardif 

(1991, 1994) and Weber (1991) found that kindergarten and first grade immersion teachers 
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used contextual clues and modified their speech through self-repetitions, linguistic 

modeling, and paraphrase. These contextual clues and modifications provided 'scaffolds' 

which help students understand what was required from them and response to the teacher 

accordingly. Baker (1997) also observed that for the first year or two in French immersion 

classes, the teacher speaks slowly and gives the child more time to understand the meaning 

and process the language input and encourage student output. 

The nature of teacher talk is crucial in a learner's linguistic environment. Basing her 

work on a survey of immersion teachers in the United States, Snow (1987, 1989) specified 

core instmctional strategies used by immersion teachers to foster language and subject 

matter learning in their classrooms. These strategies include explicit teacher modeling, 

extensive use of body language, visuals, and manipulatives, building redundancy into 

lessons, use of clarification/comprehension checks, encouraging productive use of language, 

and indirect error correction. These strategies are consistent with theoretical perspectives on 

second language learning; however, empirical evidence is needed on the manner and extent 

to which immersion teachers incorporate these strategies mto their subject matter teaching. 

Suggestions for Developing Oral Second Language Use 

Nunan (1989) slates that language teachers tend to talk for about two-thirds of the 

available class time; teachers tend to do most of the talking. In some language classrooms it 

has been shown that teachers talk up to 89 per cent of the available time. LaVan (2001) 

offers suggestions on strategies for encouraging more target language use in classrooms. 

First of all, teachers need to create a classroom and school context wi± clear expectations 

for the use of the target language. Teachers should establish rules of conduct for the 

classroom, and make clear to students that they are expected to use the target language as 

much as possible. In addition to clearly established rules and expectations, teachers also 



7 8  

need lo create a nurturing environment, which encourages the use of the second language 

and provides opportunities for its use (Cloud et al., 2000). 

Glisan and Philips (1989) mention that if students are to develop functional 

language proficiency, they need to be exposed to the target language as much as possible. 

For instance, teachers in the immersion school should use the target language with one 

another to model the importance of the language. The use of announcements in the 

immersion language and the availability of other adults in the school who speak the target 

language can also increase the status of that particular target language. Pair and group 

activities are also useful in increasing the use of the target language. The instructions for 

the group work or pair work should be clearly oudined and structured and students should 

have the language necessary for performing a particular task. At the end of group work, 

students might be held responsible for sharing the information they have with the class. In 

any kind of activity, peer support is crucial since it might be helpful in lowering anxiety, 

clarifying conceptual understanding, and encouraging communication in the target language. 

Mountain (2000) also states that elementary teachers need to immerse students in 

the oral language. Reading aloud to children is another way to immerse children in the oral 

language as it is discussed in the previous section of this chapter. Reading aloud will 

promote conversations about books and students will respond by listening and talking about 

stories. According to Stein (1999), oral proficiency includes the ability to communicate 

verbally in a functional and accurate way in the target language. A high degree of oral 

proficiency implies having the ability to apply the linguistic knowledge to new simations 

(Omaggio, 1986). Stein (1999) recommends teachers listen to their students' use of the 

language when they talk to them, when they give oral presentations to the class and when 

they interact with each other while working in groups. 

Brumen (2000) states that show-and-tell time in which students talk about an object 

they picked can be valuable in expressing a student's ideas in front of others and making 
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contributions about a student's personal background. Through show-and-tell, students leam 

to share verbally in group settings. Songs learned in the target language have the double 

benefit of providing students experience with vocabulary, rhythms, and structures of the new 

language. A number of immersion-specific teacher behaviors seem to play a critical role in 

enhancing student language outcomes. Met and Lorenz (1997) suggest that to enhance 

smdent language growth, teachers should surround students with the immersion language 

by creating an inviting classroom environment filled with oral language. Teachers should 

expect students to use the immersion language all the time. However, Cloud et al. (2000) 

claim that "there is nothing you can do to force students to use a language in which they are 

not proficient, especially if they share a fluent native language" (p.75). Teachers are 

discouraged from using incentives and material rewards if they are proven to be ineffective 

since the misuse of incentives might create an artificial situation by discouraging students 

from using the language for authentic, communicative purposes. 

There is a need for creating an interactional environment that encourages the use of 

extended discourse among students in immersion classrooms. Well-structured, cooperative 

communication activities, such as jigsaw tasks and information gap tasks might provide 

students with oppormnities to engage in more language-rich interaction (Allen. Harley, 

Swain, & Cummins, 1990). However, as discussed earlier, Lyster's (1987) main concern is 

the explicit emphasis on the form of the target language along with the interactive use of the 

second language in immersion classrooms. It has been assumed that children in immersion 

would leam the language incidentally, without explicit analysis. The underlying premise of 

immersion advocated emphasis on meaning, not form. Lyster asserts that form could be 

acquired implicitly, as long as the students kept communicating. However, Lyster asserts 

that immersion soidents leamed to communicate, yet not truly in the second language, but 

rather in a fossilized interlanguage. 
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Swain (1998) states that discussions with immersion teachers about how to improve 

the target language of immersion students, particularly their "grammar," is a frequent topic. 

A solution often is " teach more of it." However, teaching grammar in isolation has not 

proven to be a particularly effective strategy in improving immersion students' spoken target 

language use. Grammar has been taught in immersion classes. However, the main 

emphases should be on relating forms to their meaningful use in communicative contexts. 

Therefore, Lyster proposes a linguistic syllabus which would have as its goal the prevention 

of the early fossilization of immersion French. Through a linguistic syllabus, the forms of 

the target language will be presented in a systematic and graded way beginning in the first 

years of immersion programs. 

Along with a greater emphasis on form in immersion classrooms to prevent 

fossilized language starting from early language acquisition, immersion teachers face 

another challenge in terms of increasing the target language use in immersion classrooms: 

increasing the use of the first language as students progress across grade levels. In a recent 

study, Broner (2000) collected data over the course of one academic school year in a 

Spanish immersion fifth grade classroom. She found that while these students consistently 

used Spanish when interacting with the teacher and during structured activities, their use of 

the second language varied during social interactions and they used their first language 

while they are off-task in a classroom context. Broner found that whether students were on-

task or off influenced the amount of the target language use. When the task involved 

focusing on the second language, such as creative writmg and reading activities, the students 

used much more second language. 

Tarone and Swain (1995) refer to immersion students' lack of a vernacular as the 

cause of increased use of their first language as they progress through the grade levels. 

Students in immersion classrooms have been observed to use the immersion language to 

communicate about academic topics, but to switch to their first language for informal. 
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nonacademic speech. Tarone and Swain explain this situation by arguing that the 

immersion classroom can be viewed as a digiossic speech community, where the target 

language is used as a superordinate, formal language for academic purposes, and the first 

language is used as a subordinate, informal means of communicating socially. Thus, using 

the vernacular is a way of building identity and being part of a group. Tarone and Swain 

say that children have a strong need to use a vernacular language with each other, especially 

as they get older, and the only vernacular language is their first language. LaVan (2001) 

suggests that for an immersion student to leam the target language vernacular, they would 

need frequent interaction with native-speaking children which is something not always 

possible in every immersion context. LaVan also suggests that immersion teachers should 

teach more vernacular vocabulary which students can use in their social interactions with 

their peers. Such vocabulary might come from daily life topics, such as family, food, and 

entertainment. 

Conclusion 

In inmiersion classes, a teacher is the main source of oral input of the second 

language (Walsh & Yeoman, 1999; Tardif, 1994). Genesee (1991) states that it is important 

to identify the discourse characteristics of immersion classrooms so as to determine what 

makes teacher talk an aid to learning the second language in an immersion context and how 

it promotes extended oral language output in immersion classes. My dissertation research 

will be helpfiil in demonstrating the effective teaching strategies that increase oral second 

language use in first grade German and French immersion classrooms by examining 

teacher-smdent interaction patterns and immersion teaching in different learning contexts 

and learning experiences. 
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CHAPTERS 

METHODS FOR INVESTIGATING EFFECTIVE TEACHING STRATEGIES IN 

RRST GRADE IMMERSION CLASSROOMS 

The purpose of this study was to investigate effective teaching strategies that 

enhanced students' oral second language use in first grade one-way immersion classrooms. 

In these two one-way immersion programs, monolingual English-speaking children were 

immersed in either German or French languages starting from kindergarten. This study 

also described the learning experiences and the teaching materials used in language arts and 

math classes that facilitated content learning. With this intent, I was in a German and a 

French fu^t grade immersion classroom for seven months and collected the data from these 

two classes. 

There were two research questions in this study. However, these research questions 

were not separate from each other. They were embedded. 

(1) What are effective teaching strategies that increase students' oral second language use in 

German and French first grade immersion classrooms? 

(2) What are the learning experiences and materials that the teachers use in order to facilitate 

learning in German and French tlrst grade language arts and math classes? 

Research Design 

In this study, I used qualitative methods to construct a micro-ethnographic case 

study. The data for this study were collected through on-site observations, videotaping and 

audiotaping "m the classrooms. Strucmred and semi-structured interviews were conducted 

with teachers and the program implementors in German and French elementary immersion 

schools. Artifacts, such as students' work, teaching materials, and written documents about 

the two schools' program goals were also collected with permission of the school 
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administration and the teachers. In the rest of this chapter, I describe the data collection 

procedures, each school site, the participants, and the phases of data analysis. 

Data Collection (Procedures 

Micro-ethnographers (e.g., Mehan, 1979; Erickson and Schultz, 1977) study 

people's actions and the circumstances under which these actions take place. A basic 

premise of micro-ethnographic studies is that social events such as classroom lessons are 

interactional accomplishments (McDermott and Roth, 1979). Hence, a primary goal of 

micro-ethnographic study is to describe lessons or other important educational activities by 

characterizing the interactions of the participants who assemble the activities (Mehan, 1979; 

Au, 1980; Shultz, Rorio and Erickson. 1980). I began my data collection in November 

2000 and the data collection period was carried out till the end of May 2001. As stated 

previously, the data for this study came from on-site observations, field notes, audio and 

video recordings. I also conducted structured and semi-structtired interviews with the 

school administration and the teachers, and collected classroom-related artifacts, such as 

teaching materials, lesson plans, and students' work and school-related artifacts, such as 

curriculum documents, school, and student profiles. My role in the classes was that of an 

observer. I mainly collected the data from the first grade language arts and the math classes 

in the German and French immersion schools. The reason of choosing language arts and 

math classes was to observe both language and content learning. The research timeline of 

this study is shown in Figure 3.1. 
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Dates Research Activity Data Collection 
June 2000 Visiting schools, getting 

permission from the 
principals and the program 
implementors to conduct the 
research at their schools, and 
providing them information 
about the research proposal. 

August 2000 Sending letters to the 
schools to ask for volunteer 
first grade teachers 

October 2000 Presentation of the 
dissertation proposal and 
getting permission from the 
Human Subjects Committee 
of the University of Arizona. 

Piloting the interview 
questions with the teachers 
who were teaching in a 
bilingual magnet elementary 
school in Tucson, Arizona. 

November 2000-December 
2000 

Accessing the research sites; 
establishing rapport with the 
school administration, 
faculty, students, and several 
parents; getting used to the 
classroom settings; feeling 
comfortable with the 
technical equipment for the 
data collection, such as 
videotape and audio 
transcriber. 

Getting written permission 
from the parents for 
videotaping and audiotaping 
in the classes. 

Field notes, videotaping, 
audiotaping, interviews, 
collecting artifacts, and 
taking pictures. 

January 2001-June 2001 Data collection Field notes, videotaping, 
audiotaping, interviews with 
teachers, students, program 
implementors, and parents; 
collecting the written 
documents, such as 
curriculum guidelines, 
immersion program goals, 
lesson plans, teaching 
materials (worksheets, 
activity guidelines), and 
samples of the students' 
work; taking pictures. 

June 2001- May 2002 Analysis of the data and 
writing the dissertation 

Figure 3.1. Research timeline 
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Observations, audio and video recordings, and interviews which were used in this 

study are explained below. 

Observations 

The observations in the German and French first grade immersion classrooms 

focused on how each immersion program supported children's language and content 

development in the second language and what effective teaching practices were used by the 

first grade teachers to promote oral second language use. I kept tleld notes about what the 

teachers did and how they were teaching the second language and content, and how the 

children responded and reacted to the teachers' questions and instructions. I tried to be as 

unobtrusive as possible by not making eye-contact with the children and sitting on the 

outskirts of the group of children. During the observations, I used an observation sheet 

where I recorded the classroom observations and learning contexts for the particular day 

and a time period. On the same sheet, I also recorded my reflections on classroom teaching 

and learning experiences. I collected artifacts, such as worksheets and students' work, at the 

end of my observation for the particular day. My observations in the first grade German 

immersion class took place three days a week from 9 a.m. till 2:30 p.m. The timeline for the 

school visits is presented in Appendix A. At the end of the data collection period, 73 hours 

of observation was made in the first grade German immersion class. 

I also observed the fu^t grade French immersion class three days a week from 9 

a.m. till 1:30 p.m. A total of 67 hours of observation was made in the French fu^t grade 

class. My observations in the German and French classes followed a rotation and [ 

alternated the weeks between the classes. To be able to experience the whole school culture, 

I had my lunch with the teachers and the smdents and also attended some of their field trips: 

one was to a museum and the other was to a forest. 

In October 2000, when I was presenting my research proposal, I decided to include 

the Spanish immersion school in my research study along with the German and French 
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immersion schools. I made my observations in a first grade Spanish immersion class three 

days a week from November 2000 till May 2001. However, when I started to analyze and 

work on the data in depth in June 2001,1 decided to focus more on German and French 

first grade immersion classes due to the overwhelming amount of data I had during my data 

collection period. I am planning to work on the data for the first grade Spanish immersion 

class separately as one of my research studies in the near future. 

Video and Audio Recordings 

I started videotaping and audiotaping at the end of November. It took a month to 

collect the parent permission forms for the video and audio recordings. I videotaped the 

lessons starting from November 2000 till the end of May 2001 in order to make the 

classroom observations more vivid and accurate since I was convinced that the teachers' and 

the students' voices were quite audible in the videos. Several times, I used audiotaping at 

times that the videotaping, particularly the students' voices would not be audible. I mainly 

videotaped the main learning contexts in each class, such as calendar time, carpet time, board 

story time, reading aloud time, puppet theater time, and math time. These were the learning 

contexts that the students were involved with every day as part of the daily classroom 

routine. Total videotaped data for the German immersion was 22 hours and the total 

videotaped data for the French immersion was 20. 

Interviews 

I conducted structured and semi-structured interviews with the program 

implementors and the teachers. Basically, the macro-context (i.e., history of the program 

and the program goals) and the micro-context (i.e., school description, smdents, teachers 

and staff, scheduling, and curriculum) were explored in the interviews with the research 

participants. All the interviews were audiotaped. 

Interviews with the Program Implementors: I used structured interviews with the 

program implementors. I conducted interviews with them during the day time when they 
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were available. These were some of questions that I asked the program implementors. All 

the other questions are presented in Appendix B. 

- How did the immersion program start? What are your program goals? 

- What are parents' motivation/reasons for sending their children to your school? 

- Are there any specific challenges the program is not able to meet? 

-What difficulties has the program had that other programs could leam from? 

- As a program implementor, what are your suggestions/recommendations for potential 

program implementors? 

Interviews with the Teachers: After I developed the interview questions for the 

teachers, I pilot tested them on three third, fourth and fifth grade elementary school teachers 

in a bilingual magnet school in Tucson, Arizona. The reason for pilot testing the interview 

questions was to make sure of the clarity and the wording of the questions. Revisions on 

the questions were made based on feedback from those three teachers that I interviewed in 

the bilingual magnet school in Tucson. The interviews conducted with the teachers were 

structured and semi-structured. I interviewed the teachers at the beginning or at the end of 

the week (based on their availability) in their classrooms in order to obtain information 

about the objectives and steps in their lessons, and the instructional practices that they had 

used or were going to use in their teaching. 

At the beginning of my research, I conducted strucmred interviews with the teachers 

in order to leam their teaching philosophy/beliefs, and the teaching methodology they were 

using. Then at the beginning of each week in a seven-month time period, I conducted 

structured interviews with the teachers to obtain information about the lessons (i.e., learning 

goals, assessment techniques, and homework). One of the teachers handed me lesson plans 

for the weeks that I was in the school for observation and the other teacher preferred an 

interview to talk about the goals of the lesson, learning objectives for that week, and the 

learning experiences planned for that particular week. The interviews lasted approximately 
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half an hour. The data I received from the interviews in this part provided me information in 

answering research question 2 which focuses on the learning experiences that the students 

are involved in the language arts and math classes. Here are some of the questions that I 

used in the strucoired interviews. All the interview questions are presented in Appendix C. 

- What instructional practices (or methodologies) do you use in the classroom? What do 

you do in the classroom? 

- How do you plan your lessons? 

- What are the linguistic and communicative objectives of the lesson this week? 

- What are the learning objectives for language arts and math this week? 

- What kind of learning experiences did you plan for this week? What kind of materials are 

you planning to use to meet your lesson goals? 

-How are you going to assess your students' performance? What kind of assessment tools 

are you going to use? 

I conducted semi-strucOired (open-ended) interviews at the end of each week in 

order to record teachers' feelings, emodons about their lessons, the way the lessons went, the 

strategies they used in order to improve the students' oral second language use and content 

learning within the class. In other words, the semi-structured interviews focused on 

exploring the teaching practices that the teachers used in order to increase students' verbal 

production in language arts and math classes. The interviews conducted in this part 

provided me information to answer research question I which deals with exploring the 

effective teaching strategies that increase oral second language use in language arts and 

math classes. The semi-structured interviews took approximately an hour and a half. All 

the interviews with the teachers were audiotaped. Here are some of the questions I used for 

the semi-structured interviews. Other questions are presented in Appendix D. 

- What is your reflection about the math activity you did this week? Did it work well? 

Would you change anything to increase the students' oral participation? 
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- In calendar time (one of the main learning contexts), what did you do to increase the oral 

second language interaction and learning among the students? 

-In board story time (another main learning context), what did you do facilitate the students' 

verbal second language use with you and also with their peers? Were there any pans of the 

lesson that you decided to modify later in order to enhance students' second language use? 

Interview with Students: At the end of the data collection period, I interviewed 

several students from the German and French first grade classes. Below are the questions I 

asked the students. 

- Do you like learning German/French? 

- Is learning German/French difficult or easy? Why? 

- What helps you the most to learn German/French? 

- What is your favorite learning activity? What do you like to do in the class? 

-When do you participate the most? 

- What does your teacher do to help you understand German/French? 

- What do you like to talk about in the classroom? 

The interviews with the smdents took approximately 5-10 minutes. I asked the 

students about what they thought about the things they liked to do in the class that allowed 

them to participate in the class more actively. Their responses helped me understand what 

they liked to do in the class, their favorite learning experiences, and the teaching behaviors 

that helped them learn the target language. 

Interview with Parents: I interviewed several parents whom I saw frequendy in the 

German and French first grade classes when they came to drop off their children at the 

school. I asked the parents the reason for sending their children to an immersion school 

and how they decided to send their children to that particular school. 
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Research Sites 

Milwaukee Public Schools: German Immersion Elementary School 

The German public elementary immersion school is located adjacent to a park in a 

residential area in a large mid-western city in the United States. The German immersion 

school is an early, total immersion program which was founded in 1977. The school is also 

a magnet school in which students both from the city and suburbs can enroll. The goal of 

the immersion program is to provide children with the opportunity to become bilingual in 

both English and German, achieve high levels of success in content areas, and develop a 

sense of multiculturalism. 

The German immersion program staned by the initiation of Anthony Gradisnik who 

was a foreign language specialist in 1977. Gradisnik had heard of the successes of French 

immersion programs in Canada and proposed the immersion model to this mid-western 

city's magnet school program. He received support from the German community in the city 

and from the German department of a university located in Milwaukee (Curtain, 2000). 

Language Distribution: The grade levels begin from four-year-kindergarten through 

fifth grade. Snjdents receive instruction in reading, language arts, mathematics, social 

studies and science instruction in German. In the German immersion program, students are 

introduced to 30 minutes per day of English reading instruction in the second grade. The 

amount of English increases to one hour per day at the third grade, and one hour and a half 

per day at the fourth and fifth grades. School hours are 9:00 a.m.-3:40 p.m.. 

There are approximately 25 smdents in each class. The school is using a class-size 

reduction program in one second grade class which had 17 smdents. Based on the 

interview conducted with the program implementor, she stated that the reason for having the 

class-size reduction program at the second grade was because English was introduced at 

this level so the administration felt that the children would benefit from having a smaller 

class size at this level. Also, the school administration chose Grade 2 for class-reduction 
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size program since it would be easier to do all of the testing for this program. The class-

size reduction program is a federally funded program which consists of a maximum of 18 

students in a class. However, the school is not able to afford dje class-size reduction 

program throughout the entire school. 

Student Profile: There were 600 students at K4 (Kindergarten 4 years-old) through 

Grade 5 including 35 in the Special Education program in the academic year of 1999-2000. 

The school's student ethnicity and racial profile consisted of approximately 33% African-

American. 2% Asian and Hispanic and the rest European-American. All the students 

enrolled at the school are monolingual English-speaking children. The socioeconomic 

status of the majority of the students is predominantly from lower to middle class. The 

school has the lowest percentage of free lunch students in the district (29.8%). Students 

come from all parts of the city of Milwaukee, and 10% come from suburbs. 

Teaching Staff: There were 21 German immersion classroom teachers, four special 

education teachers, full-time specialists in reading, technology, music, art and physical 

education, 10 immersion assistants who served as small-group tutors, and a program 

implementor (curriculum coordinator). Of the teaching staff. 50% were native speakers of 

German. Nine teachers had their master's degrees and the rest of the teachers had their 

bachelors. By state law, immersion teachers hold elementary certification issued from a 

city. 

The main responsibility of the program implementor is the adaptation of the 

Milwaukee public schools curriculum to the immersion program curriculum. The 

implementor also obtains necessary teaching materials through direct purchase from 

publishers in German-speaking countries (Curtain, 2000). 

Admission Policy: Children are only accepted at the K4, K5 and Grade I levels 

without any background knowledge of German. About 75% were accepted at K4 and 90% 

accepted at K5 and Grade I. There are no other special enrollment requirements for 
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entrance at K4, K5, and Grade I. Students are randomly selected by computer lottery. 

Admission at Grades 2 to 5 is dependent upon the student's prior German experience and 

space availability within the school. Based on the interview that I conducted with parents, 

the parents' main reason for sending their children to a German immersion school was 

either because the parents spoke German or they had a family member who was German or 

lived in Germany. Another reason for enrollment in the school was the reputation of the 

school and the achievement scores of the smdents on standardized tests. 

School Facilitv: The school has 24 classrooms, an art room, gymnasium, private 

courtyard, lunchroom, kitchen to prepare breakfast and lunches, and an office. The school 

has a library, teacher resource center, computer lab, and a reading resource center. The 

school has also internet access in every classroom and in the computer lab. The picoire of 

the German immersion school is presented in Appendi.x E. 

Achievements: The school won the U.S. Department of Education Blue tlibbon 

award in 1994 because their students excelled at Grades 2, 3.4, and 5 in the district and 

state-wide assessments which are administered in English. The school also won Redbook 

magazine's "Best in State Award." 

Milwaukee Public Schools: French Immersion Elementary School 

In the fall of 1978, the Milwaukee Public Schools district opened the French 

immersion school. The French immersion school is located in a residential area in the south 

part of Milwaukee. Like the German immersion program, French immersion is an early, 

total immersion program. The French immersion school is also a magnet school where 

children firom all parts of the city can enroll in the program. 

Language Distribution: Students are immersed in French beginning in the four-

year-old kindergarten through the fifth grade. English language arts instruction begins in 

Grade 2. The amount of English instruction is increased in Grades 3 to 5. Students spend 
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approximately 45 to 90 minutes per day in English instruction. The goal of the French 

immersion program is to provide students the opportunity to become bilingual in French 

and in English as well as to provide them with a high-quality, multicultural education. The 

school is using the SAGE (Student Achievement Guarantee in Education) program. SAGE 

is a state-funded program which consists of 15 students maximum in a class. There were 

five SAGE classrooms in the school. Two of them are at K5 and the three of them are at the 

first grade level. School hours are 9:00 a.m.-3:40 p.m.. 

Student Profile: There were 413 students enrolled at the school in the academic year 

2000-2001. Students in the French immersion school were monolingual English-speaking 

children. The student population at the school was 359c African-American, \% Asian, 2% 

Hispanic, 60% European-American, and 2% other. 30% of the students had free or reduced 

lunch and 70% of the students paid full price. The students came from all areas of the city. 

Teaching Staff: There were 19 classroom teachers. There were 18 non-native 

teachers of French and one native speaker of French. All the teachers either had or were 

working on elementary certification. 

Admission Policv: In 2000-2001 academic year, 80 students applied and all of them 

were accepted. The admission process is open to any child in K4, K5 and Grade 1. 

Admission at Grade 2 to 5 is dependent upon students' prior French background. Based on 

the interview conducted with parents, their main reason for sending their children to French 

immersion school was because the parents spoke French or they had a family member who 

was French. Other reasons include that their children would have a high quality of 

education, as well as become bilingual. 

School Facility: The school had 15 classrooms, an art room, private courtyard, 

library, reading resource center, computer lab, teacher's lounge, kitchen to prepare breakfast 

and lunch, and an office. The picmre of the school is presented in Appendix F. 
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Achievements: Their students excelled in the district and state-wide assessments at 

grade levels 3,4, and 5 which were administered in English. These were the grade levels 

diat were tested. Also, students in Grades 1-5 won honors in a national French contest. 

In Milwaukee, there are middle and high school partial immersion programs in 

German, French, and Spanish. Thus, the students who completed their elementary 

education in total immersion programs might continue their education at immersion 

programs at middle and high school level. The Milwaukee partial immersion middle school 

started in 1981. Subject matters taught in German, French, and Spanish were language arts, 

math, and social studies. Middle school included Grades 6-8. The Milwaukee partial 

immersion high school started in 1983. Subject matters taught in German, French, and 

Spanish were language arts, social studies, and elective. High school included Grades 9-12 

(From CALL; Total and Partial Immersion Language Programs in U.S. Schools, Year 

1999). 

Participants 

German Immersion School 

Frau M. and her first grade class: Frau M. showed interest in participating in the 

study. She was also recommended by the program implementor as an exemplary educator. 

Frau M. is in her early-forties and a native speaker of German. She has been in the United 

States for 19 years and has been teaching in the German Immersion School for 16 years. 

She has a master's degree in elementary education from a U.S. university. She also has a 

German teaching license for Grades 1-9. 

In Frau M's first grade class, there were 24 students (14 girls and 10 boys). Their 

ages varied from sLx to seven. There were nine six-year-olds and 15 seven-year-olds in the 

class. Six students were African American and 18 students were of other ethnicities. There 

were six students in the class who had one parent or grandparent who spoke German. The 

rest of the students did not receive any assistance in German outside of the school. 
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All of the students attended the kindergarten in this school so they were taught in 

German the previous year. Three sttidents received speech therapy in their native language, 

English. There was one handicapped child (spinabifida) and one student who was detected 

with severe lead-poisoning at age three. She repeated kindergarten, had trouble with 

remembering, and had difficulty with higher-level thinking skills. Frau M. informed me that 

the socioeconomic background of the students were predominantly middle class. Most of 

the students in the class went to daycare before and/or after school. 

French Immersion School 

Mademoiselle F. and Monsieur L. and their tlrst grade class: The first grade 

classroom in the French immersion school was taught by two teachers. Mademoiselle F. 

and Monsieur L. were recommended by the program implementor. They also showed 

interest in participating in the study. Mademoiselle F., who was in her mid-twenties, had 

been teaching for two years in the French immersion school. She was a non-native speaker 

of French. She started learning French in high school. She continued to study French for 

five years in college and received her degree in education. She also spent one semester in 

France in order to improve her French language skills. Monsieur L., who was in his early-

forties, had sL\ years of teaching experience in a Spanish immersion school in Milwaukee, 

and he was a non-native speaker of French. He learned French in Quebec when he was 23. 

He was also a fluent speaker of Spanish and Italian. He lived in Central America (Costa 

Rica) for a year. 

In the first grade French immersion class, there were 24 students (13 girls-11 boys). 

There were three African-American students in the class and the rest of the class had 

European-American ethnicities. Their ages varied from six to seven. The class was a 

SAGE classroom. Since there were twenty-four students and SAGE required 15 students 

per teacher, the class was being taught by two teachers. There were three smdents in the 
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class whose family member spoke French and helped their children with their French 

outside of school. The other students in the class did not have any help in French outside 

of the school. In terms of the students' socioeconomic background, the teachers informed 

me that most of them came from middle class families. 

Ethics and Reciprocity 

The permission from the Human Subjects Committee of the University of Arizona 

was taken before the research began. The permission letter taken from the human subjects 

committee is presented in Appendix G. Informed consent forms were obtained from the 

three teachers and every parent of a child before any audio and video recordings were 

scheduled. Pseudonyms for the children and the initial letter of the teachers' last names 

were used throughout this research report, I will also share the findings of this study with 

the participating teachers. 

Data Analysis 

The data analysis of this snady was based on qualitative and quantitative research 

techniques from ethnography and case study research. In second language classroom 

studies, ethnography has been recommended as a way to give a comprehensive description 

and provide a deeper understanding of language learning in a classroom context (Van Lier, 

1988, Nunan, 1992). Anton (1996) also agrees with Van Lier and Nunan and states that: 

Proponents of the ethnographic approach find this method a more 

successful approximation to the study of classroom interaction 

dian the use of quantitative analyses, which often fail to offer a 

comprehensive description of what goes on in the classroom 

and fail to capture interrelationships between different aspects 

of classroom behavior, (p.553) 
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In my data analysis, for research question I, I used the combination of qualitative 

and quantitative measures in order to explore the effective teaching strategies that increase 

students' oral second language use in German and French first grade one-way immersion 

classrooms. I used qualitative analysis in order to answer the research question 2 which is 

"What kind of teaming experiences and materials do the teachers use in order to enhance 

learning in language arts and math in German and French first grade one-way immersion 

classes?" 

In this study, I define "effective teaching strategies" as the instructional practices that 

facilitate oral second language use among the teachers and students. I also consider 

"learning" as the part of verbal interaction among the teachers and the students. If there is 

involvement in the lesson on the part of the soidents, this involvement or participation might 

be the indication of learning. I define "involvement" as the active, spontaneous participation 

of the students in the lesson. 

At the end of the semester, I gave seven students from each class an oral language 

proficiency test that included a story-telling task from a wordless picture book and a picture 

description task from a big poster. The teachers picked seven students who have different 

oral second language proficiency backgrounds (2 students high language level, 3 students 

middle, 2 snadents low language level) and conducted the test under my guidance at the 

beginning (before the classes start) or at the end of the school day. The test approximately 

took IS minutes. 

I audiotaped the students' responses to each task. The audiotapes were then 

transcribed to German and French and then they were translated to English by native 

speakers of German and French. The transcribers were also highly fluent in English. The 

students' oral language proficiency were assessed by native speakers of German and French 

using the SOLP (Student Oral Language Proficiency) scale. I also conducted an interview 

with the teachers in order to receive information about the students' oral language 
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proficiency level at the beginning of the semester. These oral proficiency tests that were 

given to the students at the end of the semester provide one means of demonstrating the 

students' oral language learning at the end of the semester. I did not measure the students' 

content knowledge in math at the end of the semester. I described the students' content 

matter knowledge in a qualitative manner over time in various learning experiences in 

language arts and math. 

In Chapters 4 and 5,1 described the students' actions and behaviors in order to show 

that they understood the content material and proceeded successfully in a learning 

experience and accomplished grade level learning goals. I consulted the Milwaukee Public 

Schools curriculum in order to describe the learning goals for oral language development 

and math for the first grade level. I also defined a learning experience as a group work 

project in a board story time or a group/pair work in math time. The term "learning 

experience" was suggested by Dr. Carol Evans, one of my dissertation committee members, 

in my dissertation proposal meeting. The analysis of the data occurred in four phases 

which are explained below. 

Phase I: Analysis of Field Notes 

In the first phase of the data analysis, ethnographic data analysis techniques were 

used. Starting from the first day of my observation in the research sites, I kept field notes 

and divided the field notes into two categories: descriptive notes and analytic (interpretative) 

notes. The descriptive notes included description of the main learning contexts in German 

and French first grade classes (i.e., carpet time, calendar time, board story time, reading 

aloud time, puppet theater time, and math time); description of the teaching experiences 

(activities) and materials; and teachers' and students' reaction/response (verbal and non

verbal) in a particular teacher-student and student-student interaction. In my descriptive 

notes, I paid attention to the use of low-inference descriptors by demonstrating the 
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narratives of teacher and snadeni behaviors and verbatim accounts of what the teachers said 

in a learning experience (Pelto & Pelto, 1978; Schatzman & Strauss, 1973). Analytic notes 

(high-interference interpretive comments) mainly reflected my interpretation and experience 

about the observations. Examples of the descriptive and analytic field notes are presented in 

Appendix H. 

As I was recording my interpretations and feelings at the end of my observations, I 

also started to generate and test assertions which repetitively occurred and facilitated oral 

second language use in the language arts and math lessons. During my data analysis, I 

employed the constant comparison method based on grounded theory (Glaser & Strauss, 

1967). For example, one of the assertions I generated at the end of my systematic 

observations was: "In the German immersion first grade class, board stories provide the 

smdents opportunities to practice new and previously learned vocabulary and facilitate the 

use of the target language. The children answer the questions posed by the teacher, and also 

ask questions about the story." Based on my systematic observations in the two classes and 

the field notes I kept, assertions/statements started to highlight the language facilitating 

learning contexts and experiences that increased the use of the target language and content 

learning among the students in the two first grade classes. At the end of the analysis of my 

field notes, I decided to focus on four main learning contexts, namely calendar time, board 

story time, reading aloud time, and math time in the German immersion first grade class. In 

the French immersion first grade class, the main learning contexts I focused on were carpet 

time, reading aloud time, puppet theater time, and math time. These learning contexts were 

daily classroom routines in which the children involved through various learning 

experiences in language arts and math lessons. Some of the elective analytic and 

experiential teaching strategies emerged within the learning contexts at the end of empirical 

observations and inductive analysis are: developing comprehension skills and vocabulary, 

linguistic modeling/the use of pre-fabricated language patterns, building background 
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icnowledge, continuous reviews and repetitions, creating concrete experiences for the use of 

the target language, and use of comprehension questions to build understanding. 

Phase 2: Analysis of the Video and Interview Transcriptions 

Transcriptions of the interviews conducted with the teachers helped me find 

supportive evidence for the systematically and repetitively occurring statements, purposes of 

the learning contexts, and learning experiences. I also took care to validate my 

interpretations with the teachers during the semi-structured interviews to increase the 

internal reliability of the study (Mehan 1979; LeCompte & Goetz, 1982). At the same time, 

I randomly selected the video segments that needed to be transcribed in order to examine the 

teacher-smdent interaction in main learning contexts. However, when I was selecting the 

video segments, I took into consideration including the time periods when the teachers and 

the students were verbally interacting with each other in various learning experiences within 

each learning context, such as calendar time, board story time, or math time. 

All of the videotapes were subsequently transcribed and then translated to English. 

Since I am not proficient in German and French, I hired transcribers proficient in German 

and French to transcribe and translate the video segments. The transcribers are graduate 

teaching assistants majoring in education-related fields in the German and the French/ 

Italian departments of the University of Arizona. Although I could usually understand most 

of what happened in the classes, when I had questions, I asked the teachers for clarification. 

Out of the 24 hours of videotaped data from the German first grade class, 15 hours 18 

minutes were transcribed and translated into English. Out of 21 hours of videotaped data 

from the French first grade class, 12 hours 37 minutes were transcribed and translated into 

English. In the transcriptions where the students' or teachers' responses were not audible in 

the videotapes, die audiotaping data was used to clarify what was said. Data transcription 

began in mid-June and continued through November of the year 2001. Transcription 

conventions are as follows: 
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Indicates a pause in the talk 

Capitalization emphasized words and words spoken loudly 

( ) Translation into English 

* incorrect German/French use 

FM Frau M. 

ML Monsieur L. 

MF Mademoiselle F. 

S Student 

Ss Students 

Amidon and Hough (1967) state that effective teaching is based on the teacher's 

behaviors, reactions, and verbal output with the students' direcdy involved in the classroom 

situation. When I was coding the data, my attention was explicitly on the teachers, although 

I was aware that the teachers' effective behaviors was shown in the children's responses and 

their interaction with their teachers and their peers. In the coding process, I also took into 

consideration my participant teachers' responses when they were defining "teaching 

strategy." According to the participating teachers in this study, a teaching strategy was a 

preconceived plan that the teachers had for helping students to achieve an objective. The 

analysis of the students' oral second language output is the part of quantitative analysis in 

Phase 3. I decided to examine the students' responses quantitatively (enumeration 

technique) in order to examine the students' oral second language output (i.e.. length and 

student initiated or teacher-elicited responses). 

After the transcription and the translation of the videotapes were completed, the 

coding process started. I read the transcripts and the translations of the videotaped lessons, 

field notes, interv iews, and viewed the videotapes again to confirm and test my assertions 

and describe the nature of verbal interaction between teachers and the students. I coded the 

videotaped data when I was watching the video segments at the same time. The unit of 

analysis of this study was 16 hours of interaction between the teachers and students within 

eight main learning contexts, namely calendar time, board story time, reading aloud time, and 
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math time for German first grade immersion class and carpet time, reading aloud time, 

puppet theater time, and math time for French first grade immersion class. I took 2 hours of 

videotaped data for each learning context (total 16 hours of data for all the eight learning 

contexts) between November 2000 and May 2001 and analyzed the verbal interaction 

among the teachers and the students by describing teacher talk, smdent(s) talk and counting 

the frequency of the turns taken by teachers and students. 

Since I did not want to control and restrict the data, I did not use any particular 

established coding scheme at the beginning of the coding process of the videotaped data. 

First, I coded the data without using a particular coding scheme, then the interaction patterns, 

teacher and students' behaviors and responses started to emerge from the data. Once I 

became familiar with the nature of student and teacher verbal interactions within my data, I 

decided to choose a pre-established coding scheme that fits the nature and quality of my 

data in order to increase the reliability of the coding process. For the coding of the data, I 

used Tardifs (1994) categories of teacher talk. This coding scheme provides a 

classification scheme for coding the nature and content of teacher talk along with the 

teacher-student interaction patterns for early immersion classrooms. This coding scheme is 

presented below in Figure 3.2. 

In order to code student verbal language output, I modified Moskowitz's (1976) 

FLINT coding scheme for the student talk and categorized student talk into three parts: 1) 

student talk: response (repetition or original)—talk by students in response to teacher either 

by repeating what the teacher has said or making original sentences. Teacher initiates the 

contact, or solicits student statement, 2) student talk: initiation (student-generated, original 

utterances)—talk by students which they initiate. Expressing own ideas; initiating a new 

topic, asking questions, and 3) silence or confusion—pauses, short periods of silence and 

periods of confusion in which communication cannot be understood by the observer. 

Student turns were also categorized as 'minimal,' 'phrase,' 'clause,' or 'sustained' in length 
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(Swain, 1996). When I was analyzing the students' verbal output, I focused on the length of 

the utterances. In other words, I did not analyze the errors that the students made when they 

were speaking either with their teachers or their peers. 

Instructional talk: (teaching the language): 

Echo repetition of saident utterance by teacher 

Expansion reformulation, elaboration in response to student statement, correction of 

errors, vocabulary reinforcement 

Information teacher provides information, explanations relative to task/activity 

Self-repetition teacher repeats or reformulates utterances in order to reinforce key words, 

structures 

Modeling teacher provides a word or complete statement so as to elicit an exact 

imitation from student or to provide an exemplary response 

Questions strategies destined to elicit student response, verification of student 

comprehension. Questions are divided into two: 

Low-Level Questions: They require repetitive recall type of responses 

High-Level Questions: They require interpretative, analytic type of 

responses 

Prompting teacher, by tone of voice, invites student to respond 

Use of LI Use of LI (English) to present a word, a concept or to repeat what student 

has said 

Qrganizational-managerial talk: (Adapting student to culture of schooling): 

Directions/ teacher seeks to orient behavior of student 
instructions 

Management teacher seeks to discipline student, to present behavioral expectations 

Reinforcement teacher seeks to reinforce positively what student has said or done 

Reactions teacher reacts to a student or class utterance 

Spontaneous comment given freely by teacher not linked to the teaching of L2 
&ee comments 
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(Taken from Tardif, 1994, p. 480-481) 

Figure 3.2.Coding scheme: Categories of teacher talk 

When the coding was completed, a partial episode, approximately 10% of the data, 

were coded individually by me and by a transcriber who was both a native speaker of 

German and also a near-native speaker of French. In the case of disagreement, the coder 

conferred with me, explained the rationale underlying each of her judgments, and then we 

reached a joint decision. The coder and I had 14 disagreements throughout the entire 10% 

of the data. Following discussion and clarification of codes, the data were reread and 

recorded as indicated by the discussion. Inter-rater reliability was assessed by dividing the 

total number of agreements by the number of agreements, plus disagreements for each 

observation session (Bakeman & Gottman, 1986). Inter-rater reliability for the 

classification of the teachers' and students' statements was 98%. The coder also checked the 

transcripts with the translations in order to see the equivalency of the transcriptions with the 

translations and she made minor changes in the translations that did not cause any problem 

in meaning. 

Phase 3: Enumeration of the Data 

Although this study was a micro-ethnographic case study, I decided to do 

quantitative analysis in order to examine the frequency of the teacher and student talk and 

support my generalized statements in the qualitative analysis of this study. I mainly looked 

at the relative frequency of teacher talk (i.e., low-level, high-level questions, and prompting) 

that increased the students' oral second language use and learning in main learning contexts. 

As I mentioned previously, I analyzed students' verbal language output based on four 

categories. In the analysis of the students' output, each turn taken by a student was 

categorized according to its length. The turns were categorized as 'minimum,' 'phrase,' 
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'clause,' or 'sustained' in length (Swain, 1996). Swain defined these categories as 

"Minimuui length refers to turns of one or two words in length. Phrase length refers to 

turns consisting of an adverbial phrase, a nominal phrase or a verb phrase; and clause length 

refers to a turn consisting of one clause. Any student turn which was longer than a clause 

was categorized as sustained talk" (p.97). 

Basically. I counted the students' verbal output based on its length within a randomly 

selected 2-hour time period of teacher-student interaction for each learning context from 

November 2000 till May 2001 in German and French first grade classes. I gave numerical 

values to the namre of the students' verbal output. The percentages that were presented in 

Tables in Chapters 4 and 5 were weighted by different numerical values. So the numbers 

were not summed to one hundred. The percentages included the quantity of the students' 

response as influenced by the value of the utterance and those values were determined based 

on the nature of the students' verbal output. For example, minimum level utterances had one 

point value. Phrase level utterances had two points value. Clause level utterances had three 

points value and sustained level utterances had four points value. 

The frequency counts of teacher and the soident talk helped me find out the relative 

frequency of teacher questioning and prompting in increasing the student(s)' target language 

use. I mainly focused on the frequency of teacher questioning and prompting in my 

quantitative analysis since at the end of my qualitative analysis, I found out that there was a 

close relationship between the effective oral language teaching strategies and the teachers' 

use of questioning and prompting questions. This is explained in detail in Chapters 4 and 

5. 

Phase 4: Writing-up the Data Analysis 

At the end of my data analysis, I found two kinds of teaching strategies that the 

teachers used in main learning contexts in order to promote second language use and 
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content learning in German and French first grade immersion classes. I called the first 

teaching strategy analytic teaching strategy and the second teaching strategy experiential 

teaching strategy. Analytic teaching strategies focused on the specific features of the target 

language, such as syntactic structures, sounds, letters, vocabulary, and pronunciation. 

Experiential teaching strategies focused on the use of the target language in a meaningful, 

contextualized way. Analytic and experiential teaching are used by the participating German 

and French immersion teachers in learning contexts. In some learning contexts, there is a 

more emphasis on a particular teaching strategy. For instance, in puppet theater time. 

Monsieur L. and Mademoiselle F. use more experiential teaching strategies. In calendar 

time. Frau M. uses more analytic teaching strategies. In other words, the use of analytic and 

experiential teaching strategies depends on the objectives, goals of a learning context. 

In writing-up the data, analytic and experiential teaching strategies were explored in 

learning contexts that took place in German and French first grade classrooms. For 

instance, analytic teaching strategies consisted of the use of visual cues, linguistic modeling, 

peer teaching, and continuous repetition and review in order to teach the form of the target 

language by facilitating the students' oral second language use. Experiential teaching 

strategies included developing understanding through the use of comprehension questions, 

group projects, creating concrete experiences, and improvisation in order to use the oral 

second language in an interactive way. The grade level learning objectives were also taken 

from Milwaukee Public Schools curriculum and presented with the teaching strategies. 

In my study, my goal was not to compare the two classrooms since this research 

study was not designed for this purpose. My goal was to present the two different 

immersion classroom settings and explain what immersion teaching looked like and what 

kind of teaching strategies the teachers used to facilitate oral second language use. While I 

was describing teacher-student interaction on teaching a particular content matter, I did not 

reflect my opinions on the accuracy of the information provided to the students by the 
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teachers. I presented the information as it was taught to the students at that particular 

teaching moment. After I completed writing the German and French case studies, I sent the 

case studies to the participating teachers via an e-mail attachment. They read the case study 

of their own classes and confirmed the accuracy of my descriptions and interpretations. 

The member-checking was helpful in verifying the meaning and clarification of the case 

studies. Member-checking also increased the internal validity of the case studies. The 

findings of this study are presented in Chapters 4 and 5. 
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CHAPTER 4 

EFFECTIVE TEACHING STRATEGIES FOR ORAL SECOND LANGUAGE 

Case Study: First Grade German Immersion Classroom 

The results of the case study for the first grade German immersion class are 

explored in four classroom contexts: I) Calendar Time, 2) Board Story T'mie. 3) Reading 

Aloud Time, and 4) Math Time. Within each learning context, effective teaching strategies 

that facilitate students' oral second language use are described and reported. The learning 

goals that have been specified by the Milwaukee F^iblic Schools curriculum for first grade 

language arts and math classes are explained for each learning context. Leaming 

experiences and teaching materials that are used in calendar, board story, reading aloud, and 

math times are also explained as to how they help to enhance student leaming in first grade 

language arts and math classes. 

Students who attend the Milwaukee German and French immersion schools are 

expected by the Milwaukee Public Schools to accomplish the same leaming goals and 

achieve the same grade level requirements as students attending a non-immersion school. 

For the purpose of this study, the learning goals for oral language development and math 

are determined based on the grade level objectives in Milwaukee Public Schools curriculum 

standards and expectations (1998). The Milwaukee Public Schools' curriculum is being 

used by the German and French immersion elementary schools in Milwaukee. 

According to the leaming goals in the curriculum for oral language development, by 

the end of first grade, the students will be able to: 

- demonstrate phonemic awareness by being able to decode and pronounce 

familiar and most unfamiliar words. 

- leam to read aloud fluently age appropriate material and read aloud before a group, 

-listen to and comprehend oral communications and follow directions to complete a 

task. 
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- retell stories and events in proper sequence and will participate in discussions. 

(Taken from Milwaukee Public Schools K-12 Academic Standards and Grade Level 

Expectations, November 1998) 

This chapter first describes each learning context and the daily routines that take 

place in each context. Then, I present the learning goals and learning experiences used in 

each learning context. After this, I explore the teaching strategies that facilitate oral second 

language in each learning context. The learning experiences that are used to explain the 

teaching and the learning process in the first grade immersion class include themes such as 

Thanksgiving. Winter: Playing in Snow, Weather and Clothing, Rain Forest. Musical 

Instruments. On the Playground, and Health: Teeth and Hygiene. 

Typical School Day in Room 29. the First Grade Class 

It is around 9 am, the beginning of the school day. Boys and girls in Room 29 line 

up in front of the class in two rows to determine the hot/cold lunch count. A student in each 

row counts his or her own row in German and tells the number of the students to Frau M., 

the teacher. This is a short math activity in which the students count. The day in Room 29 

starts with independent morning work in which the children fill in a worksheet given by the 

teacher. With the independent morning work, the children practice and review sounds, 

letters, and words that have been learned in previous days and weeks. During this 

independent work time, the students sometimes work with a parmer/partners. They read, 

spell and explain the words and make sentences with the word flash cards. The words are 

spelling words or mastery words that have been covered in class and morning routines. 

After the morning work, calendar time starts around 9:30 am. During calendar time, 

the students mark the weather and the temperature chart, read the phrases referring to the 

day, month, and year, and practice the numbers up to the school day number and morning 

routines. Calendar time takes almost an hour. A group of students who need additional 
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help in their reading are taken out of the class by the assistant of the reading resource 

teacher. By the end of calendar time which includes morning routines, those children will 

return to the class before board story time begins. Around 10:15 am, the smdents and the 

teacher begin to work on the board story. Almost every day there is a story on the board 

created by the teacher. Fu^t, the teacher reads the story, then she focuses on the vocabulary, 

verbs, nouns, adjectives. She asks comprehension questions about the story. Then, the 

students read the board story aloud both individually and as a whole class. First, the 

saidents read the board story sentence by sentence and tmally the whole story (See Figure 

4.1). 

While the students are copying the story from the board into their brown reading 

notebooks, the teacher calls a group of students for small group reading time. The small 

reading groups are tailored to each group's second language proficiency. Based on the 

teacher's judgment, the teacher works a great deal on sounds and the alphabet with the 

students who have a lower second language proficiency before working on a story with 

them. With the students who are more advanced in their second language skills, the teacher 

focuses on reading a text fluently, working on the vocabulary and comprehension of it. 

Reading groups are taught reading strategies that focus on developing comprehension skills 

and decoding skills. Frau M. also offers two morning tutorials that help the smdents who 

need extra help in reading and language arts skills on Wednesdays and Thursdays from 8 

am to 9 am before school. Frau M. stated that: 

I usually try to take the kids that were new to the program because they have 

some catching up to do with the language and I also take the ones that are 

struggling in reading and some of the possible retention kids that would benefit 

from some extra practice and we do a lot of reading and writing the alphabet—to 

get them where they need to be. (Interview, November 27,00) 
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The lunch break starts around noon. After the lunch break, the class proceeds with 

Math which takes an hour every day. The day ends with science, social studies, or health 

and a period of physical education or music at 3:25 pm. The physical setting of Room 29 

includes desk clusters organized in four groups that consist of sLx or seven students each 

(See Appendix I for the picture and Figure 4.2 for the map of the classroom). Room 29 is 

stocked with various visual materials in German. There are reference charts for letters and 

numbers, calendars, pictures, a list of new vocabulary, pictures with the words of previously 

learned words, bulletin boards displaying student work, storybooks, big books, numerous 

math manipulatives (i.e., blocks, cubes, etc.). There is also a sign on outside of the door, 

stating that "only German spoken in the class" (See Appendi.x J). Frau M. speaks German 

with the students all the time. She places a great deal of emphasis on her students hearing 

and speaking German. She does not switch between languages unless there is an 

emergency situation in the class. Frau M. points out the lack of opportunity to speak 

German outside of school and limited exposure to German in the community. She said: 

FGds need to know that this language (German) isn't just something that you do in 

school. It's something you can use somewhere else and I think that link is really 

missing yet from our program as well as from other language programs...You 

know there is nothing, not a program on TV where they would read or listen to 

German. There are few newspapers or magazines available in German. However, 

the internet is providing some opportunities now, especially for older students. 

(Interview, January 31,01) 

Frau M. thinks that there has to be incentives for them to use the target language. 

She added: 

In the classroom to get them (the students) to speak, you have to use the target 

language all the time. You cannot go back and forth between English and German. 

This is very difficult because once you introduce English language at second grade. 
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you see a real drop in the students' willingness to use German because the English 

is just so much easier for them. I think you have to work really, really hard to keep 

the kids using the target language by being a good role model for the kids. 

(Interview, January 31,01) 

Time Subject 

9:00-9:20 Arbeit am Tisch (Work at the Table—Morning Work) 

9:25-10: 25 Kalender—(Calendar)~CalendarTime 

Neue Worter~(New Words) 

Wiederholung und Ubung (Repetition and Practice) 

10:30-12:05 Tafelgeschichte (Board Work)—(Board Story Time) 

Lesegruppen (Reading Groups) and (Reading Aloud Time) 

Musik—(Music) (2 days a week) 

12:10 Mittagessen und Pause (Lunch Break and Recess) 

1:00-2:00 Mathematik (Mathematics)—(Math Tune) 

Stille Lesezeit/Zeigen und Erzahlen (Silent Reading/Showing and 

Explaining) 

2:(X) Pause (Recess) 

2:15-2:50 Wissenschaft (Science)/Sozialkunde (Social Studies) 

2:50-3:25 Sport (Physical Education) (2 days a week) 

Figure 4.1. Daily class schedule of Room 29 (2000-2001) 
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Calendar Time 

Daily Routine 

At the beginning of the semester, Frau M. writes all the students' names on cards 

and puts them in a little box. She pulls out the first card. This soident is called the "helper 

of the day" (Heifer des Tages) and she or he is in charge of picking somebody to help him 

or her do all the daily routines during calendar time. Then the next morning, the helper of 

the day picks another student until every name card has been taken out of the box. The 

class then puts all the cards back and they start over. During calendar time, the students 

check the weather and temperature which are also part of the math and science curriculum. 

Then two students, picked by the helper of the day, mark the temperature and weather charts 

after they check the thermometer and look out of the window to see what the weather is like. 

Frau M. also adds the money chart to calendar time. Everyday the students put another 

penny in and count all the change. They have to trade when there are five pennies. When 

there are two nickels, they trade for a dime. When they have 25 cents, they change it for 

quarter. Frau M. believes that diis is also reinforcing the math skills that the students are 

working on during math time. 

As part of the moming routine, "they (the students) go through spelling and the 

sounds (consonants and vowel sounds)' says Frau M.. Every moming, the students read 

the complete date (Heute ist..., Gestem..., Morgen...) which is written on the board by Frau 

M.. Then they proceed to work on the sounds, vowels, and consonants. Peer teaching is 

used in moming routines during calendar time. The students who are picked by the helper 

of the day lead the class by pointing to the consonants, vowels, letter charts and the entire 

class reads aloud in unison. During peer teaching, the students also read the words that 

they have learned before. The teacher sits behind the students and monitors how they are 

doing. If she needs to correct the students' language, she does so. The teacher also gives 

praise coupons at this time (See Appendix K for the praise coupons), as well as during 
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board story and reading time to children who perform well in class. These coupons were 

prepared by immersion teachers of the school. Students can trade these coupons for 

pencils, erasers, small toys, and books. For books, they need eight coupons, and for all the 

other incentives, they need four. 

At the beginning of the year. Frau M. modeled the daily routines and explained what 

she wanted the children to do. She said: 

At the beginning of the school year, I modeled for them how it is supposed to be 

done. Now the helper of the day picks one student, the next day who then takes 

charge of the routines. At the beginning, they just had the weather chart, they 

started the graph of how many rainy days, how many sunny days, and they started 

with the numbers. Then they added the temperature chart. (Interview, December 

4,00) 

(Teaching materials used in calendar time are presented in Appendix L) 

Analytic Teaching Strategies 

Analytic teaching strategies are used to focus on the features of the target language, 

such as syntactic structures, pronunciation, and vocabulary. The analytic teaching su*ategies 

used during morning routines aim to draw the students' attention to the phonemic features 

of German. Frau M. uses four kinds of analytic teaching strategies to facilitate oral second 

language use in carpet time. The first analytic teaching strategy is the frequent use of visual 

cues, such as flash cards, consonant, and vowels charts to develop the students' phonemic 

awareness in the second language. The second teaching strategy is the use of pre-fabricated 

language patterns to increase the awareness of the structure of the second language. The 

third analytic teaching strategy is developing comprehension skills and vocabulary and the 

fourth teaching strategy is the use of peer teaching to practice and review phonemic and 

vocabulary knowledge. 
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As Slated in Chapter 3, the transcription conventions used in the data are: 

indicates a pause in the talk 

Capitalization emphasized words and words spoken loudly 

( 

FM 

S 

Ss 

incorrect German use 

Translation into English 

Frau M. 

Student 

Students 

Focus on Form 

Strategy 1- Use oF Visual Cues: Rash Cards. Consonant, and Vowel Charts 

One of the main goals of morning routines is to improve the students' phonetic 

knowledge by decoding and pronouncing familiar words. The children leam to read aloud 

from previously covered material in front of their classmates. The children read the flash 

cards, consonant, and vowel charts aloud, ixjth individually and as a whole class. 

Students (Ss): lesen, bellen, der FuBball, kommt, klein, langsam, auf, links. 

rechts! 

(to read, to bark, the soccer, comes, small, slowly, on. left, right!) 

Consonant, vowel, letter, and sound charts, posters, and flash cards were used every 

morning. In the following scene, the teacher picked a child to come to the board and 

pointed to the list of vowels and consonant and words associated with them. The rest of the 

class and the teacher read aloud. 
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Scene "Consonant and Vowel Practice" 

(November 20,00) 

Ss: 1-Leiter, h-Haus, p-E^ippe, z-Zahn, w-Wasser. j-Junge, v-Vogel, 

e-Elefant, k-Kasse, s-Sonne. 

(l-ladder, h-house, p-doU, z-tooth, w-water, j-boy, v-bird, e-elephant, 

k-cup, s-sun.) 

Frau M. always reminds the children to participate so that the whole class stays 

involved. The children first make the sound phonetically in German and then read the word 

following a sound. The children raised their hands and John (helper of the day) decided 

whose turn it was next to come to the front of the class to lead the students in another group 

reading. He picked Kelly. Kelly picked up a pointer and pointed at vowels and words on a 

chart. The rest of the class read aloud. 

Ss: au-Auto, au-Biiume. a-Apfel. eu-Feuer, ie-sieben, o-Opa. 

(au-car, au-u^es. a-apple, eu-fire. ie-seven, o-grandfather.) 

The vowels and the words were pronounced very well by the children. 

Frau M. (FM): Gut! Das hat sich gut angehort heute. Das geht schon ganz gut. 

(Good! It sounded very good today. This is going quite 

well.) 

The children raised their hands again and waited for John to pick another child. 

This time, John picked Cindy who came out to the board and pointed at a poster with the 

German vowels: a, e, i, o, u, au, ei, eu, au, a, 6, u, ie. The students sounded out all the vowels. 

Frau M. uses consonant, vowel, letter, word charts, and posters in order to teach the 

sound system and the alphabet of the German language. The students sat on the floor in 

front of the chalkboard. Frau M. was in front of the board and pointed to the letter chart. 



1 1 8  

She asked questions in order to see if the students found words that began with particular 

letters and sounds. She encouraged the students to make words from the letters and 

syllables. 

Scene "Sounds &. Letters" 

(Jan. 29,01) 

FM; Ein A und ein T... 

(An A and a T....) 

Ss: Ta 

(Ta~phoneticalIy in 

German) 

Ta! Sagt mir ein Wort, *das beginnt mit Ta? 

Paul! 

(Ta! Tell me a word that 

begins with Ta. Paul!) 

P; Tafel 

(Blackboard) 

Tafel! Wer kennt noch ein Wort, *das beginnt mit Ta? Caroline 

(Blackboard! Who knows another word that begins with 

Ta? Caroline) 

C:Tag 

(Day) 

Tag! Gut. Carl? 

(Day! Good. Carl?) 

C: Tasse 

(Cup) 

E^; Tasse! Wunderbar. 

(Cup! Wonderful.) 

Then the teacher wrote "te" on the charL The children sounded out "te" phonetically 

in German and the teacher repeated after them. Frau M. asked the children to find words 

begirming with "te." Hands were up. 
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S: TeUer 

(plate) 

FM; Teller. Nancy 

(plate. Nancy) 

N: Telefon 

(Telephone) 

FM; Telefon. Richiig! Mathew? 

(Telephone. Right! Mathew?) 

N: Thermometer 

(Thermometer) 

E^: Thermometer. Richtig....und Temperamr! 

(Thermometer. Right...and temperature!) 

Then the class repeated ta. te, ti. to, tu phonetically in German. The students also 

made sentences with them. This activity was supported by a poster that listed all the letters 

of the alphabet in the first column, followed by all kinds of vowels and vocabulary. Frau M. 

states that "I think for our kids at this point to leam the reading skills the most crucial thing 

in the beginning is to teach the proper phonics." A sound and letter chart is presented in 

Figure 4.3. 

Letter Vocal a i e u 

R,r ra ri re ru 

T,t ta ti te tu 

V,v va vi ve vu 

Figure 4.3. Sound and letter chart 

As mentioned previously, the teacher uses various visual materials to teach and 

review the sound system, structure, and the vocabulary of the target language. The purpose 
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is to increase the students' vocabulary, and raise their awareness of the structure of the target 

language. According to Frau M., modeling the sentence patterns of the new language orally 

and visually increases the suidents' understanding and use of the new language. The 

mistakes that are made by the students are explicitly corrected by the teacher, directing their 

attention to the incorrect form. The students continuously review the vocabulary that has 

been previously learned. The teacher also aims to increase her snadents' reading tluency and 

comprehension by reviewing the vocabulary. 

Strategy 2- Pre-Fabricated Language Patterns 

Around 9:15 am, the day staned in Room 29. The students read the date aloud from 

the board. 

Scene "Start to the Day" 

(November 20,01) 

Ss: Heute ist Montag, der 20. November 2000. 

(Today is Monday, November 20, 2000) 

At the beginning of the semester, Frau M. read the date aloud for the students to 

model. She repeated with the students and sometimes after them to model the correct 

pronunciation if necessary. Frau M. wrote the dates of today, yesterday, and tomorrow on 

the board before the children arrived. The dates of yesterday, today and tomorrow were first 

written (European way) in actual words and under that, in numbers. 

Scene "Yesterday. Today and Tomorrow" 

The helper of the day pointed with the pointer to the date and everybody read aloud. 

Ss: Gestera war Sonntag, der 19. November 2000. 

19.11.2000 

(Yesterday was Sunday, the I9th of November 2000) 

Ss: Heute ist Montag, der 20. November 2000. 
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20.11.2000 

(Today is Monday, the 20th of November) 

Ss: Morgen ist Dienstag, der 21. November 2000. 

21.11.2000 

(Tomorrow is Tuesday, the 21st of November) 

Altogether, they read the dates aloud. 

Frau M. explained her pedagogical belief for teaching oral second language to 

children in the following lines. She said: 

When a child learns a language, he or she picks a model. 

The model presents words or phrases. He or she repeats the 

words many times before the child will say it. You also have 

to pick words that they can use in situations that mean something 

to them. You have to provide them with enough vocabulary at 

first grade level in order for them to be able to express themselves 

in a situation that is typical for that age group and to acquire 

enough vocabulary to be able to compensate for words that 

they don't know yet...You'U see a lot of interference with their 

first language if you would not provide them with the patterns 

that they should use. (Interview, December 4,00) 

Frau M. mentioned the importance of using "pre-fabricated language patterns" 

(passwords) in the class for the children to be able to express their basic needs in the target 

language. She said: 

The beginning of the year when the kids come out of the 

kindergarten about the first month or so...they basically 

understand directions, but they don't express themselves 

in the target language so the ^t month or so we're 
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working on that and once you introduce them the directions 

again, like our passwords...! expect them to use those, like 

TDarf ich bitte zur Toilette gehen?' (May I please go to the bathroom?) 

'Darf ich bitte Wasser trinken?' (May I drink water?)...and if 

they talk to me using those phrases in English, I repeat them in 

German, and have them say their phrases again before giving 

them permission to do what they asked for. 

(Interview, November 27,00) 

According to Frau M., pre-fabricated language patterns (passwords) are useful 

phrases to help the students express their daily needs in the target language. The passwords 

are also attached to the wall in the class. The complete list of the passwords are presented in 

Appendix M. 

Another focus in the use of pre-fabricated language patterns is to teach the students 

to identify sentence elements such as subjects, verbs, and adjectives. In calendar time, the 

students review the word cards that include verb conjugations, articles, case, and gender 

markers. The flash cards do not only consist of the words, but also grammatical items that 

the students have learned before. The teacher emphasizes that the students always mix up 

the (Ich bin) and (Ich habe) forms so that she decided to point them out explicitly and 

explain the correct usage which is "Ich bin." Frau M. mentions that teachers must be good 

observers in order to find out the common and frequent mistakes made by the students and 

teach the correct form by drawing the students' attention to the difference between the 

incorrect and correct form. 

The following scene took place when the teacher asked the students to make 

sentences about what they did yesterday in order to see that they can use the pattern "Ich bin 

gegangen" correctly. 
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Scene "Ich bin gegangen " 

(May 1,01) 

FM: Sag mir einen Satz, der *sagt, wo du gestem mit deiner 

Familie hingegangen bist. Jason 1 

(Give me a sentence tiiat says where you 

went with your family yesterday. Jason!) 

J: Ich habe eine... 

(I have a...) 

FM: Ich...Wie muB das heiBen? 

(I...What do you have to say?) 

J: *Ich haben 

FM: Nein! 

(No!) 

Ss: Ich bin 

Carl: Ich habe 

FM: Nlcht "Ich habe" 

(Not "ich habe") 

Carl corrected himself. 

C: Ich bin *gegangen zu *ein Steinshow. 

(I was going to a stone show.) 

E^l: Oh, zu einer Steinshow bist du 

gegangen? 

(Oh, you went to a stone show?) 

Frau M. stated that: 

A mistake that a majority of the kids make, like for example, one of 

the biggest mistakes our kids make is always from the English "Ich 

habe gegangen." In German it is 'Ich bin gegangen.' So I have to 

isolate this pattern and just work on that with them. When I go 

around or while they're working, and they use mcorrect patterns. 

I have to remind them 'No, remember' and then they can correct it. 

But if you just let them do independent activities, unmonitored. 
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wrong patterns get engraved and you lose teachable moments... 

I need to be very observant in catching the errors. If a group 

of students are making the same mistake, you work to correct 

it by setting the stage for grammar lesson. (Interview, May 1,01) 

The teacher repeats the correct form many times. Frau M. thinks that most of the 

lime the errors are due to English interference. In order to enhance accuracy in the students' 

language production, Frau M. is using a grammar activity in her class. Before introducing 

this activity to the whole class, she explained to the students on the overhead projector how 

to do this activity. For this purpose, half of the students have version A and the other half 

has version B. For instance, if student A has "fragen (ich)", he or she has to conjugate it 

accordingly to the pronoun that is given in parentheses. Student B has in the same line "ich 

frage" and is therefore able to check if student A has done the task correctly. The students 

take turns. A sample copy of the activity worksheet is presented in Appendix N. 

Frau M. thinks that this activity is useful since teachers cannot monitor each student 

all the time so this activity might reduce students learning the incorrect language form from 

one another. The grammar activity that Frau M. introduced has a self-correcting function 

which means that version B has the correct version of A. So if a student who has version A 

says the answer wrong, a student with version B has the correct answer. This way, they can 

correct each other and learn the correct form. According to Frau M., this activity helps 

students leam the correct verb form in the target language. She also added that: 

Kids enjoy parmer work, like practicing spelling words with a 

parmer or reading with a parmer. It provides a lot more opportunities 

to talk with each other. But you have to give them things that are self-

correcting because otherwise you perpetuate mistakes. 

(Interview, April 30,01) 
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Calendar time places an emphasis on teaching the phonemic system and sentence 

structure of the second language through various visual cues and pre-fabricated language 

patterns. Within the teaching strategy of using pre-fabricated language patterns, the teacher 

focuses on the identification of nouns, verbs, and adjectives. She prepares grammar lessons 

and activities in order to overcome the most common grammatical errors that are made by 

the students. The third analytic teaching strategy that Frau M. uses in her class is to 

develop the students' comprehension skills and vocabulary knowledge in order to increase 

their learning process by encouraging their participation in the class. 

Strategv 3- Developing Comprehension Skills and Vocabulary 

Based on the grade level learning objectives as identified by the grade level teachers 

in accordance with the English language arts curriculum for first grade, the students will 

acquire master vocabulary and be able to define the meaning of words. Sight vocabulary is 

mainly inu-oduced during morning routines in calendar time. Sight words are practiced 

everyday as part of the morning routine. Besides sight words, a different set of vocabulary 

is introduced every week based on the theme of the week, which is reflected in stories and 

reading passages from the reading textbooks, called "Bunte LeseWelt" and "Kleeblatt." In 

the morning routines of calendar time, Frau M. reviews pronunciation, spelling, and the 

meaning of the words in order to demonstrate automaticity with sight words, and thus 

increase reading speed. 

Frau M. mainly uses repetitive, recall type of questions in order to review what has 

covered in the class. She prompts the students to respond. By prompting, Frau M. 

encourages the students to respond by inviting them to complete her sentence and giving 

them clues so that they can respond. 
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Scene "W words" 

(Nov. 27,00) 

The class was reviewing W words. They started to learn "W" words at the 

beginning of the week and now in calendar time they were practicing the " W" words. Frau 

M. stood in front of the students who sat on the floor and asked what letter and words they 

were learning that week. At the same time, she told Andrew to sit next to Justin where he 

could see the chalkboard better. Then she directed her attention to the whole class again. 

Paul answered: 

Paul: W 

(W-said it phonetically in German) 

FM: W! Ganz richtig. OK. Wer kann hier...wer sagt ein 

W zuerst. 

(Very well. OK. Who can...who can say 

a W first?) 

Ss: (all)W! 

W. (They ail spoke slowly and phonetically in German) 

F^: OK. Wer kann hier vorae ein Wort tlnden, das weiBt du? Jim! 

(OK. Who here can find a word, do you know? Jim!) 

The teacher pointed out the W words on the board. Jim has raised his hand. 

Jim (J): Wind! 

(Wind!) 

FM: Und wie schreib ich Wind? 

(And how do I write wind?) 

Student (S): W-I-N-D (The student spelled out in 

German) 

E^: Gut. Wind! Sehr schon. Was ist Wind? 

(Good. Wind! Very nice. (She pointed at 

the word "Wind" on the board) What is 

wind?) 
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The students raised their hands. 

S: Die Wolken machen das! 

(The clouds do this!) 

In the meantime, the teacher told Rachel to be quiet. Frau M. directed her attention 

to the class again. 

FM: Die Wolken machen das nicht, aber Wind ist bewegte 

Luft. Wenn sich Luft bewegt. Du kannst Wind machen, 

mit deiner Hand, wenn du die Luft bewegst. 

Das ist wie Wind. 

(The clouds don't do it, but wind is moved by 

air—made motion of wind with her hand—. 

When air moves, you can do, with your hand 

as if you were moving air. This is like wind. 

S: Wind mit deinem Mund. 

(Wind with your mouth) 

Richtig, Jenny! Du hast gesagt, die Wolken konnen 

das tun. Nein. .\n den Wolken kann, ich es sehen, 

wenn die Wolken sich bewegen. Wenn die Wolken sich 

bewegen, dann kann ich den Wind sehen. Wer kann Wort 

Wolke finden? 

Das ist auch ein W Wort. 

(Right, Jenny! You have said that clouds can do it. No. 

You can see it on the clouds when they are moving. When the 

clouds move, then I can see the wind. Who can find the word 

cloud? It also is a W word!) 

Some students raised their hands. Frau M. called Jason. 

Jason stepped up to the board. He pointed to "cloud" and said the word slowly. 

Then the teacher said to the students, who sat in the front and who had gotten up, to sit nice 

and quietly the same way they were sitting before. They were loud and were standing up in 
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the front. She drew her attention to the class and pointed out the second word. The 

students raised their hands to read the second word on the board. Frau M. called Caroline's 

name who also raised her hand. 

FM: Caroline! 

Caroline (C): Das Wasser 

(The water) 

FM: Das Wasser. Alle wissen, was Wasser ist? 

(The water. All know what water is?) 

Ss: (alle) Jaaa! 

(all-Yeees!) 

FM: OK. Wasser kann ich trinken. Mit Wasser 

tu ich meine Hande waschen. 

(OK. Water I can drink, with water [ can 

wash my hands—encouraged students to 

make sentences with water) 

Ss: Waschen, kochen, baden. 

(all trying to give different answers-

wash, cook, bathe) 

FM: Mit Wasser kann ich.. 

(With water I can...) 

Student (S): Kochen 

(Cook) 

FM: Kochen. Im Wasser kann ich....Ann? 

(Cook. In the water I can... Ann?) 

A: Schwimmen 

(Swim) 

FM: Schwimmen im Wasser. Richtig! 

(Swim in the water. Right!) 

S: Baden 

(Bathe) 

S: Klo 

(Toilet) 
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FM: Baden. Ganz richtig. OK. Nachstes Wort. 

Das nachsie Wort hat mit Wasser zu tun. Wasser 

indemOzean. Ian! 

(Bathe. Very good. OK. Next. The next word has 

something to do with water. Water in the ocean. Ian!) 

Justin: Ich weiB nicht. 

(I don't know it) 

FM; Du kannst es lesen! Was sagt ein W und ein E? 

(You can read it. What does a W and an 

E sound like?) 

Ss: We 

(not all-We (with teacher, said phonetically in German) 

Then the teacher asked how to read L and E. Justin said LE in German. Frau M. 

pointed at the word "Wave" and asked how to pronounce wave. Justin pronounced it 

correctly and the teacher repeated after him and explained what wave meant; making the 

motion of waves with her hand. She drew waves on the board next to the word "wave." 

Then the teacher pointed at a word "Wolf." She said that they also knew that word. The 

children raised their hands. Some of the children said: 

Ss (some): Wolf, Wolf! 

Chad: Der Wolf! 

(The wolf!) 

FM: Der Wolf! 

(The wolf!) 

The teacher repeated the word "wolf" and asked what it was. The students raised 

their hands; they were loud. The teacher reminded them to raise their hands before talking. 

She repeated her question (Was ist ein Wolf?), what is a wolf? Some of the students made 

howling wolf sounds "Wuuuuuuuu." 

Mathew: wie ein Hund. 

(like a dog.) 
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FM: Das ist wie ein Hund. Richtig. Der... 

ein Hund gehort zur Familie der Wolfe. 

Richtig. Jason? 

(It is like a dog. Right. The...a dog 

belongs to the family of the wolves. Right. 

Jason?) 

J: Ein Werwolf 

(A werewolf.) 

fM: Ein wildes Tier 

(A wild animal—pointed at another student 

who waited for an answer) 

Student (S): *Es wohnt...es wohnt in die Wald 

(It lives...it lives in the forest) 

E^: Richtig. Ein Wolf wohnt im... 

(Right. A wolf lives in the....—made the 

correction and waited for the students to 

complete her sentence) 

FM and Ss: Wald. 

(in unison—forest.) 

The teacher invited the students to complete her sentence by pausing at the end of 

her sentence. 

FM: Ein Wolf ganz scharfe 

(A wolf has a very sharp....) 

and Ss: Zahne. 

(teeth.) 

FM: Er friBt andere Tiere. Cindy! 

(It eats other animals. Cindy!) 

Cindy got up and pointed at a Fox on the board and sat back down. 

FM: Fuchs, ein Fuchs ist kleiner, aber du hast 

recht. Ein Wolf hat *einen wie Kopf ein Fuchs, aber 

groBer, und ein Wolf hat nicht so 
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einen buschigen Schwanz. OK? 

(Fox, a fox is smaller, but you're right. A 

wolf has a head like that of a fox, 

and the fox, a wolf does not have such a 

bushy tail—pointing at the picture of the 

fox on the board. OK?) 

Student (S); Ein Wolf ist wie ein ein ein Koyote. 

(A wolf is like a, a, a coyote.) 

FM: Ja. Er ist ein biBchen grolSer als ein Kojote. 

(Yes. It is bigger than a coyote.) 

Then the class read all the words slowly and loud: the wind, the water, the wave, the 

weather, and the cloud. After this, the students wrote the words into their word notebook 

(Worterbuch), their self-made dictionaries. 

Scene "Sch-sounds and words" 

(February 20, 01) 

The class was working on the sch- sound in German. The teacher told the students 

to pronounce sch- like sh-sound in English, as if somebody said that you should be quiet 

and says "schhhh." She had written a column of sch-words on the chalkboard. Then she 

asked the students the meaning of the sch- words. The sch-words had already been 

explained in class so this was the review and practice of them: 

FM: Die Schlange, was ist eine Schlange? 

(The snake, what is a snake?) 

S: Eine Schlange ist ganz langsam. 

(A snake is very slow.) 

E^: Eine Schlange ist nicht unbedingt langsam. 

(A snake is not necessarily slow.) 

Randy: Eine Schlange ist ein Tier und 

das fnsst Gemiise. 

(A snake is an animal and it eats 

vegetables.) 
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F^: Ja, nicht alle tun das, aber sehr viele. 

Eine Schlange ist ein Reptil, das geht auf dem 

Boden entlang. Das hat nicht Fiisse oder 

Beine wie andere Tiere. 

(Yes, not all do that, but very many. A 

snake is a reptile that walks along the 

ground. It has no feet or legs like other 

animals.) 

Then she asked the next word: 

FM: OK., was meint schlafen ? 

(OK., what means to sleep?) 

John: Wenn ich ins Belt gehe, dann mache ich 

die Ausen zu. 

(When I go to bed then I close my 

eyes.) 

Richtig. Ein Schloss. Ein Schloss kann zwei Dinge sein. 

was kann das sein? 

(Right. A "Schloss (castle/lock)" A Schloss can be two 

things. What can it be?) 

There was no response from the students. Then the teacher gave a clue. 

FM: Wer wohnt norraalerweise in einem Schloss? 

(Who lives in a castle?) 

Kelly: Sehr viele Leute. 

(Very many people.) 

FM: Da sind sehr viele Leute in einem Schloss. Aber fiir wen ist 

ein Schloss gebaut? 

(There are very many people in a castle, 

but for whom is a Schloss built?) 

S: Ein Konig. 

(A king.) 
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After this, the class and the teacher read the sch-words written on the board: 

schieben (to push), schmecken (to taste), Schlange (snake), schlafen (to sleep), Schloss 

(castle/lock), schiessen (to shut), schimmem (glimmer). A few days later, the teacher 

reviewed the sch- words again. She asked what a snake meant. 

Jenny: Eine Schlange ist ein Tier, das klettert auf die 

Baume. 

(A snake is an animal that climbs the trees. 

FM: (not satisfied with the sentence) das klettert? 

Klettert ist, wenn ich nach oben gehe (macht die 

Geste mit dem Arm, der nach oben geht), nicht klettem! 

(That climbs? Climbing is as if I go up 

-imitating it—, not climbing!) 

J: Dann kriecht es auf dem Boden. 

(Then it crawls on the ground.) 

FM: Kriecht auf dem Boden, richtig, gut, nachstes Wort! 

(Crawls on the ground, right. Next word!) 

The children eagerly raised their hands. 

Carl: schlagen 

(to hit) 

E^: Was *meint schlagen? 

(What does to hit mean?) 

C: Schlagen...wenn du '''hast *ein Pfahl und du schlagt da du schlagst das 

mit...ah...ein Stein. 

(To hit...if you have a pillar and it is hitting you with it with a...rock) 

FM: OK., kicken mit einem FuB. Schlagen me ich mit einem Schlager 

wie *bei Tennis. Das nennt man schlagen. *Nachste Wort! 

(OK., to kick with a foot. Schlagen I do 

with a racket like in tennis. That you call 

schlagen. Next word!) 

FM: Schluss, was ist ein Schluss? Caroline! 
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(To end, what does to end mean? Caroline!) 

C: Wenn* das ist zu Ende. 

(If it is finished.) 

FM: Schloss, was ist ein Schloss? 

(Castle, what is a castle?) 

C: Ein Schloss ist ein, da wohnt ein Konig drin.) 

(A castle is a...a king lives in there.) 

FM: OK., in einem Schloss wohnt ein Konig. 

(OK., in a castle a king lives.) 

Rachel: *Die Konig und die Konigin wohnen in 

ein Schloss. 

FM: OK, DER Konig und die Konigin wohnen 

in einEM Schloss (corrects Rachel's sentence). 

Was kann ein Schloss noch sein? 

(What else can a Schloss be?) 

The children raised their hands. 

FM: Wer weiB, was ein Schloss noch ist? Chad! 

(Who knows what else a Schloss is? 

Chad!) 

C: Es ist auch ein Ding an den Tur, wo du *dein Schlussel steckst 

rein. 

(It is also a thing on the door, where you 

put your key in) 

FM: Was hat Chad gesagt, was ist ein Schloss noch? Andrew! 

(What did Chad say, what else is a 

Schloss ? Andrew!) 

A: Ein Turm 

(A tower) 

FM: Nein, das ist nicht, was Chad gesagt hat. Was hat Chad gesagt, 

Rachel? 

(No, that is not what Chad said. What 

did he say? Rachel?) 
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R: *Eine Dingen das an die Tiir. 

( A thing that in the door) 

FM: Wo ich meinen Schlussel hineinmache, das ist auch ein 

Schloss. 

(Where I put my keys in that is also a 

Schloss—imitated the turning movement) 

The vocabulary words are not introduced in isolation. They are related with a theme 

either in a reading passage or a story on the board. Frau M. thinks that defining words is 

useful in terms of teaching the students how to describe an object, when they do not know 

the exact word while they are communicating with a person. Frau M. pointed out: 

If the kids do not know the word, they can describe it...Let's 

say a kid doesn't know what the word is for 'hairbrush' so 

the kid can say 'well, you need this to comb your hair.' And 

the other person says, 'oh, you mean a comb or you mean a hairbrush... 

Let's say they go somewhere discussing something with somebody and 

they're snack because they don't know the exact word, they learned 

the technique of describing what they are talking about which is a real 

helpful skill in communicating with others. This also helps them 

expanding their vocabulary in the second language. (Interview, May 21,01) 

Explaining the meaning of the words is helpful in activating the background 

knowledge on a particular topic or a concept. Frau M. emphasizes the importance of 

developing background knowledge in her students in order to improve their oral language. 

Frau M. believes that oral language, written language, and reading have to be taught at the 

same time to maximize the use of sentence patterns in each area. During morning routines, 

the students need to review and practice their newly introduced vocabulary first before they 

are able to apply it in a context, according to Frau M. She adds that if the students are 

interested in the subject or the theme, they will be more likely to remember the vocabulary. 
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Frau M. stated that "You have to do a lot of reviewing of the vocabulary in order for them to 

retain and use it appropriately." 

Frau M. uses pictures, drawings, and gestures while working on vocabulary with her 

students. She tries to combine the pictures and the gestures with the language to increase 

the comprehension of her students. She said that "They can't talk German if they don't have 

the vocabulary...In the beginning most of their responses were in English...some of the kids 

are still very hesitant about using German. They will understand some of it. but they are 

very hesitant to talk in German." (Interview, January 19,01) 

According to some of the students, based on an interview conducted with them at the 

end of the semester, they participate most when they are in calendar time. Several smdents 

conunented; 

—In the morning...calendar and the part you say the days and stuff. 

—When we do the calendar and sentences with words. 

—Spelling because we're trying to spell words that we're trying to know. 

(Interview, May 25,01) 

As mentioned previously, the morning routines during calendar lime help the 

students review the words by pronouncing, spelling and using them in sentences. The 

students enjoy making sentences. They are eager to make sentences and they raise their 

hands most of the time if they know the meaning of a particular word. By reviewing the 

meaning of the words, Frau M. aims to develop the students' comprehension and vocabulary 

knowledge. The fourth analytic teaching strategy is the use of peer teaching when the 

children practice the previously learned letters, sounds, and words. 

Strategy 4- Peer Teaching 

Peer teaching is a frequently used teaching strategy in calendar time. One of the 

students is in front of the board and has flash cards. As he or she shows one after the other. 
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everybody reads aloud. The children practice consonants, vowels, and previously learned 

words on the flash cards. Frau M. states that "You have some kids that are quicker in 

picking up patterns and models that the teacher has already provided for them. So you use 

those kids to model for the rest of them." (Interview, May 2,01) 

Scene " Caroline-the Peer Teacher" 

(May I, 01) 

A peer teacher (Caroline) was sitting in front of the class. She was holding the flash 

cards. All the others were sitting around her. 

PT (Caroline): Andrew, mach ein Satz mit unter! 

(Andrew, make a sentence with unter! (under!) 

A: Mein Haus ist unter dem Boden. 

(My house in under the ground.) 

F^: (From the back) Nein, dein Haus ist nicht unter dem Boden. 

Ausser du bist eine Ameise oder eine Maus. Dann ist 

dein Haus unter dem Boden. 

(No, your house is not under the ground. Except you 

are an ant or a mouse. Then your house is under 

the ground.) 

PT: (to the other smdent, Nancy) Kannst du wiederholen. was 

Andrew gesagt hat? 

(Can you repeat what Andrew said?) 

N: (not audible) 

FM: Hier hinten kann man euch nicht horen, was ihr sagt. 

(Here in the back we cannot hear what you 

say.) 

A: Ich kann nicht horen. 

(I cannot hear.) 

PT: Nancy, du musst lauter sprechen! 

(Nancy, you have to talk louder!) 

N: Ich kann...wohnt... 
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FM: Nein, das heiBl nicht "ich wohnt" 

(No, that's not "ich wohnt" (tried to correct 

the error on the conjugation) 

PT: Wie muss es heiBen? 

(How do we say this?) 

N: Ich *wohntet 

E^: Nein, wie muss es heiBen? 

(No, how do we say this?) 

Ss: Ich wohne 

(T live) 

F^: Ihr miisst aufpassen jetzt bei den Tunwortem! 

(You have to pay attention with verbs now!) 

N; Ich wohne unter dem Boden. 

(I live under the ground.) 

Then Caroline asked the class to make a sentence with the word "iiber" (above). 

PT: Mach ein Satz mit uber! 

(Make a sentence with above!) 

Andrew: Ich bin uber dem Boden. 

(I am above the ground.) 

PT: Carl, was hat Andrew gesagt? 

(Carl, what did Andrew say?) 

C: Ich habe das gar nicht richtig gehiirt. 

(I haven't quite heard it.) 

Andrew: (repeated) Ich bin iiber dem Boden. 

(I am above the ground.) 

C: Ich bin iiber dem Boden. 

(I am above the ground.) 

PT: (Announced the other word) zwischen! 

(between!) 

The children eagerly raised their hands. Cindy! 

C: Ich bin zwischen Fabian und Ian. 

(I am between Fabian and Ian.) 
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PT: Chad, was hat Cindy gesagt? 

(Chad, what did Cindy say?) 

M; Ich bin zwischen Natalie und Justin. 

(I am between Natalie and Justin.) 

In peer leaching, the teacher and the peer teachers also ask what the other person 

said. Frau M. says that "...the Icids focus a lot more because they know they could be asked 

to say what the person before them said and so they at least hear the same sentence a couple 

of times before we go to the ne.xt word." (Interview, May 2,01) In peer teaching, the focus 

is on reviewing and repeating the sounds, letters, grammar and the vocabulary of the target 

language. The students ask each other the meaning of the words by using flash cards. As 

Frau M. mentions, "You really have to do a lot of review and repetition." The class 

continuously reviews the learning materials that have been taught in the class. 

Interpretation of Findings on Calendar Time 

The learning objectives of calendar time were to develop the students' awareness and 

knowledge of the sentence structure, pronunciation, and vocabulary of the second language. 

Calendar time consisted of morning routines, such as marking the weather and temperature 

charts, reading the dates aloud, and reviewing the vocabulary, sounds, and letters of the 

alphabet. Frau M. used four kinds of analytic teaching strategies in order to accomplish the 

learning objectives and increase the use of target language in calendar time. The first 

analytic teaching strategy was the use of visual cues, such as consonant, vowel charts, and 

flash cards. The students practiced and reviewed sounds, letters, and words by using these 

visual materials. 

The second analytic teaching was the use of pre-fabricated language patterns that the 

teacher expected the children to use when they proceeded in calendar time. The students 

also used these language patterns when they expressed their daily needs during a school 
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day. The teacher focused on the second language form by providing explicit grammatical 

explanations and grammar activities on the most common grammatical mistakes made by 

the students. The third analytic teaching strategy was to develop comprehension skills of 

students by providing vocabulary-building learning experiences. The fourth teaching 

strategy that was frequently used in the class was peer teaching by giving the students 

opportunity to lead the class by practicing and reviewing the previously learned material. 

Table 4.1 shows the quantity of teacher talk and the snident(s) oral second language 

production. The percentages in Table 4.1 are weighted by different values. So the numbers 

are not summed to one hundred. The percentages include the quantity of the students' 

responses as influenced by the value of the utterance. A complete discussion is in Chapter 

3. The frequency counts presented in Table 4.1 below are based on two hour data that were 

randomly selected from calendar time between November 2000 and May 2001. In Table 

4.1, the horizontal line labeled "Teacher" demonstrates the number of times the teacher used 

low-level questions and prompting in her verbal interactions with the students. In her verbal 

interactions with the student(s) in calendar time, Frau M. mainly used low-level questions 

and prompting in order to facilitate the students' oral language use and enhance their 

learning on the structure (form) of the second language. The horizontal lines labeled 

"Student" and "Students" show the percentages of responses given by individual students 

or the students as a whole class. These responses are the student(s)' responses given to the 

teacher's low-level questions and prompting and they are demonstrated in Table 4.1. 

Student(s)' oral second language output are analyzed in four categories: minimum, phrase, 

clause, and sustained. These categories are taken from Swain (1996) and a key that 

explains the categories is presented under Tables 4.1 through 4.4. 
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Table 4.1 

Frequency of Verbal Interaction of Frau M. and her Students in Calendar Time between 

Nov'OO-Mav'Ol (Based on Two Hours of Data) 

Low-Level 

Questions 

ftompting Student-

Initiated 

Talk 

Teacher 69 70 

Student iVIinimum 28% 52% 

Phrase 26% 37% 

Clause 96% 42% 

Sustained 9% 

Students Minimum 9% 14% 

Phrase 

Clause 

Sustained 

Key 
Minimum: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances (Two point values) 
Clause: Sentence level utterances (Three point values) 
Sustained: Longer than sentence level utterances (Four point values) 

(Taken from Swain, 1996) 
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In Table 4.1 above, student-initiated talk refers to the students' participation either by 

asking questions to the teacher or the peers or/and expressing opinions within the context of 

the lesson. In other words, student-initiated talk is not a teacher-elicited response. Students 

initiate the talk in the context of the content of a lesson. 

Within the framework of analytic teaching strategies, the teacher used repetitive 

recall type of questions (low-level questions; Tardif, 1994) to focus on spelling, 

pronunciation, identification of parts of speech, and vocabulary. She also prompted the 

questions in order elicit more student responses. The analysis showed that the teacher used 

all equal number of low-level thinking questions and prompting when the class was working 

on the phonemic system, sentence structure and vocabulary of the second language. The 

individual student responses given to the low-level thinking questions were at the one- or 

two-words, phrase, and sentence level. However, the majority of the individual student 

responses to these questions were at the sentence level (96%). These responses mainly 

given when the individual students defined or explained the meaning of words. A sample of 

the teacher's questions and the students' responses to low-level questions and prompting 

both individually and as a whole class are shown in Figure 4.4. 

In calendar time, the teacher prompted the questions 70 times by giving the students 

clues associated with a word or asking them to complete her sentence. The individual 

students' responses to the teacher's prompting were at the one- or two-words (52%), phrase 

(37%), and sentence level (42%). In calendar time, all of the students' utterances were 

teacher-elicited responses which were given as a response to the questions asked by the 

teacher. Based on a two hour analysis of verbal mteraction between teacher and the students 

in calendar time, it was found that the students did not initiate talk; they responded to what 

the teacher asked. They did not extend the interaction with the teacher or their peers either 

by asking questions or expressing their ideas. 
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Low-Level Questions Prompting 

How do I write wind? Who can say a W first? 

S: W-l-N-D Ss: W 

What is the wind? Who can here find a word. 

S: The clouds do this! do you know? 

What does a W and an E S: Wind! 

sound like? Who can find the word 

Ss: We "cloud"? 

What is a wolf? S: Cloud (points at the 

S: Like a dog! word) 

S: A wild wolf Ail know what water is? 

S: It lives...it lives in the Ss: Yeees! 

forest. With water I can... 

S: A wolf is like a, a, a S; Cook 

Coyote. S: Swim 

What is a snake? A wolf lives in the... 

S: A snake is very slow. Ss: Forest 

S: A snake is an animal and A wolf has a very sharp... 

it eats vegetables. Ss: teeth 

S: A snake is an animal that Who lives in a casde? 

climbs trees. S: Very many people 

What means to sleep? S: A king 

S: When I go to bed then I 

close my eyes. 

Does flute have an F? 

Ss: Yes 

Where is the F in fish? 

S: in the front 

Figure 4.4. Teacher and student (s) language patterns for low-level questions and prompting 

in calendar time 
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Board Story Time 

Daily Routine 

Board story time begins after calendar time ends. Almost every day, there is a story 

on the board written by the teacher about a particular theme of the week. The names used in 

the board story are the names of the students in the class. First, the individual suidents 

underline the verbs, nouns, and adjectives on the board, then they read them aloud as a 

group. There is also a "master" vocabulary that is written on the board. Every week there is 

a new vocabulary list on the board. The words are related by a particular letter sound. The 

class works on the vocabulary and leams what the words mean and how they are 

pronounced. Then the teacher asks comprehension questions about the board story. After 

that students read the story aloud both individually and as a group, Frau M. asks the 

students to copy the story into their writing journal. There are also some tasks that they 

need to do after they are done with their writing. For instance, they are asked to underline 

the verbs, nouns, or sounds based on the master vocabulary they are learning that week, or 

to illustrate the story. 

Frau M. states that when the students go into the reading group (after board story 

time), they already know some of the vocabulary and this makes them feel more successfijl 

when they have to read aloud in their group and explain what is happening in the story. 

Board story time also helps the students who had a hard time comprehending the reading 

material. The students use their board stories as reading books, called brown reading 

books. Throughout the summer, by reading their brown reading books, they can improve 

their reading skills, review and practice learned material. The students have four books of 

board stories compiled by the end of the school year. 
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Analytic Teaching Strategies 

The main learning objectives in board story time are to focus on the form of the 

second language and develop comprehension skills of the students' in the second language. 

Frau M. uses three kinds of analytic teaching strategies in order to increase the students' 

awareness to the form of the second language. The first analytic teaching strategy is 

modeling the second language through board stories. The second analytic teaching strategy 

is to build the students' background knowledge by teaching them new vocabulary based on 

the theme of a week, and also reviewing the previously learned vocabulary. Finally, the third 

teaching strategy is continuous repetition and review of the leaming material. 

Focus on Form 

Strategy I - Modeling the Second Language through Board Stories 

Frau M. does the board stories in order to provide models for the proper language 

patterns in the target language. The writing of these sentences from the board helps the 

students practice these patterns and internalize them. This is especially helpful to 

kinesthetic and visual learners. Frau M. stated that: 

When a child learns a language, he or she has to have a model. 

The model provides words, sentence patterns, and vocabulary. 

The model says, and repeats the words which is the basic stage 

before he or she can produce words in the target language. You have 

to give them enough vocabulary at first grade level in order for them 

to be able to express themselves and to be able to compensate for words 

that they don't know...you see a lot of interference with their first language 

if you don't give them the pattern that they should use. (Interview, Jan. 29,01) 

Written and spoken language are integrated in board story time. Frau M. believes 

that oral language and written language work together. If her students can talk, they can 
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also write. If they cannot talk, then they have a hard time expressing themselves in writing. 

She said; "When we write little stories about something or they write their own few 

sentences, you can see which kids are proficient orally because they can express themselves 

in writing." (Interview, Dec. 4,00) 

While Frau M. was teaching nouns, verbs, and adjectives, she prepared charts for 

nouns, verbs, and adjectives that are presented in a particular board story. In the beginning, 

the teacher explained an adjective (Wieworter), a verb (Tunworter) and a noun 

(Namenworter). Then they started to put all the nouns, verbs, and adjectives they learned in 

the board stories to the chart. The picture of this chart is presented in Figure 4.5. 

Figure 4.5. Namenworter, Tunworter, and Wieworter chart 
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Scene "Winter" 

(Feb. 20, 01) 

That week, the class was talking about winter and the things they do during the 

winter time. Therefore, Frau M. showed a picture about a winter landscape before they 

started die story on the board. She asked: 

Frau M. (FM): Sagt n\ir irgendwas. das mit Winter zu tun hat? 

(Tell me something that has to do with 

winter.) 

The students were looking at the picture, trying to think of winter words. 

David; Schneemann 

(Snowman) 

FM: Schneemann, zu was muss ich Schneemann 

schreiben, zu Namenwortera, Namen von 

irgendwas, zu Tunwortem, oder Wiewortem. 

wie etwas ist. 

(Snowman, where do I write snowman, to 

noun, names of something, verbs, or adjectives?) 

The students shouting Tunworter (do-words) 

Mathew; Tunworter 

(Verbs) 

FM: Schneemann tut etwas? 

(Snowman does something?) 

Students (Ss): Nein 

(No) 

FM: Wo gehort das hin? 

(Where does it belong?) 

Student (S): Namenworter 

(Name Words) 

FM: Das ist ein Name von etwas und das muss 

hierhin. Das ist ein Name, das schreibe ich 



gross. (She pointed to tlie column name words 

in chart with name-words/do-words) Wie 

schreibe ich Schneemann? 

(That is a name of something and belongs 

here. That is a name of something and 

must come here. That is a name, I capitalize 

it. How do I spell snowman?) 

Everybody spelled Schneemann. 

E^; Schneemann schreibe ich gross, weil es ein 

der, die oder das Wort ist. 

(Snowman is capitalized because it is a 

"der, die or das" word.) 

Kelly: Schneeballwurf 

(Snowball throw) 

OK., du meinst. die Leute werfen Schneeballe 

aufeinander. OK., da sagt man Schneeballschlacht. 

Wo gehort das hin? 

(OK, you mean the people throw snowballs 

at each other. OK, there you say 

"Schneeballschlacht." Where does it belong 

to?) 

K: Namenworter! 

(Name words!) 

FM; Wer karm noch an etwas denken? 

(Who can think of something else?) 

Natalie: Die Baume sind leer. 

(The trees are empty.) 

FM: OK-, so die Baume sind leer. Wo gehort leer derm 

hin? Wie ist etwas? Leer! 

(OK., so the trees are empty. Where does 

empty belong to? How is something? Empty!) 

Student (S): Namenworter! 
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(Name words!) 

The teacher said that it belonged to the adjective column on the chart. She also 

suggested the word "kahl" could be used as the synonym for "leer." She provided further 

explanation about what kahl meant. Then Caroline said: 

C: Schlitten! 

(Sled!) 

F^: Schlitten, wo ist der Schlitten, zeig uns den 

Schlitten! 

(Sled, where is the sled, show us 

the sled!) 

Caroline showed the sled on the board. 

FM: Was ist Schlitten fiirein Wort? 

(What kind of word is sled?) 

Few students raised their hands. 

Justin: ein Name 

(a name) 

FM: ein Name von etwas und wie schreibe ich 

Schlitten? 

(a name of something and how do I spell 

sled?) 

Everybody spelled "Schlitten." 

J: Der Hand hat was an! 

(The dog is wearing something!) 

E^: OK. Der Hund hat einen Pullover an. 

(O.K. The dog wears a sweater.) 

J: Das ist aber ein Anorakl 

(But that is Anorak!) 

Ein Anorak, wo soUen wirdas hinschreiben, 

Jim? 
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(An Anorak, where do we put that, 

Jim?) 

J: Name! 

(Name!) 

During this warm-up activity, the teacher reminded the students that name words, or 

names of things, persons, and places needed to be capitalized, but the gender articles (der. 

die, das) were not capitalized. Below is the board story that was written by the teacher for 

that particular day. 

Es ist Winter. Es ist kalt. Draussen ist alles weiss. An vielen Hiiusem hangen 
Eiszapfen. Die meisten Kinder in Zimmer 29 lieben den Schnee und wollen draussen 
spielen. Andrew will mit John einen grossen Schneemann bauen. Justin. Ellen, und David 
fahren geme Schlitten. Cindy, Caroline, und Jenny machen Schneeengel. Aber wer wird 
den Schnee von derTreppe und dem Gehweg schaufeln? 

Translation 
(It is winter. It is cold. Outside everything is white. Many houses have icicles. Most of 
the children in Room 29 love the snow and want to play outside. Andrew and John want to 
make a big snow man. Justin, Ellen, and David like to ride a sled, Cindy, Caroline, and 
Jenny make snow angels. But who will shovel the snow off the stairs and the sidewalk?) 

Figure 4.6. Board story (Winter) 

Then, the teacher asked the class to find the sch-words and underline them in the 

story. The students went one after the other to the board and underlined the sch- words. 

Another scene comes from the theme "musical instruments." 

Scene "Musical Instruments' 

(March 12,01) 

The students eagerly raised their hands. The teacher called John's name. John came 

to the board and underlined the word "Trommel (Drum)." Then the teacher asked how to 

pronounce Trommel and be pronounced it correctly. Then Frau M. asked all the students to 

pronounce the word. They altogether said "Trommel." Then the teacher asked the students 
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to read the story aloud. She called a student's name and that student read one sentence, then 

she called another student's name and that student read the next sentence. The students 

raised their hands and the teacher called their names. The teacher repeated some of the 

words after the students read. The board story is presented below: 

iarr in"'r 

^ybphon 

Ann, Cindy, und Andrew lieben Musik. Ann tanzt gem zu irischer Musik. Cindy 
und ihre Freunde horen geme Musik im Radio. Andrew liebt das Schlagzeug. Er spielt 
geme Trommel oder Xylophon. Er hat versucht, Trompete zu spielen. Er hat sich gequalt, 
einen Ton zu machen, aber er konnte es nicht tun. Es woUte nicht gehen. Er hat deshalb 
eine Trommel, da braucht er sich nicht qualen. 

Translation 
(Ann, Cindy and Andrew love music. Ann likes to dance to Irish music. Cindy and her 
friends like to hear music on the radio. Andrew likes the percussion. He likes to play the 
drum or xylophone. He tried to play the trumpet. He struggled to make a sound, but he 
could not do it. It did not work. Therefore, he has a drum so that he does not need to 
struggle.) 

Figure 4.7. Board story (Musical Instruments) 

The following interaction took place among the teacher and the students: 

FM: So, wir schauen jetzt jeden Satz an 

und finden alle Tunworter. Und die Tunworter 

werden wir alle griin unterstreichen. Erster Satz! 
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(Let's look at every sentence and find all 

the verbs. And we will underline all the verbs 

in green. First sentence!) 

A few students raised their hands. Jason! 

J: (read) Ann, Cindy, und Andrew lieben Musik. 

(Ann, Cindy and Andrew love music.) 

Was ist das Tunwort? 

(What is a verb?) 

J: lieben 

(love) 

FM: Gut, schon, Jason, (underlined lieben). 

Nachster Satz, Nancy! 

(Good, nice, Jason. Next sentence, Nancy!) 

N: (read) Ann tanzt gem zu....Irischer Musik. 

(Ann likes to dance to....Irish music.) 

FM: Tunwort? 

(Verb?) 

N: Tanzt 

(Dances) 

Tanzt, ganz richtig (underlined "tanzt") Nachster Satz, Mathew! 

(Dances, right. Next sentence, Mathew!) 

M: (read) Cindy und ihre Freunde horen geme Musik im 

Radio. 

(Cindy and her friends like to listen to music on the radio.) 

FM: Tunwort? 

(Verb?) 

Nancy: Horen 

(Listen) 

E^: Horen (underlined "horen") Gut nachster Satz! 

(Listen. Good. Next sentence!) 

At the beginning of the lesson, the teacher focused on the form and asked the 

smdents to underline the verbs in the story. After this, Frau M. moved to work on the 
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vocabulary within the story which is the second analytic teaching strategy used by the 

teacher to build the students' background knowledge and develop their vocabulary 

knowledge. 

Strategy 2- Enhancing Vocabulary FCnowledge 

The goal in this part of the lesson is to learn the "master vocabulary" within the 

content of the board story. The theme-based vocabulary and the words that start with a 

specific letter are introduced each week in order to expand the students' vocabulary 

knowledge. The sounds and the letters taught every week follow the sequence in the 

reading book. The teacher works on the spelling, pronunciation, and the meaning of the 

words in the board story. 

Scene "Weather" 

(Nov. 27,00) 

The theme of the week was weather and clothes. There was a picture of a girl on the 

board who wore her mother's clothes which were too big for her. The teacher pointed at the 

girl and asked what she was doing. 

FM: Es ist ein Miidchen. Und jetzt, was tut dieses Madchen, 

Justin! 

(It'a girl and now what is she doing, Justin?) 

J; Die *habe eine Jacke. 

(She has a Jacket.) 

FM: OK. Wenn das eine ganz lange Jacke ist, 

dann sagt man nicht Jacke dazu, sondem ein... 

(OK When it is a very long 

jacket, then we don't call it jacket, but 

a-..) 

Student (S): Melodie 
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(Melody) 

E^: Nein. Das ist eine Jacke, eine ganz lange Jacke 

(wrote the word "coat" next to the picture). 

(No. That is a jacket, a very, very 

long jacket.) 

The teacher explained a "jacket" was something short and a "coat" was something 

longer. 

Justin: Eine Tante 

(An aunt) 

FM: Eine Tante? Eine Tante ist eine Person, das weiBt du. 

Nein, das nennt man eine...) 

(An aunt? An aunt is a person, you 

know that. No, we call it a....) 

Students (Ss) and FM: Mantel (slowly) 

(Coat) 

FM; OK. WoUen wir zusammen Mantel buchstabieren! 

(OK. Let's spell coat together!) 

Ss: (all) M-A 

FM: Ma-A 

Ss: (all) N 

Man-N 

Ss: T-E-L (they spelled) 

FM: E-L. Man-tel (phonetically in 

German) 

Then the teacher asked the names of the clothing items to check the students' 

background and vocabulary knowledge. 

FM: Wie nenne ich, was ich auf 

meinen Kopf tue? Ellen! 

(What is it called which I wear on 

my head? Ellen!) 

E: Miitze 

(Cap) 

FM: Miitze. Was kann noch auf meinen Kopf tun? 
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(Cap. What else can go on my 

head?) 

Student (S): Hut 

(Hat) 

FM: Ein Hut. Gut. Sage etwas, was Madchen anhaben 

aber nicht Jungen, Cindy! 

(A hat. Good. Tell me something 

that girls wear but not boys, Cindy!) 

C: Ein Kleid 

(A dress) 

FM: OK. Sag mal etwas, das Madchen und Jungen anhaben, 

Carl! 

(OK. Tell me something that girls 

and boys wear, Carl!) 

C: Hose 

(Pants) 

FM: Eine Hose. Was noch. Mathew? 

(Pants. What else, Mathew?) 

M: Socken! 

(Socks!) 

FM: Socken. Was noch! Andrew! 

(Socks. What else? Andrew!) 

A: Eine Schneehose! 

(Snow pants!) 

FM: (nodding) aber nicht eine Scheehose. Wie haben 

wir gesagt, heiBt das? 

(but not snow pants. How did we say 

are they called?) 

Student (S): Eine Skihose 

(Skiing pants) 

FM; Eine Skihose 

(Skiing pants) 
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In the vocabulary part of the board stories, the teacher's goals were to enhance the 

students' vocabulary knowledge. At the same time, she stressed the pronunciation and 

spelling. She repeated after each student to model the pronunciation of the words. If the 

students mispronounce a word, she also repeated after them. The following scene took 

place when the class was working on the board story on winter and the teacher was 

checking the students' vocabulary that they had covered in the previous classes. Frau M. 

asked: 

Scene "Icicles" 

(Feb. 21,01) 

Frau M. (FM): Was denkst du, ist ein Eiszapfen? 

(What do you think is an icicle? 

Ann!) 

A: Es ist am *Bom (incorrect pronunciation 

for Baum). Es ist Wasser, wenn es hier ist 

und hier ist and und es fliesst, dann bekommst 

du *ein Eiszapfen. 

(It is on the "tree." It is water if it is 

here and here "and" (English) and it flows, then 

you get an icicle. 

Wunderbar erklart. Wollen wir den schweren Satz 

zusammen lesen. 

(Very well explained, let's read 

the sentence together.) 

They all read the sentence together. Frau M. corrected the incorrect pronunciation 

by repeating the word. Then the children read the winter story all over again, guided by the 

teacher. Another scene took place when the class worked on the theme, musical 

instruments. 
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Scene "Playing Musical Instruments" 

(March 12,01) 

The class was talking about the musical instruments. The pictures of the 

instmments were on the board. The teacher asked what was different and similar with the 

instruments in order to activate the children's background knowledge before they worked 

and talked about the instruments. The picture of the musical instruments used in the class is 

presented in Figure 4.8. 

doa Klaner die Iroimnel dasX^lepitcni 

Figure 4.8. Musical instruments 

Frau M. (FM): Manche sind groB und manche klein. Devin! 

(Some are taU and some are small. Devin!) 

D: Manche sind dick und manche sind nicht dick. 

(Some are big and others are not.) 

FM; OK, Ranier! 

Rachel: Manche sind laut und manche sind leise. 



(Some are loud and some are low.) 

FM: Gut, manche machen laute Musik und manche 

sind leise. Manche kann ich iaut und leise spielen. 

Mathew! 

(Good, some make loud music and some are 

low. Some I can play loudly and softly. 

Mathew!) 

N: Das Cello und die Gitarre hat *kein *Bog. 

(The cello and the guitar has no "Bog" 

(bow) (ending is missing) 

FM: Bogen! Gut. Was noch? Cindy! 

(Bow! Good. What else? Cindy! 

C: Manche sind langer und manche 

sind kurz. 

(Some are longer and some are short.) 

F^: OK. So konnen wir die Instrumente auch 

unterscheiden. aus was sie gemacht sind? 

(OK, can we also differentiate the 

instruments by what they are made of?) 

Student (S): Holz 

(Wood) 

FM: Kannst du mir eins sagen, das ist aus Holz? Kelly 

(Can you tell me one that is made of wood? Kelly) 

Most of the children raised their hands. 

S: Ich weiss das! 

(I know it) 

K: Das Cello—mispronounced 

(The Cello) 

FM: Das Cello (soressed the correct 

pronunciation of the C in Cello). Da sagt man 

Cello dazu. Was noch? Nancy! 

(The cello. You caU it Cello. 

What else? Nancy!) 

N: Eine Violine! 
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(A violin!) 

FM: Eine Violine. Sag miretwas aus Metall! Jason. 

(A violin. Tell me something that is made 

of metal! Jason) 

J; Eine Querflote! 

(A flute!) 

FM: Eine Querflote, richtig. Wie ist es bei 

einem Klavier? Randy! 

(A flute, right. How is it in case of a 

piano? Randy! 

R: Drinnen es Holz and drauBen ist es Metall. 

(Inside it is wood and outside it is metal) 

FM: Was meinst du ist Metall? (pointed to the 

keyboard of the piano) 

(What do you mean is metal?) 

Randy showed what he meant was the body of the piano, but the teacher said the 

body of a piano was wooden and showed the metal in the pedal which was used to make the 

sound short or long; she also pointed out the strings of the piano which were metal as well. 

Then she pointed to a percussion and asked how percussion made a sound. Chad 

answered: 

Chad: Du musst drauf schlagen. 

(You have to hit it.) 

FM: Schlagen. Wie machen diese Instrumente 

ihren Ton? (pointed to different types of flutes) 

KeUy! 

(Hit. How do these instruments make a 

sound? Kelly!) 

K: Blasen 

(Blowing) 

FM; (nods) OK. Ich muss hineinblasen. 

(OK. I have to blow.) 
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John came to the board and pointed to the xylophone and said: 

J: Was ist das? 

(What is that?) 

Frau M. explained by saying that it was like a percussion and it was played with 

small batons. 

J: Wie schreibt man Xylophon? 

(How do you spell xylophone?) 

FM; OK. Wollen wir schnell die Buchstaben 

sagen! 

(OK, let's say the letters quickly!) 

Altogether X-y-l-o-p-h-o-n 

FM: OK., ein ph macht in Deutsch 

immer f. OK, Xy...lo...phon 

(circled the letters "ph" in the word) 

(OK, a ph in German always sounds like "f' 

OK. Xy...Io..phone) 

Mathew: Bei x ist das y wie ein u. 

(When you have x then the y is like u) 

FM: Richtig, sehr schon. Gut gehort, Mathew. Das 

ist wichtig zu wissen, denn Xylphon ist ein sehr 

schweres Wort. 

(Right, very good. Well observed, Mathew. 

That is important to know because 

.xylophone is a very difficult word.) 

Justin walked to the board and point d to the second row of the pictures (flutes) and 

he said: 

J: Diese kotmen auch aus Plastik sein. 

(These can be plastic as well.) 

FM: Ja, aber dann hdrt sich's nicht so gut an. 

(Yes, but then it doesn't sound so well.) 

Another child pointed to "lo" in xylophone and said lo sounded like an f. 
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FM: Nein, das ph hort sich an wie ein f. 

(No, the ph sounds like an f.) 

For the interview question "Is learning German difficult or easy?," the students 

pointed out the German words they were learning. Some answers included: 

~ Easy because I read a lot the long words and I already know some long words. 

~ Easy because the words in English are same in German. 

-- In between. What's kind of hard is just learning new words and I just keep 

forgetting them. (Interview, May 23,01) 

Frau M. continuously reviews the previously learned vocabulary in order to 

increase the retention of the vocabulary and clarify the meaning of words which will 

also help the students' comprehension in the second language. 

Strategv 3- Continuous Repetition and Review 

Another frequently used analytic teaching strategy is the continuous repetition and 

review of the previously covered material. In the following scene, the teacher aimed to check 

the students' vocabulary and clarify the meaning of words. The winter landscape was on the 

board and the teacher reviewed the vocabulary before they further worked on the story. 

Scene "Review- Winter Landscape " 

(Feb. 21,01) 

Frau M. (FM): Welche Worter haben wir gestem 

gefijnden zu diesem Bild? Caroline! 

(Which words did we find yesterday for 

this picture? Caroline!) 

C: Schlitten 

(Sled) 

FM: Schlitten. Was noch? Jason! 

(Sledge. What else? Jason!) 
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J: Ein Schneeball 

(A snowball) 

FM; Schneeball, gut, was noch? Rachel! 

(Snowball, right. What else? Rachel!) 

R: eine Schneemann 

(a snowman) 

FM: Schneemann. Was noch? Natalie! 

(Snowman. What else? Natalie!) 

N: ein Baum...das ist...kahl (she looks for the 

word that is learned the previous day 

(a tree..that is...leafless) 

FM: Sehr schon, Natalie. Der Baum ist KAHL 

(pointed to the tree without any leaves on 

it). Der hat keine Blatter, nichts ist an dem Baum. 

Wunderbar. Gut. Dafiir kann ich dir einen 

Coupon geben, das hast du gut gemacht. 

(Very good, Natalie. The tree is LEAFLESS. 

It has no leaves, nothing is on the tree. Wonderful. 

Good. For that I can give you a coupon you have 

done that well.) 

The teacher continued to work on the vocabulary they learned. She pointed to the 

picture and said: 

FM: OK. Das Kind hier hat keine Miitze, das 

hat...wie nennt man das? (Imitated a hat with 

protection for the ears) 

(OK, the kid here has no hat, it has...how 

would you call that?) 

Student (S): *Earenmutze 

(Ear hat) 

FM: Ohrenschiitzer. (She smiled and the students 

laughed. She added the word to the 

Namenwoner column on the chart) Was tun 
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die Kinder noch? Kelly! 

(What else do the children do? Kelly!) 

K: Zittem! 

(Shiver!) 

FM: Ja, das Kind zittert auf dem Schlitten, weil 

es ist kalt. 

(Yes, the child shivers on the sled 

because it is cold.) 

The children eagerly raised their hands. 

E^: John! 

J: *SchneeballschIang 

(Snowball throwing) 

FM: Fast richtig, Schneeball SCHLACHT. 

Sie machen eine SchneeballSCHLACHT (Stressed "Schlacht") 

(Almost right. Snowball...RGHT. 

They have a SchneeballSCHLACHT) 

Within the context of a board story. Frau M. uses analytic teaching strategies to 

teach the children phonemic and structural features of the second language. The theme-

based vocabulary is also introduced in a board story context. Continuous review and 

repetition of the previously learned material is frequently used by Frau M. to 

comprehension and oral participation of the students in the lesson. Frau M. also uses 

experiential teaching strategies in which the children are involved in meaning-making 

activities, such as group work projects, role-plays, and responding to the comprehension 

questions asked by the teacher. The following section explores the experiential teaching 

strategies used by the teacher to facilitate oral second language use of the students. 

Experiential Teaching Strategies 

Frau M. mainly uses two kinds of experiential teaching strategies. The first one is 

to develop the children's understanding through the use of comprehension questions about 
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the theme of the week. The learning objective is to develop the students' comprehension 

skills and encourage them to participate in discussions. The teacher checks the students' 

understanding of a story. The second e.xperiential teaching strategy is the use of group 

work projects where the students work in a group on a topic related to a board story. 

Strategy 1- Developing Children's Understanding through the Use of Comprehension 

Questions 

Frau M. asks comprehension questions after the children read the board story 

aloud. The comprehension questions mostly consist of how and why questions and they 

focus on the content of the story. The children focus on the overall meaning of a board 

story by responding the teacher's questions. Frau M. thinks that asking how and why 

questions helps her students develop their reading comprehension skills. The following 

scene takes place when the teacher was asking questions on the content of the story. 

Scene "The Wind" 

(Nov. 27.00) 

Hort! Was pfeift um das Haus? Wer klappert an den Fenstem und der Tur? Es ist 
der Wind. DrauBen geht ein Mann verbei. Der Wind weht seinen Hut vom Kopf. Blatter 
und Papiere wirbeln in der Luft herum. Der Wind weht und weht. Der Wind ist laut. 

Translation 
(Listen! What's that whistling around the house? Who knocks on the windows and the 
door? It is the wind. There is a man walking by outside. The wind blows his hat off his 
head. Leaves and papers are flying around in the air. The wind blows and blows. The 
wind is loud.) 

Figure 4.8. Board story (Wind) 

Chad read the story from the board while Jeremy pointed at the board to each word 

that was read. At the end of the story, the smdents clapped their hands because Chad read 
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the story so well. After Chad's reading, Frau M. started to ask questions about the content 

of the story to check the students' comprehension. 

Frau M. (FM): Ellen, iiber was ist die Geschichte? 

(Ellen, what is the story 

about?) 

E: Die Geschichte ist uber einen Mann. 

(The story is about a man.) 

FM: Nein. Die Geschichte ist nicht uber einen Mann. 

liber was ist die Geschichte? 

(No. The story is not about a man. What 

is the story about? 

The students have raised their hands. The teacher waited for Ellen to answer. 

E: Es ist iiber... 

(It is about...) 

Students (Ss): Wind. 

(Wind.) 

FM: OK. Und was tut der Wind in der 

Geschichte? Der Wind tut viele Dinge in der 

Geschichte. Sag mir ein Ding, das *Wind tut! 

All the children raised their hands. 

(OK. And what does the wind do in the 

story? The wind does many things in 

the story. Tell me one thing that the wind 

does!) 

Caroline: Er weht und weht. 

(It blows and blows.) 

FM: Er weht und weht. Richtig. Was tut der Wind 

noch, Justin? 

(It blows and blows. Right. What else 

does the wind do, Justin?) 

Justin: Der Wind is laut. 

(The wind is loud.) 
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FM: Der Wind ist laut. Gut. 

(The wind is loud. Good.) 

Jason: Der Hut weht auf dem Kopf herunter. 

(The hat blows on the head.) 

E^: (corrected) Nicht auf dem Kopf herunter, vom Kopf 

herunter. Richtig. Der Wind blast den Hut vom Kopf 

herunter. 

(Not on the head, off the head. Right. The wind blows 

the hat off the head.) 

The teacher repeated the students' answers and corrected their answers when 

necessary. After finishing the comprehension questions, the class read the story again. 

First a sttident read one sentence, then the whole class read, then another student read the 

next sentence, and the rest of the class read it again. The following scene took place when 

the class was working on the musical instruments. 

Scene "Musical Instruments" 

(March 13,01) 

The teacher asked comprehension questions about the musical instruments: 

Frau M. (FM): Uber was ist die Geschichte? Caroline! 

(What is the story about? Caroline!) 

C: Arm, Cindy und Andrew 

(Ann, Cindy and Andrew) 

FM: Und was horen wir uber diese Kinder? 

Natalie! 

(And what do we hear about these children? 

Natalie!) 

N: Ann, Cindy und Andrew spielen 

gem Musik. 

(Ann, Cindy and Andrew like to play 

music.) 

FM: OK, die machen geme Musik und was 
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noch? Devin! 

(OK, they like to play music and what else? 

Devin!) 

D; Ann und Cindy und Andrew *will 

Musik spieien und Annie und tanzt noch. 

(Ann and Cindy and Andrew want to 

play music and Annie dances 

also) 

Ann tanzt sehr gem. Sie hat uns das gezeigt. 

(Ann likes to dance. She showed us.) 

FM: Vtacht Cindy Musik? Was tut Cindy? 

Jim! 

(Does Cindy make music? What does 

Cindy do? Jim!) 

J: Cindy und ihre Freunde horen gem 

Musik? 

(Cindyand her friends like to listen to 

music.) 

FM: Ja und wo horen sie gem Musik? Auf der 

StraCe? 

(Yes and where do they like to hear music? 

On the su^et?) 

Students (Ss): Nein. 

(No) 

FM: Wo dann? 

(But where?) 

Cindy: Radio 

(Radio) 

FM: Im Radio, richtig. 

(On the radio, right.) 

The next day, the teacher asked the students what they learned from the previous day 

about the topic "musical instmments" and checked their understanding about the topic. 
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Scene "Musical Instruments" 

(March 13,01) 

There were three students in the class who were learning how to play a violin. These 

music classes were offered by the school. Those students played violin in the class when 

the class worked on the theme "musical instruments" that week. Frau M. also invited a 

parent who played flute. Mrs. Parker (the parent) also played flute in the class. 

Frau M. asked how a cello was different from a violin. Chad answered: 

C: Es ist groBer. 

(It is bigger.) 

Frau M. (FM): Richtig. Du hebst es nicht auf. Wo 

*machst du eine Violine hin? Vielleicht 

konnen die Kinder, die ihre Violine haben, 

ihre Violine holen, und den Kindem zeigen. 

Was tue ich mit einer Violine? 

(Right. You don't pick it up. Where do 

you put a violin? Maybe the children 

that have their violin here, can get their violins and 

show the rest of you children where you put it. 

What do I do with a violin?) 

Devin: Du machst es auf dem Hals, daim du 

'*'machst das in deiner Hand, und dann machst du 

das auf das und du machst... 

(You put it on the neck. Then you do 

this—referring to the bow and 

pointing at it on the picture—in your hand and 

then you put this—referring to the bow-on 

this—referring to the violin—. 

Frau M. told Devin not to use "this or that" when she was explaining and asked her 

what "this or that" was called by pointing at the violin in the picture and asked: 
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FM: Wie nennt man das? 

(What is this called here 

—pointing at the bow?) 

Student (S): Ein Boge 

(A bow—mispronounced bow—ein Bogen) 

FM: Ein Bogen. Das nennt man einen Bogen, 

der Bogen. Kannst du ein paar Sachen sagen, 

die eine Violine hat? Mathew! 

(A bow—made the correction—This is 

called a bow. Can you say a few things 

that a violin has? .Mathew!) 

M: Eine VioUne hat eine Hals. 

(A violin has a neck) 

FM: Einen Hals. Richtig. 

(A neck—made correction—Right.) 

Student (S): Ein Kinn 

(A chin.) 

FM; Es hat kein Kinn. 

(It does not have a chin.) 

Mrs. Parker (a parent-Kelly's mom) said that a violin had a place for the chin. She 

said this in English since she was not proficient in German. The teacher agreed with Mrs. 

Parker and said; 

FM: Der Platz, wo man das Kinn *hinmacht. 

Die kleine Platte da, ist ein Kinn-Platz. 

OK. Die kleinen schwarzen Dinge, die 

nennt man Wirbel. OK. Und wenn man 

das dreht, dann macht das den Ton, wie 

man den haben will. Was noch? Was ist 

das hier? Es sieht aus, wie ein kleines 

Tier? 

(The place where you put your chin. 

The small plate there—making reference to 



the chin rest on the violin—is a place for the 

chin. OK. The small black thing there 

is called the tuning-peg. OK And when you turn 

it, it puts the tone where you 

want it. What else? What is this here? It 

looks like a small animal—pointing at the 

tip of the handle of the violin—What animal 

does it look like?) 

Student (S): An elephant (in English) 

All the students laughed. 

FM; Nein. OK., das ist ein kleines Tier. 

Das tlndest du auf dem Boden. 

(No. OK, that is a small animal that you 

can tlnd on the ground.) 

S: Maus. 

(Mouse.) 

Nein. Andrew! 

(No, Andrew!) 

A: Snail (in English) 

FM: Ja. Was ist das in Deutsch? Eine... 

(Yes. What is it in German? A....) 

FM and Ss: Schnecke. 

(Snail.) 

Then Kelly's mom played a flute. 

FM: K's Mama hat ein ganz anderes 

Instrument. Wie spiele ich dieses Instrument? 

(K's mom has a totally different 

instrument. How do I play this instrument?) 

S: Du musst hineinblasen. 

(You have to blow it) 

FM: Du musst hineinblasen. Richtig. Was 

macht die Rote schmutzig? 

(You have to blow in iL Right What 

makes the flute dirty?) 
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S: Die Hande. 

(The hands.) 

FM: Die Hande, wenn ich die immer auf den 

Tasten habe. Was noch macht die Rote 

schmutzig? 

(The hands, when I have them constantly on the 

keys. What else makes the tlute dirty?) 

S: Spit (in English) 

FM: Ja. Wenn ich immer reinblase, manchmal 

geht Spucke in die Rote hinein, und das muss 

ich saubermachen, sonst kann die Flote nicht 

mehr gut spielen. OK. Und dafur hat Frau 

Parker das. 

(Yes. If I always blow in it, sometimes spit 

gets in the flute and I have to clean 

that, otherwise the flute would not play 

anymore—All kids made gross sounds 

because of the spit comment~OK And for 

that reason Mrs. Parker has this—showed 

a tool to clean the flute) 

S: *Ich weiss, was noch kann schmutzig. 

(I know what else can make it dirty.) 

FM: Was? 

(What?) 

S: Den Kasten. 

(The box.) 

E^: Ja. Der Kasten soli immer zu sein. 

(Yes. The box needs to be closed at all 

times.) 

Then the teacher asked the students to write the parts of the violin next to the word, 

'violin' so that they would not forget what the parts of the violin were called. Frau M. made 

an instrument book for them. She wanted the students to write the names of the instruments 

into their instrument books. According to Frau M., self-made dictionaries (Worterbuch) 
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and the vocabulary notebooks that are used in some activities, like in the topic "musical 

instruments", are helpful for the smdents to retain the vocabulary, and develop their 

understanding of the learning material since the words are also visually represented. 

After the teacher checked the children's understanding on a topic, she moved to the 

group work projects where the children work together in order to accomplish a common 

goal related to the theme of a board story. 

Strategy 2- Group Work Projects Related to Board Stories 

Group work is another experiential teaching strategy used by Frau M. after the 

students are done with the board story. The group projects are either about the board story 

or related to it. After the students are done with their group work, they either present it 

through acting it out or reading it aloud in front of the class. In group work, Frau M. first 

gives the directions and assigns roles to each group member. For every student in the 

group, there is a task to do. There are job cards, such as a secretary (Sekretiir) who is in 

charge of writing, a reporter (Vorleser) who reads the work they have done, a resource 

person (Laufkind) is the person who is in charge of getting the resources (i.e., paper, 

crayons, and picture dictionaries) to the group. There is also a group leader 

(Gruppensprecher) who keeps the group working on the task, reminds them if they are too 

loud and encourages all the group members to stay involved. Praiser (Komplimentgeber) is 

the person who gives compliments to the children who deserve them. The group members 

hang their job cards around their necks so that the students in a group do not forget what 

they are supposed to do (See group work job cards in Appendix O). 

Most of the time, the directions for the group work are written on the board. The 

teacher walks around and observes how the students are doing. Frau M. stated that: 

I focus more on the behavior in the group.. J^or instance, are 

they participating,? are they listening to each other,? are they 
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talking quietly so things get done? I always tell the students 

that they have to speak German...and it is okay if they don't 

know everything in German. Then they can say 1 don't know' in German and 

they can use a word in English. (Interview, April 3,01) 

Before starting to work in the groups, the teacher reminds the children how to work 

together in a group. She also hands them the punctuation sheets that they need when they 

are writing their story. Instruction has been given by the use of the punctuation markers 

before the students start using the punctuation sheet in group work. 

In one of the group projects, the students work on creating a story by using a 

cartoon taken from a newspaper. The students take their job cards and they are ready to 

listen to the teacher. Frau M. gives instructions about the group work. The instructions are 

also written on the board under the title of "Work Plan." According to the work plan, first 

the students will cut the pictures out of the paper and number them based on the story they 

plan to write. Then they will write a story according to the pictures and read the story aloud 

within the group. Their last task is to read the story aloud in front of the class. The 

evaluation of the group work is based on speaking German, talking quietly, working 

together, writing legibly, and reading aloud. 

Scene " Getting Ready for the Group Project" 

(Feb. 21,01) 

Before starting to work together in the group, the teacher brainstormed with them 

how they were supposed to start writing the story. In order to help the students in their 

writing process, Frau M. gives examples about what they can write about. A sentence that 

can be used to start the story has also been written by the teacher before they start writing 

their stories in group work. 
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The cartoon story was attached to the board. The following conversation took place 

before the students started working on it by themselves: 

Frau M. (FM): Andrew, ein Name fur eines von den 

Kindem? 

(Andrew, a name for one of the children!) 

A: Ina 

The children started to laugh. 

FM: Ein Name fur das andere Kind. Chad! 

(A name for the other child. Chad!) 

C: Toto 

The children laughed again. 

F^: Toto? Fur ein Kind? (runzelt die Stim) 

(Toto? For a child?~with wrinkles on her 

forehead) 

C: Fur den Hund. 

(For the dog!) 

FM: Fur das Kind brauchen wir noch einen 

Namen. Caroline! 

(For the child we need another name. 

Caroline!) 

C: Rudi! 

FM: Rudi, OK. Was konnen wir jetzt schreiben, 

jetzt wissen wir, die Kinder heiBen, einf r 

heiCt Rudi, einer heiBt Ina und der Hund 

heifit Toto. 

(Rudi, OK. What we can write now, we 

know the children, one is called Rudi, 

one is called Ina and the dog is called Toto.) 

On the board, there was already the beginning of the story: "Hurra! It has been 

snowing." Frau M. explained in the case of somebody was speaking in this story, they 

needed to make two little dashes (point to the" ") and needed to start with a capital letter. 
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She wrote the board: Rudi shouts, "I want to go outside." In the meantime, the teacher 

asked questions to get the students' ideas about how the story might proceed: 

F^: Das ist ein Cartoon aus einer Zeitung. 

Wie heiBt das Kind? 

(This is a cartoon in a newspaper—The 

cartoon was attached onto the board— 

What is the name of this child?) 

Student (S): Charlie Brown 

FM: Charlie Brown. Welchen Namen musst 

du noch wissen? Wie heisst der Hund? 

Aber der ist nicht hier drauf. 

(Charlie Brown—wrote the name on the 

board—Which other name do you have 

to know? What is the dog called? But he is 

not on here.) 

All the children raised their hands. Some whispered Snoopy. Snoopy. 

Caroline: Snoopy. 

S: Das Miidchen 

(The girl) 

FM: Das Miidchen. Wer weiB, wie das 

Madchen heiBt bei Charlie Brown. Wie 

heiBt das Madchen? 

(The girl. Who knows what the girl is 

called in Charlie Brown? What is the 

name of the girl?) 

Nobody raised hands. 

FM: Wie heiBt Charlie Browns Freundin? 

(What's the name of Charlie Brown's 

girlfriend?) 

Andrew: Das ist *ihre Schwester! 

(That is her sister—gender error) 

f̂ : Oder seine Schwester 

(Or his sister) 
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Then the students got into their groups, cut the pictures and started to write the 

story. Another example took place when the children were working in a group work about 

playing at the playground. 

Scene "On the Playground" 

(May 22,01) 

In this group project, the teacher gave a simation that the students needed to write 

about and then act out in front of the class. The situation was: "There has been an accident 

in the playground. The children are playing on the playground. One person climbs up the 

monkey bar, and he or she slips and falls down. That child is laying on the ground and 

cannot stand up." The teacher continued to give directions about the story. The teacher 

asked the students to write about this scene in their groups and then they would act out what 

they wrote. After the teacher's insmaction, the students asked questions for clarification. 

John asked: 

John: Miissen wir das vorspielen zu den *andere Kinder? 

(Do we have to act it out in front of the other children?) 

Frau M. nodded her head. 

Carl: *Muss jemand den Kind der klettert auf 

dem Klettergeriist? 

(E)oes somebody have to be the child who climbs 

on the monkey bars? 

FM: Ja, jemand muss das Kind sein. 

(Yes, somebody has to be the child.) 

Then the teacher reminded them they needed to use quotation marks in order to 

indicate who was talking. 

E^: Was mache ich am Ende, wenn 

jemand fertig ist mit sprechen? 

Justin I 
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(What do I do at the end if 

somebody is finished talking. 

Justin!) 

Justin raised his hand. 

J: Zwei Linien oben. 

(Two lines on the top.) 

F^: Die Anfuhrungszeichen oben nennt 

man das. 

(You call it quotation marks.) 

Then the teacher reminded the children when to use a period, question mark, and 

exclamation. To guide the students in the writing process, Frau M. wrote the words and 

phrases that they might use in the story The evaluation criteria of this group work was 

based on how they worked together, whether they spoke German or not, and how they acted 

the story out. 

Here is what was written on the board: 

kletten auf dem KJattergeriist. ( climbs at the monkey bars.) 

rutscht aus und talk herunter. ( slides and falls down.) 

kann nicht aufstehen. ( cannot get up.) 

Then the groups started to work on the story. Below is the scene where Andrew, 

Cindy, Mathew, and Devin were working together on their story. Devin (D) was in charge 

of writing the story; Andrew (A) was the resource person, Mathew (M) was the group 

leader, and Cindy (C) was the reporter. 

A: Andrew und Mathew klettem auf dem 

Klettergerilst. 

(Andrew and Mathew are climbing at the 

monkey bars.) 

But Cindy looked upset, she shook her head, meaning no. 

A: (to Cindy): Du bist in *dem 
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Geschichte. 

(You're in the story.) 

D: Cindy, Cindy was? 

(Cindy, Cindy what?) 

A: Cindy klettert... 

(Cindy clin[\bs...) 

Devin wrote "Kl" by iooldng at the board for the correct spelling. 

A; und dann Cindy talk von dem Klettergeriist. 

(and then Cindy falls from the monkey 

bars.) 

M: Das ist nicht richtig. 

(That is not correct (pointed to the t in 

the word "klettem") 

Devin corrected the misspelling. Andrew laughed at Devin. 

D and C: Andrew, das ist nicht lustig. 

(Andrew, that is not funny.) 

Devin continued to write on. 

D: *Jetzt Cindy fallt runter. 

(Now Cindy falls down.) 

Andrew corrected Devin's sentence by saying; "No, jetzt fallt Cindy runter." 

Mathew asked Cindy whether the sentence should be "Jetzt fallt Cindy runter" or "Jetzt 

Cindy fallt runter." Cindy ran around the table to look at the sentence. In the meantime, 

Cindy spoke English. 

A: Ich bin das Laufkind. Du 

hast Englisch gesprochen. 

(I am a resource person. You 

spoke English.) 
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There is a "play money" game used in the class to encourage the smdents to use 

more second language with each other. Whoever speaks English, that group loses five cents 

to the person who heard it first. That is why the students are very careful not to use 

English. 

Cindy thought that "Jetzt Cindy fallt" was correct, but actually it was wrong. 

Andrew insisted that "Jetzt fallt Cindy runter" was the correct one. Andrew was right. 

Devin covered her ears because Andrew was very loud. In the end, Cindy agreed with 

Andrew. Cindy helped Devin with the writing, but Mathew said to Cindy: 

M: Du musst zuriick zu deinem Platz 

gehen. Sie kann es alleine machen. 

(You have to go back to your seat. She 

can do it alone.) 

Then, Andrew wanted to write since Devin was very slow in writing. 

A: Ich will das schreiben. 

(I want to write it.) 

D: Nein, du kannst nicht schreiben. ich 

bin das Schreibkind. 

(No, you can't write...I'm the 

"Schreibkind" —said this in a crying 

voice) 

A: Ich weiss das nicht auf Deutsch. 

Du bist ein Crybabe. 

(I don't know it in German. You're 

a Crybaby.) 

D: (Got angry) *Ich bin nicht. 

(I am not.) 

C: (to Devin) Nicht streiten! 

(Don't argue I) 



1 8 0  

While they were working on the story, they asked each other how to spell particular 

words; they asked for help and they provided help to one another. Andrew, as a resource 

person, brought the picture dictionary and they checked the spelling from there. Finally, 

they finished the story. Mathew, as a group leader, edited the story and Cindy read it aloud 

to the group members. 

Here is the completed version of the story: Underlined words are the incorrect 

forms and the correct forms are given in parenthesis. Now it was time to read their work in 

front of the class and act it out. Frau M. corrected the students' mistakes when they were 

reading the story. For instance, she said "It is not "der Lehrerin," but "die Lehrerin." Then, 

the teacher collected the stories and made the necessary corrections on them. 

Ein Unfall auf dem Spielplatz. Cindy klettert auf dem Klettergeriist. Jetzt fallt 
Cindy runter. Jetzt *kommt (kommen) Devin, Mathew und Andrew. Dann sagt Mathew; 
"Bist du OK?" "Nein" sagt Cindy, ich bin nicht OK. Mein Arm tut weh. 'Ich kann nicht 
aufstehen. Kannst du bitte mir helfen?" " Ja, ich kann das." Devin, Andrew, und Mathew 
*holt (holen) die Lehrerin. *Der (Die) Lehrerin hebt mich auf, weil ich kann nicht 
aufstehen (weil ich nicht aufstehen kann). Ich bin jetzt im Buro. Ich sitze auf dem Stuhl. 
Jetzt bin ich OK. 

Translation 
(An accident on the playground. Cindy is climbing on the monkey bars. Now she is falling 
down. Now Devin, Mathew, and Andrew are coming. Now Andrew says:" Are you OK?" 
Cindy says, "No I am not OK. My arm is hurting. I cannot get up. Can you please help 
me?" Yes, I can. Devin, Anndrew, and Mathew go to get the teacher. The teacher picks me 
up because I cannot get up. I am in the office now. I am sitting on a chair. Now I am OK.) 

Figure 4.10. Story written by a group of students 

Scene "Role-Playing" 

The group was getting ready to act out the story. 

Andrew was not in the group; Sandy replaced him. 

They were giggling and laughing. 
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Frau M. (FM): Kann Sandy mitspielen, obwohl sie 

nicht mitgeschrieben hat? 

(Can Sandy work with you although she did 

not take part in the writing?) 

Devin: Ja, sie kann mitspielen. 

(Yes, she can take part.) 

Devin introduced the characters in the story to the whole class and read aloud the 

story: 

D: Ich bin ich, Mathew ist Mathew, 

Cindy ist Cindy, und Sandy ist 

Sandy. 

(I anfi I, Mathew is Mathew, 

Cindy is Cindy, and Sandy is 

Sandy.) 

Mathew walked over to Cindy: 

M: Bist du OK? 

(Are you OK?) 

C; Nein. Ich bin nicht OK. Mein 

Arm tut so weh. 

(No. I am not OK. My arm is 

hurting.) 

Devin walked over to Cindy to show her lines. 

C: (continued) Ich kann nicht 

aufstehen. Kannst du bitte mir 

helfen? 

(I cannot get up. Can you please help me? 

M: Ja, ich kann. 

(Yes, I can.) 

The group successfully acted it out and the class clapped. 
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Interpretation of Findings on Board Story Time 

The teacher used analytic and experiential teaching strategies in board story time. 

Within the context of board stories, the students learned to identify nouns, verbs, adjectives, 

and learned new words based on the theme of a story. Continuous repetitions and reviews 

were also considered as an analytic teaching strategy since the focus was on form of the 

second language. In experiential teaching sorategies, the focus was on developing the 

students' understanding toward the content of a story by focusing on meaning. The teacher 

asked questions in order to check the smdents' comprehension. She also provided group 

work projects where the students worked together to accomplish a task related to the topic 

of a board story. Reading aloud and role-playing were used at the end of group work so 

that the children presented their work to the rest of the class. Through group work projects 

and role-playing, the students used the oral second language a great deal. 

Table 4.2 shows the quantity of teacher talk and the student(s) oral second language 

production. The frequency counts presented in Table 4.2 are based on two hour data that 

were randomly selected from board story time between November 2000 and May 2001. The 

percentages in Table 4.2 are weighted by different values. So the numbers are not summed 

to one hundred. The percentages include the quantity of the students' responses as 

influenced by the value of the utterance. A complete discussion is in Chapter 3. The 

horizontal line labeled "Teacher" demonsnrates the number of time the teacher used low-

level, high-level questions and prompting in her interactions with the students. The 

horizontal lines labeled "Student" and "Students" show the percentages of responses given 

by individual students or the students as a whole class. These responses are the student(s)' 

responses given to the teacher's low-level questions, high-level questions, and prompting. 

Low-level, high-level questions, and prompting are explained in Chapter 3 (Methodology). 

Student(s) oral second language output are analyzed in four categories: minimum, phrase, 

clause, and sustained. Low-level, high-level questions, and prompting are considered as the 
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cmcial features of the teacher's classroom talk since they regulate verbal interaction and 

facilitate leaning. In the Table below, student-initiated talk refers to the students' 

participation either by asking questions or/and expressing opinions within the context of the 

lesson. Student-initiated talk is not teacher-elicited response. 
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Table 4.2 

Frequency of Verbal Interaction of Frau M. and her Students in Board Story Time between 

Noy'OO-May'01 (Based on Two Hours of Data> 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initialed Talk 

Teacher 
45 40 66 

Student Minimum 42% 22% 51% 

Phrase 13% 30% 54% 

Clause 4% 20% 63% 12% (High-

Level 

Questions) 

18% 

(Prompting) 

Sustained 0.3% 6% 12% 

Students Minimum 33% 0.2% 0.7% 

Phrase 0.4% 0.3% 

Clause 

Sustained 

Key 
Minimum: One-word or two-word level utterances (One point yalue) 
Phrase: Phrase leyel utterances (Two points yalue) 
Clause: Sentence level utterances (Three points value) 
Sustained: Longer than sentence level utterances (Four points value) 

(Taken from Swain, 1996) 
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Within the framework of analytic and experiential teaching strategies in board story 

time, the teacher used low-level, high-level thinking questions, and prompting. Based on the 

analysis of the data, it was found that the teacher used approximately the same number of 

high-level and low-level questions and prompting. The repetitive recall type (low-level) and 

high-level thinking questions were used when the students were working on the structure of 

the second language. For instance, the teacher asked the students to spell a word and 

indicate the category of a particular word. The teacher also reviewed the students' 

vocabulary knowledge on the previously learned words. The students responded to low-

level thinking questions at the one- or two-word, phrase, and sentence levels. The majority 

of the responses were at the minimum (one- or two-word) level (42%). 

The teacher particularly used high-level thinking questions when she was checking 

the students' understanding toward the content. The majority of the high-level thinking 

questions consisted of what, how, and why questions. The individual students responded to 

the high-level questions in minimum, phrase, and sentence level. It was found that 6% of 

the responses were longer than a sentence level and were produced by individual students. 

Furthermore, 12% of the utterances were initiated by the individual students within the 

context of high-level questions. The smdent-initiated utterances were at the sentence level. 

The individual students either asked questions about the content material or expressed their 

own ideas. 

The teacher prompted the questions 66 times. When she was prompting the 

questions, she either asked the students to finish her sentence or gave clues for an expected 

answer. The individual students' responses to the teacher's prompting were at the minimum, 

phrase, and sentence level. In response to the teacher's prompting questions, individual 

students' responses were mostly at the phrase (54%) and clause level (63%). The individual 

students also made utterances longer than a sentence level (6%). Sentence level utterances 

are also initiated by the individual students within the context of prompting (18%). The data 
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revealed that the students mostly responded to low-level questions with minimum level 

utterances, whereas students produced longer sentences in response to high-level questions. 

Sample of the teacher's questions and the smdent's responses (in italics) to these questions 

are shown in Figure 4.11. 
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Low-Level Questions High-Level Questions Prompting 

How do you spell Tell me something that has Jacket or Anorak? 

Xylophone? to do with winter! S: Anorak 

Ss: X-y-l-o-p-h-o-n S: Snowman Who can think of something 

Where does snowman What is the story about? else? 

belong to? Noun, Adjective, S: The story is about a man. S: The trees are empty. 

or Verb? S: Wind! When it is a very long jacket. 

S: Noun What does the wind do in then we don't call it a jacket. 

Where do they like to hear the story? but a... 

music? On the street? S: It blows and blows S; Melody 

Ss: No How is a cello different from Ss and T: Coat 

How do I spell snowman a violin? What else can go on my 

(Schneemann)? S: It is bigger head? 

Ss: S-c-h-n-e-e-m-a-n-n How do I play tlute? S; Hat 

What kind of word is S: You have to blow it. What else? 

Schlitten (sled)? What makes the tlute dirty? S: Socks 

S: Noun S: The hands! S: Skiing pants 

What is it called that I wear S: Spit (in English) 

on my head? Tell me something that girls 

S: Cap wear, but not boys! 

Which word did we do S: A dress 

yesterday for the picture? Tell me something that girls 

S: sled and boys wear! 

S: Pants 

What do you think is an 

icicle? 

S: It is on the tree. It is 

water if it is "here and here" 

(English) and it flows, then 

you get an icicle. 

Figure 4.11 Teacher and student(s) language patterns for 
low-level, high-level questions, and prompting in board story 
time 
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Reading Aloud Time 

Daily Routine 

Frau M. reads aloud on a daily basis. As stated in the beginning part of this chapter, 

there are four reading groups and they are formed based on the students' second language 

proficiency. Based on the theme of the week, the teacher picks a book and reads it aloud. 

The children sit around her. Frau M. asks questions before, during, and after reading and 

the children respond and pose questions about the reading. The reading topics are related to 

the topic of the week. For instance, the books that are chosen for read aloud time include 

the stories on Rain Forest, Thanksgiving, Native Americans, and Arctic Animals. 

Experiential Teaching Strategies 

In reading aloud time, the children pose questions before, during, and after reading 

and discuss and express their opinions and feelings about a story. The main learning 

objectives in reading aloud time are to improve the children's listening comprehension and 

enhance their vocabulary knowledge. Reading aloud time helps the children build and 

activate their background knowledge and get them involved in the discussions about the 

story read. The teacher uses three experiential teaching strategies in reading aloud time. 

The first one is the building and developing background knowledge. The second teaching 

strategy is the use of comprehension questions to increase participation in the lesson. 

Finally, the third experiential teaching strategy is the use of the small reading groups. 

Through the use of experiential teaching strategies, the children discuss and express their 

ideas within the context of the stories, thus developing their understanding toward content 

material, and improve their vocabulary knowledge. 
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Strategy I-Building and Enveloping Background Knowledge 

KWL reading charts and high-level thinking questions are used in order to build 

and develop the children's background knowledge in reading aloud time. By building and 

developing background knowledge, the teacher makes the meaning of a content 

comprehensible and facilitate the children's oral language production. Frau M. reads a 

book, mostly a big children's book, related to the topic of a week. She uses three charts in 

order to write what the students know (K), what they want to learn (W), and what they 

learned (L). The KWL charts are hang on the chalkboard. The following scene took place 

when the class was working on the theme, "Thanksgiving" and Frau M. asked the students 

to think about Thanksgiving before they read on. 

Scene "Thanksgiving" 

(Nov. 20,00) 

The teacher asked the class what the students could tell about Thanksgiving. She 

also added that if they could not say it in German, they might say it English, and she would 

help them say it in German. Andrew raised his hand and said: 

A: [ch glaub, zu Haus. 

(I think, at home.) 

Frau M. (FM): Ja, das tut man zu Hause! 

(Yes, this is celebrated at home!) 

The teacher wrote 'at home' in the title of'what we know' on the chart. Andrew took 

the floor again. 

Andrew: Mhm, meine Mutti und du, deine Oma 

kommt, Oder deine Freunde... 

(Hmm, my mother, you, your 

grandmother comes or your friends... —but he 

could not finish his sentence) 

FM: OK. Du feierst Emtedankfest mit deiner 



Familie Oder tnit Freunden. Gut. An was 

denkst du noch? 

(OK. You celebrate Thanksgiving with 

family or with friends. Good. What else 

can you think of?) 

Student (S): Essen. 

(Food.) 

Ja, Essen. Was fur Fleisch haben wir 

meistens? 

(laughed—yes, food. What kind of meat 

do we have usually?) 

Mathew; turkey (said in English) 

FM: Ja, in Deutsch ist das Truthahn. OK. 

was haben wir noch? 

(Yes, in German it is called mrkey. OK 

what else do we have?) 

Cindy: Karotten 

(Carrot) 

FM: Karotten, ja. Bei dir gibt es Karotten. 

Was noch? 

(Carrots, yes. You have carrots at your 

home. What else?) 

C: Brot 

(Bread—in a shy manner) 

Randy: Jelly (in English) 

FM: Gelee. OK. 

(Jelly. OK.) 

Natalie: Kuchen 

(Cake) 

FM: Kuchen. Was fiir Kuchen? 

(Cake. What kind of cake?) 

Student (S): Kiirbiskuchen. 

(Pumpkin pie.) 

FM: Kurbiskuchen. Jetzt haben wir genug *fiir 



Essen. Warum feiert man Emtedankfest? 

(Pumpkin pie. Now we have enough food 

—showed the food items on the chart-

Why do we celebrate Thanksgiving?) 

S: Ich weiS nicht. 

(I don't know.) 

FM: Was denkste? Warum feiem die Leute 

Emtedankfest? Warum ist da keine Schule? 

Wamm sind Vatis und Muttis zu Hause? 

Warum isst man Truthahn? Hmm? Carl? 

(Why do you think? Why do the people celebrate 

Thanksgiving? Why isn't there 

any school? Why are moms and dads at 

home? Why do we eat turkey? Mhm?) 

Carl? 

C; Pilgrims. 

(Pilgrims.) 

FM: OK. Wir feiem die Pilgrims. Ist 

es das? 

(OK. We celebrate the pilgrims? Ls that 

it?) 

Rachel: Es ist *eine holiday. 

(It is a holiday) 

EM: Das ist ein Feiertag. Ganz richtig. Ist es 

Feiertag iiberall? Oder nur hier? 

(It is a holiday. Very well. Is it a holiday 

everywhere? Or only here?) 

S: Nur hier! 

(Only here.) 

S: UberaU! 

(Everywhere!) 

FM: iiberall in Amerika ist das ein Feiertag, ganz 

richtig. 



1 9 2  

(Everywhere in America it is a holiday, 

very well.) 

Frau M. summarized what they had talked about by referring to the "what we icnow" 

chart. Then she pointed to the "what we want to know" chart and wrote the question under 

it: "who are the pilgrims?" Then she started to read the book on Thanksgiving which told 

about the origin of the Thanksgiving. The children were sitting around her. Then the 

teacher picked up a globe and showed the children where England was and talked about the 

'Mayflower.' 

Frau M. stated that: 

When you read a book, you wanna know from the kids what 

they know about the background. For example, you're reading 

a book on crocodiles...what you wanna know first, what do the 

kids know about a crocodile and then there may be things they might 

want to know and so you write down what we would like to know or 

what we would like to find out and then...you read the story or discuss 

the topic and then at the end you kind of check back and ask them 

what did you leam?...they are always willing to share what they 

know...I just want to see what everybody knows. (Interview, Nov. 27,00) 

Frau M. thinks that having the students explain what the stories are about will help 

them build and strengthen their vocabulary in German. This will also encourage them to 

use German in class with more ease by building up their self-confidence as well. The 

teacher asks questions to activate background knowledge; these questions are used to 

increase comprehetision of the smdents toward a particular topic. She mainly asks 

questions when ideas are not clear before, during, and after reading. 
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The following scene is an example of how the teacher develops the children's 

background knowledge in order to increase their comprehension of a story and to get them 

involved in the discussion. 

Scene "Rain Forest" 

(Jan. 29,01) 

The teacher was holding a big book with a picture of a rain forest. The children 

were sitting around her. Generally, the children raised their hands if they wanted to answer 

and the teacher called a child's name. In other simations, the teacher might call a child's 

name even though she or he did not raise his or her hand. 

Frau M. (FM): OK. Bei uns gibt es keinen Regenwald. 

Wie ist's in einem Regenwald? Cindy! 

(OK. We don't have a rain forest. What is 

it like in a rain forest? Cindy!) 

C: Griin. 

(Green.) 

Griin. Was noch? Caroline! 

(Green. What else? Caroline!) 

C: Es ist naB. 

(It is wet.) 

FM: OK. Es ist sehr naB dort. Was noch? 

Jason? 

(OK. It is wet there. What else, Jason?) 

J: Es gibt Blumen. 

(There are flowers.) 

FM: Gut. Es gibt Blumen dort. Ja? 

(Good. There are flowers.) 

Student (S): Es ist heiss. 

(It's hot.) 

E^: Ja. Es ist heiss. Ganz richtig. Ist 

noch etwas da? 
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(Yes. It's hot. Very good. Is there 

anything else?) 

S: Viele Baume da. 

(Many trees there.) 

FM: Viele, viele Baume, und die Baume 

sind ganz verschieden hoch. Manche 

sind ganz, ganz hoch. Ja. Mathew? 

(Many, many trees, and the trees have 

many different heights. Some are very 

very tall. Yes. Mathew?~Mathew raised 

his hand) 

M: Viele Pflanzen sind da. 

(Many plants are there.) 

FM: Viele Pflanzen. Viele Pflanzen machen 

eine Regenwald. Ganz richtig, und das kannst 

du hier sehen. 

(Many plants. Many plants make a rain 

forest. Very good and you can see it 

here—pointed to a page of the book). 

Frau M. told the children that there were very tall trees and tall plants in a rain forest. 

Then she showed a page with animals. 

S: und Tiere? 

(and animals?) 

FM: Tiere. OK. Wollen wir mal sehen, 

was die fur Tiere haben. Das ist eine 

Eidechse. Hier siehst du Affen, eine 

Gruppe von Affen. OK. Diese zwei 

Vogel. Was ist dieser Vogel? Wer ist 

dieserVogel? Nancy! 

(Animals. OK Let's see what kind of 

animals there are. This is a lizard. 

Here you can see monkeys, a group of 

monkeys. OK. These two birds. What 
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is this bird? Who is this bird? Nancy!) 

N: Ein Papagei. 

(A parrot.) 

FM: Ein Papagei. 

(A parrot.) 

Then the teacher showed the picture of a jaguar cub on a tree. She explained that a 

Jaguar was not as big as a lion, but it could climb urees, particularly when it went to sleep in 

order to take a rest. Then she asked: 

FM: Wen kann ich noch in einem Baum 

tlnden? Caroline! 

(What else can I find on a tree? Caroline!) 

C: Eine Schlange. 

(A snake.) 

FM: Eine Schlange. Und das ist eine sehr groBe 

Schlange, diese griine Schlange hier. Du 

kannst sehen, was sie hier tut. Ja. Das ist 

aber nicht eine Person. Was ist das? Mmm? 

(A snake. And this green snake is a very 

large snake. You can see what it is 

doing here. Yes, but this is not a person. 

What is this? Hmm? What is this?) 

Rachel: Ein Hamster. 

(A hamster.) 

FM: Nein. Ein Hamster wohnt nicht im 

Regenwald. 

(No. A hamster does not live in the rain 

forest.) 

Student (S): What is that? (asked in English) 

Was ist es? 

(What is it?) 

S: Ich weiB nicht. 
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(I don't know.) 

FM: Was ist es? Caroline! 

(What is it? Caroline!) 

C: Ein Fuchs. 

(A fox.) 

E^: Nein. Sieht so aus wie ein kurzer 

Schwanz. So ahnlich wie eine Maus. Was 

fur eine Maus? 

(No. It looks like a short tail, similar to a 

mouse. What kind of mouse?) 

Rachel: A guinea-pig (said in English) 

E^l: Eine Redermaus. OK. Eine Redermaus, sieh. 

Wenn du den Kopf anschaust, kannst du sehen, 

warum das der Schwanz ist. 

(A bat. OK. A bat, see? When you look at 

the head, you can see this is the tail.) 

After this, she e.xplained that a bat only came out at night and when it flew, it caught 

many insects. Bats hang on their legs off the ceiling and sleep during the day and come out 

at night. Many children talked at once; they were excited about the animals they saw in the 

book. 

Strategy 2- Comprehension Ouestions to Build Understanding 

Frau M. checks the children's understanding of a learning material by asking 

comprehension questions and getting them involved to the reading material. The following 

scene took place when the class was working on the theme, "Health: Hygiene and Teeth." 

The teacher read the story related to the topic and checked the students' understanding 

toward the content of a text. She also aimed to check the vocabulary knowledge of the 

students' and clarify the meaning of the words. 
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Scene "Health" 

(April 30,01) 

The teacher read a text from the reading book about Robert. The following words 

were on the board that was left from the board story: the cheek, to drill, to bite, the dentist, 

and the appointment. 

Frau M. (FM): Was ist eine Zahnpasta? John hat es 

heute morgen im Gesicht gehabt. 

(What is toothpaste? John had it on his 

face this morning.) 

Student (S): Wenn dein Zahn *tut weh 

(When a tooth hurts) 

FM: Nein. Was ist Zahnpasta? 

(No. What is toothpaste?) 

John: Zum Ziihne putzen. 

(To clean your teeth.) 

FM: Richtig. Du putzt deine Ziihne mit 

Zahnpasta, nicht nur mit Wasser. So 

diese Zahnpasta heiBt Zahnimed. OK. 

Zah-ni-med. Med kommt von Medizin. 

(Right. You clean your teeth with 

toothpaste, not only with water. So, this 

toothpaste is called Zahnimed—wrote the 

word on the board and sounds it out— OK 

Zah-ni-med. Med comes from medicine.) 

Frau M. continued to read. 

FM: "Robert kauft die Zahnimed." Was sollte 

das tun? 

("Robert ate the toothpaste." What was it 

supposed to do?) 

Student (S): Sein Bauch tut weh. 

(His stomach hurts.) 

FM: Ja. Was soUte die Zahnpasta tun, wenn er 



die essen tut, Jim? 

(Yes. What was the toothpaste supposed to 

do if he eats it, Jim?) 

J: Es macht seinen Zahn besser. 

(That it would make his tooth better.) 

FM: 1st Zahnpasta gemacht, um die zu essen 

(Is toothpaste made to be eaten?) 

Students (Ss): Nein! 

(No!) 

EM; Fur was ist Zahnpasta da? David! 

(What is toothpaste for? David!) 

D; *Fiir trinken. 

(to drink—wrong word) 

Ss: Nein. 

(No.) 

FM: Trinkst du deine Zahnpasta zu Hause? 

(Do you drink your toothpaste at home?) 

D: Nein. 

(No—along with other students) 

FM: Fiir was ist Zahnpasta gemacht? Ann! 

(What is toothpaste made for? Ann!) 

A: Ziihne zu putzen. 

(to clean teeth.) 

FM: Um deine Zahne damit zu putzen, 

nicht zu essen oder zu trinken. 

(In order to clean your teeth, not to eat or 

drink.) 

FM: Was passiert, wenn das Loch immer 

groBer wird? 

(What happens when the cavity gets 

bigger?) 

Ann: Der Zahn wird immer mehr weh tun. 

(The tooth will always hurt more.) 

FM: Der Zahn wird immer mehr wehtun. 
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Was noch? 

(The tooth will always hurt more. What 

else?) 

Rachel: Deine Backen *wird sehr dick sein. 

(Your cheeks will swell up.) 

FM: Richtig. 

(Right.) 

The teacher said in the case of an infection, the cheek would swell up. Mathew 

added: 

M: Mein Schwester hat das gehabt, und die 

Backe ist sehr dick, und sie soli zum Doktor 

gehen. 

(My sister had it and the cheek swelled up 

and she had to go to the doctor.) 

After the teacher finished reading the short reading passage and asked her questions 

on the content of a text, she announced the small group reading time. Reading in small 

groups is one of the experiential teaching strategies that give the children opportunity to 

read in small groups and discuss the content of a story. 

Strategy 3- Small Group Reading Time 

The following scene took place when a reading group gathered at the comer of the 

class where a small round table was located. The rest of the students started to write the 

board story into their brown notebooks from the previous time period. In the small group 

reading time, the reading text was about hygiene and the questions focused on 

comprehension and the expression of ideas. The teacher asked: 
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Scene "Hygiene" 

(May I, 01) 

Frau M. (FM): Warum sollst du dich waschen? 

(Why should you wash yourself? Caroline!) 

C: So sind wir nicht schmutzig. 

(This way we're not dirty.) 

FM: Ja. Aber warum ist es wichtig, daB wir 

nicht schmutzig sind? Rachel! 

(Yes. Why is it important that we're not 

dirty? Rachel!) 

R: Ich kann das nicht in Deutsch sagen... 

slink. 

(I cannot say it in German...stink) 

FM: Stinken. Es ist das selbe Wort in Deutsch. 

OK. Wenn ich mich nicht wasche, vor alien 

Dingen. wenn es sehr, sehr warm ist drauBen 

und ich schwitze, wenn ich spiele, oie mich 

nicht waschen, dann werde ich stinken, und 

mochten andere Kinder bei dir sein, wenn du 

stinken tust? 

(To stink. It's the same word in German. 

OK. If I don't wash myself, 

especially, when it is very, very warm 

outside and I'm sweating, when I play and 

I don't wash myself, then I'll stink and then 

will other kids want to be around you, if you 

stink?) 

Ss: Nein! 

(No!) 

EM: Nein. Mochten andere Kinder mit dir 

spielen? 

(No. Do other kids want to play with you?) 

Ss: (Nein.) 
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(No.) 

Within the small group, the children read the reading passage sentence by sentence 

both individually and as a group. The main goal in small group reading time was to 

increase children's reading fluency, enhance their vocabulary knowledge, develop their 

understanding toward a content material, and encourage their participation to the 

discussions. The following scene took place when the children were reading on the theme, 

winter. 

Scene "Snowman" 

(Feb. 21,01) 

Going back to the 'Winter* theme, the small group came together to discuss the 

story. The words and the theme were familiar to the children since they covered this theme 

in the board story time. The teacher assigned a group of students to sit at her table, she 

passed out books and every group member had to turn page 52 in their books. Frau M. 

told the children to look at the picture in the book and asked them what they saw in the 

picuire. Jason raised his hand and said: 

J: Ein Schneemann 

(A snowman.) 

Frau M. (FM): Gut. Kelly! 

(Good. Kelly!) 

K: Die Sonne und der Schneemann "^lauft. 

(The sun and the snowman run) 

FM (to Kelly): Der Schneemann schmilzt, woran 

kann ich das sehen? 

(The snowman is melting, how can I 

see that?) 

K: Die Sonne scheint und die Sonne macht 

das. 

(The sun is shining and the sun is doing it 

—she explained by using her hands.) 
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Frau M. was not satisfied with the answer and asked how she knew that the 

snowman was melting. Carl answered in English. 

Carl: Cause there is water there. 

(In English) 

FM: Ja, ich kann die Wassertropfen sehen 

an dem Schneemann. OK. Noch etwas, 

das ist in unserem Lied, das wir gelemt 

haben uber den Schneemann. Schau den 

Schneemann an. 

(Yes. I can see the water drops on the 

snowman. OK, something else that is in the 

song that we leamed about the snowman. 

Look at the snowman!) 

Student (S): Hat einen blauen Topf. 

(Has a blue pot.) 

F^I: Ja, er hat einen blauen Topf. Und noch 

etwas. 

(Yes, he has a blue pot and something else?) 

S: Er hat Knopfe. 

(He has buttons.) 

FM: Ja, das sind keine Knopfe, das ist Kohle. 

Das ist schwarz wie Stein. Was tun die Kinder 

auf dem Bild, Ellen, was tun die Kinder? 

(Yes, but those are not buttons, this is coal. 

That is as black as stone. What do 

the children do in the picture, Ellen, what 

do the children do?) 

E: Spielen. 

(with a low voice—Play.) 

FM: Ja, was spielen sie 

(Yes, what are they playing?) 

Other students raised their hands and wanted to say. 

E: deutet an to throw something 



(imiiaied to throw something) 

FM: Ja, was meint das Wort? 

(Yes, what does the word mean?) 

Andrew: (Said slowly) Schnee-ball-schlacht 

(Snowball throwing) 

FM: OK, was tut Evi? Caroline! 

(OK, what does Evi do? Caroline!) 

C: Im Schnee spielen 

(Playing in the snow) 

FM: Und was tut sie noch? 

(And what else is she doing?) 

C: Einen Schneeball werfen. 

(Throwing a snow ball.) 

FM: Sie wirft einen Schneeball (und macht die 

entsprechende Bewegung) 

(She is throwing a snow ball—imitating the 

movement) 

FM: (Towards everybody) Denkst du, es ist sehr kalt? 

(You think, it is very cold?) 

All: Jaaa 

(Yeees) 

Andrew; Nein. 

(No) 

FM: Andrew, warum sagst du nein? 

(Andrew, Why do you say no?) 

A: Because *dem Sonne ist drauf *in dem snow 

•dem Schnee melts 

(Because the sun is on shining in the snow 

the snow melts) 

FM: Ja, noch etwas, schaut die Kinder an. 

(Yes, something else, look at the children!) 

A: Sie ist braun. 

(She is tanned.) 

FM: Ja, noch etwas, Mabel! 
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(Yes, something else, Mabel!) 

M: Sie hat den Wollmantel. 

(She has the wollen coat.) 

FM: Ja, aber nicht alle, schau, sie haben 

warme Kleider an, aber was tun sie? 

(Yes, but not everybody, look, they wear 

warm clothing, but what do they do?) 

Andrew; Sie haben *den Jacke auf. 

(They have the jacket open.) 

FM: Richtig und wenn es sehr kalt ist, kann 

man die Jacke aufmachen? 

(Right and if it is very coid, can you open 

your jacket?) 

Alle; Nein. 

Ail (No.) 

E^: Noch etwas. was muss ich anhaben, wenn 

es sehr sehr kalt ist? 

(Something else what do I must wear if it is 

very cold?) 

Student (S); Warme Handschuhe 

(Warm gloves!) 

FM: Ja, und wer hat keine Handschuhe an? 

(Yes and who does not wear gloves?) 

S: Evi and Rudi. 

FM: OK., gut gemacht! 

(OK., well done!—clapped her hands 

because of joy) 

Then the teacher asked the group to find the words that start with sch- in the story. 

Then Antonio read the story aloud. The teacher corrected the pronunciation mistakes. Then 

they read the short text altogether. According to Frau M., small reading groups are usefid 

since she can give individual anendon to each child in the group. Within the context of the 
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small reading groups, the children work on the text by reading it aloud, reviewing the 

vocabulary, and responding to the teacher's comprehension questions. 

Interpretation of Findings on Reading Aloud Time 

The learning objectives of reading aloud time were to improve the reading fluency of 

the children, enhance their vocabulary knowledge, develop their comprehension toward the 

reading material, and get them involved with discussions on the reading material. The 

teacher used three e.xperiential teaching strategies in order to accomplish these learning 

objectives. The first experiential teaching strategy was building and developing background 

knowledge through the use of the KWL charts and high-level thinking questions. The 

second teaching strategy was the use of comprehension questions to build understanding 

and the third experiential teaching strategy was the use of small group reading time. 

Table 4.3 below shows the quantity of teacher talk and the student(s) oral second 

language production. The percentages in Table 4.3 are weighted by different values. So the 

numbers are not summed to one hundred. The percentages include the quantity of the 

students' responses as influenced by the value of the utterance. A complete discussion is in 

Chapter 3. The frequency counts presented in Table 4.3 are based on two-hour data that 

were randomly selected from reading aloud time between November 2000 and May 2001. 

The horizontal line labeled "Teacher," shows the number of times the teacher used low-level, 

high-level questions and prompting in her interactions with the students. The horizontal 

lines labeled "Student" and "Students," demonstrate the percentages of the responses given 

by individual suidents or the students as a whole class. These responses are the student(s)' 

responses to the teacher's low-level, high-level questions, and prompting. Low-level, high-

level questions, and prompting are explained in Chapter 3 (Methodology). Student(s) oral 

second language production are analyzed in four categories: minimum, phrase, clause, and 

sustained. Student-initiated talk, in the Table, refers to the students' participation either by 
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asking questions or/and expressing opinions within the context of the lesson. Student-

initiated talk is not teacher-elicited response. 
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Table 4.3 

Frequency of Verbal Interaction of Frau M. and her Students in Reading Aloud Time 

between Nov'(X)-May'01 (Based on Two Hours of Data) 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teacher 42 37 44 

Student Minimum 30% 27% 13% 

Phrase 23% 37% 31% 

Clause 9% 97% 83% 21% (High-

Level 

Questions) 

Sustained 32% 35% 

Students Minimum 40% 0.4% 

Phrase 0.4% 0.4% 

Clause 

Sustained 

Key 
Minimum: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances (Two point values) 
Clause: Sentence level utterances (Three point values) 
Sustained: Longer than sentence level utterances (Four point values) 

(Taken from Swain, 1996) 

Within the fhimework of experiential teaching strategies in reading aloud time, the 

teacher used low-level and high-level thinking questions, and prompting to initiate 
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discussions and facilitate the students' participation to the reading material. At the end of 

the data analysis, it was found that the teacher used approximately the same number of low-

level, high-level questions, and prompting in reading aloud time. The majority of the low-

level questions asked by the teacher were answered by the individual and group of the 

students with one- or two-word and phrase level utterances. The low-level questions were 

the questions that did not require higher level or analytical thinking, whereas high-level 

questions conveyed responses that lead the students to analyze and evaluate given 

information. 

High-level thinking questions are used to develop the students' background 

knowledge, increase their understanding toward the reading material and enhance their 

participation in a lesson. The individual students' responses to high-level thinking questions 

were at minimum, phrase, and sentence level. The majority of the responses were at the 

clause level (97%). Also, 32% of the individual students made utterances longer than a 

sentence while they were responding to the high-level questions. Moreover. 21 % of the 

utterances were initiated by the individual students in response to the teacher's high-level 

thinking questions. The students either asked a question or expressed their ideas or 

feelings. The data showed that high-level questions facilitated extended oral second 

language production and provided more opportunities for the students to initiate talk by 

talking about their opinions and asking questions. 

In reading aloud time, the teacher prompted the questions 44 times to elicit more 

responses to her questions. The individual students' utterances in response to the teacher's 

prompting were at the minimum, phrase, and sentence level. The majority of the responses 

were at the sentence level (83%) and are given by the individual soidents. Also, 35% of the 

individual students' responses were longer than a sentence level. The data also showed that 

teacher prompting (i.e., the teacher's tone of voice and verbal cues) facilitated the smdents' 
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oral second language production. Sample of the teacher's questions and the students' 

responses to these questions both individual and as a group are shown in Figure 4.12. 
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Low-Level Questions High-Level Questions Prompting 

Is toothpaste made to be Why do we celebrate What else do we have? 

eaten? Thanksgiving? S: carrot 

Ss: No S: I don't know What else? 

What is toothpaste for? S: Pilgrims S: bread 

S: to drink S: It is a holiday S: jelly 

Ss: No What can you tell me about S: cake 

Do you drink your Thanksgiving? Think about it. You can 

toothpaste at home? S: I think, at home cover yourself with it. A...? 

S; No Mhm...my mother, you, your Ss: blanket 

What is toothpaste made grandmother comes or your What else can you think of? 

for? friends... S: Food 

S: to clean teeth What happens if the cavity What else can I find on a 

What kind of meat do we gets bigger? tree? 

usually have? S: The tooth will always S: A snake 

S: turkey hurt more. What else? 

What kind of cake? What is it like in a rain S: Your cheek will swell up. 

S: pumpkin pie forest? S: My sister had it and the 

Do other kids want to play S: Green cheek swelled up and she 

with you? S: It's hot had to go to the doctor. 

Ss: No S: There are flowers Something else? 

Will the other kids want to S: Many trees there S: He has buttons. 

be around you if you stink? Why should you wash S: She has the wollen coat. 

Ss: No yourself? 

Does your mom play an S: This is why we are not 

instrument? dirty. 

5: No 

You think, it is very cold? 

Ss: Yees! 

S: No! 

Figure 4.12 Teacher and student(s) language patterns for low-level, high-level questions, 

and prompting in reading aloud time 



211 

Math Time 

Daily Routine 

Math time starts around 1:00 pm, after the lunch break, and takes approximately an 

hour every day. Most of the math activities are hands-on which require the use of various 

mathematical tools and materials. Investigations Series (Blackline Masters Grade I), by 

Dale Seymour Publications, are used in the class as a Math resource book. Frau M. 

provides math journals for the students where they explain solutions to problems and reflect 

on their mathematical thinking. After Frau M. announces what they will work on that day. 

she gives directions for the math activity they will do. The activities are sometimes whole 

group activities and other times, they are small group work activities. 

The Milwaukee F^iblic Schools' mathematics curriculum is organized around several 

standards: numerical knowledge, geometrical and spatial knowledge, algebraic reasoning, 

and probability and statistical sense. According to the learning objectives in the curriculum 

for Math, by the end of first grade, the students will: 

- use numbers with understanding. 

- leam strategies for problem solving. 

- know number facts (addition and subtraction) and compute accurately. 

- leam to explore and use mathematical materials and tools (i.e., pattern blocks and 

cubes) to solve mathematical problems. They will also create their own story 

problems. 

- describe and find relationships among geometric shapes and will develop 

vocabulary to describe and name 2-D shapes including triangles, squares, and 

rectangles. 

- use an attribute as a basis for sorting and categorizing a variety of objects. 

(Taken from Milwaukee E\iblic Schools K-12 Academic Standards and Grade Level 

Expectations, November 1998) 
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The data reported in this part of the chapter were collected when the students were 

working on activities, such as learning the numbers, doing number operations (i.e., addition 

and subtraction), solving math problems, categorizing, organizing, and sorting things, and 

learning the names of the geometrical shapes. 

Experiential Teaching Strategies 

The math learning experiences that are used in the class are mostly hands-on 

activities. Frau M. uses a lot of mathematical tools and manipulatives (i.e., number cards, 

play money, and a hundred number chart) in her class within the hands-on activities. Frau 

Vt. believes that math should be taught conceptually because children acquire math concepts 

by experimenting with manipulatives and models. She thinks that absu^ct mathematical 

ideas become more comprehensible when children have extensive time and experiences with 

conceptual activities. Frau M. used three kinds of experiential teaching strategies when she 

was teaching the content material which helped facilitate oral second language use. In 

addition, it was also shown that how these teaching strategies might help the children in 

learning the content matter. 

The first experiential teaching strategy was the use of concrete learning experiences 

to teach mathematical concepts. The teacher provided various hands-on learning 

experiences in which the children made a connection between the math concepts and their 

use in daily life. The second teaching strategy was to activate the children's background 

knowledge in order to increase their comprehension and help them proceed in a task. The 

third experiential teaching sorategy was the constant repetition and review of the previously 

learned material in order to increase the retention of knowledge. 
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Strategy 1- Creating Concrete Learning Experiences 

Frau M. creates concrete learning experiences in which the children communicate 

with one another in order to understand mathematical concepts and ideas. In order to 

increase the children's learning process, the teacher brings examples from daily life or their 

own personal information (i.e., birthdays and culmral events). The scenes in this part of the 

chapter demonstrate how the teacher creates meaningful and interactive learning experiences 

to facilitate oral second language use and enhance the students' learning in the subject 

matter. 

In order to build number sense, the children count and recognize sets of numbers 

between 1 and 100. They leam to identify the numbers and to explore place, value up to 

100 (ones and tens). The children compare numbers using the concepts of less and more 

than. They also identify and count pennies, nickels, dimes, and quarters. There is a number 

chart (1-100) on the board. The students also have 0-25 number lines on their desks. Frau 

M. stated that; 

The trouble with the numbers with the kids is that in German. 

you say 4 and 20, in English you say 20 and 4. So kids have a 

lot of trouble with that. They know the number but they can't place 

it because it is hard for them to get into the concept since we just 

started with the numbers to hundred (Interview, Ekcember 5, CO). 

Below is a learning experience where the class was working on the number concept. 

Scene "Developing the Number Concept" 

(The scenes are taken from the time period between Nov. 27,00 and Jan. 29,01) 

The class was learning the two-digit numbers and the sequence of these numbers. 

Frau M. had the students first pick a number out at random. Then they put the number on 

the hundred number chart and said what the number was and then sat back in front of the 
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board. Then they organized the numbers based on the value (biggest or smallest) of a 

number. When they placed the number in an appropriate location, the teacher wanted them 

to say the number so the class and she could hear if the number was right or wrong. For 

instance, if a student had 84, then he or she put it into 80 column on the chart; if a student 

had 92, then he or she put it into 90 column. Then the teacher asked them to take the 

number back down by saying what number it was. Also, the students pointed to the number 

in the hundred chart after the teacher said a particular number. Frau M. repeated what a 

student said after each response. 

The following scene took place when the students were learning to say the 

numbers and the values within the numbers. The students were also working on the 

addition in the same activity. 

On the chalkboard, there were pieces of paper with numbers on them. 

Frau Vt. (E^): Wer kann mir sagen, was die Nummer 

*meint, Chad? 

(Who can tell me what the number is 

(pointed to the digit 6 of 64). Chad?) 

C: Sechzig. 

(Sixty.) 

F^; OK. Sechzig, was meint die vier, 

Mabel! 

(OK, sixty, what does four mean—now 

pointing to digit 4 of 46~Mabel!) 

M: Vierzig! 

(Fony!) 

Frau M. pointed to the number 64 and mentioned that 64 was bigger than the 

number 46. Then she asked: 

E^: Wieviele Zehner brauche ich, um 46 zu 

machen? 
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(How many dimes do I need 

to make 46?—had piay money in her hand.) 

Few children raised their hands. 

KeUy; Vier. 

(Four.) 

FM: OK, ich brauche vier Zehner. OK, wieviel 

Pennies brauche ich? Mabel! 

(OK, I need 4 dimes. OK, how many 

pennies do I need? Mabel!) 

The teacher stuck "four" number stickers on the board right next to the digit 4 and 

she counted: 10, 20, 30.40. 

M: Sechs. 

(Six.) 

FM: Ja, sechs. 41,42,43,44,45.46. OK.. 

so wir haben hier vier Zehner und hier sechs 

Einer—wrote it on the board—. OK, wenn wir 

64 haben, wieviele Zehner brauche ich hier? 

Jason? 

(Yes, 6. 41,42,43.44,45.46-counted 

and stuck 6 pieces right next to digit 6 of 

46—. OK, so we have here four dimes and 

here sLx pennies—wrote it on the board— OK, 

if we have 64, how many dimes do I need 

here? Jason?) 

J: Sechs Zehner! 

(6 dimes!) 

FM: Sechs Zehner, zahl mit! 

(6 dimes, count with me!) 

Altogether (without E^M): Zehn, zwanzig, dreiBig, 

vierzig, funfug, sechzig, einundsechzig, 

zweiundsechzig, dreiundsechzig, vierundsechzig. 
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(10,20,30,40,50,60,61,62,63,64) 

FM: Warum kann ich nicht ziihlen, sechzig, siebzig, 

achtzig, neunzig, einhundert? Rachel? 

Why can't I count 60,70,80,90, 100? 

—while pointing to the pennies of 64—Rachel! 

R: because of diese ist nicht einen Penny. 

(pointing to the dimes—because of 

this is not one penny. 

FM: Oder diese sind nicht Zehner. OK, 

wer kann mir sagen, wieviele Zehner 

ich fur diese Nummer brauche? Cindy! 

(or these are not dimes. OK, who can tell 

me how many dimes I need for this 

number—pointing to 69—? Cindy!) 

C: Sechs 

(Six) 

FM: Wieviele Zehner fiir diese Nummer 

(38), Roman? 

(How many dimes do I need for this 

number—pointing to 38—, Randy?) 

R: Drei 

(Three) 

Frau M. then asked the children to say the number she was pointing to on the 

hundred chart to see if the children could say the numbers in German: 

FM: Wie heiBt die Nummer, die eine 

zwei und eine null hat? 

(What is the name of the number 

that has a 2 and 0?—She pointed at 

the number 20 on the chart with 

numbers; pointing at the 0). 

John: NuU 

(Zero) 
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FM: (pointing at the 10) 

J: Zehn 

(Ten) 

Frau M. (pointing at the 20) 

J: Zwanzig 

(Twenty) 

Then the teacher wanted to see if the children could recognize the numbers that were 

put up on the board. She called a number and a child went and took the number off and put 

it into a box. The children all raised their hands and wanted to fmd the number called by the 

teacher. The children did not hesitate taking the right number and putting it back into the 

box. 

In teaching number operations, such as addition and subtraction, Frau M. first 

shows the students how to add and subtract items on the board, by writing the number 

operations to the board and finding the answers by counting. Then, she moves to 

build mathematical thinking by showing the children mathematical strategies (i.e.. 

memorization) that they can use in doing addition and subtraction. After this, the teacher 

creates concrete examples (i.e., math word problems) and the children solve the problems. 

The children also make their own story problems and ask each other to solve them. In the 

context of creating math word problems, the teacher aims to develop the children's 

background and vocabulary knowledge in order to help them proceed in their tasks. Below 

are scenes that demonstrate how the teacher helps the children build the sense of number 

operations. 

Scene "Subtraction Strategy" 

(April 3,01) 

The teacher was explaining a subtraction strategy to the children. Frau M. asked 

questions and wanted the children to explain their mathematical thinking. The children were 
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sitting on the floor and were watching the teacher. She wrote 9-6 to the board and waited 

for a response. The children raised their hands and the teacher picked Rachel. 

Frau M. (FM): Neun minus sechs, Rachel! 

(9 minus 6, Rachel!) 

R: Drei 

(Three) 

FM: Drei, OK. Dir konnt alle diese Aufgaben 

rechnen. Die habe ich euch letztes Mai 

gezeigt. Wenn du diese rechnen kannst, dann 

kannst du auch schwere Aufgaben in deinem 

Kopf rechnen, ohne viel zu denken. OK. 

Wenn ich jetzt neunzehn habe und mache 

jetzt sechs weg, was habe ich dann als 

Antwort? John! 

(Three, OK. You all know how to do these 

calculations. If you can solve these you 

can also solve more difficult tasks in your head 

without thinking much. OK~wrote 19-6 

on the board—I have 19 now and take away 

6, what answer do I get? John!) 

J: Achtzehn 

(Eighteen) 

Mathew: Dreizehn 

(Thineen—The teacher wrote 13 on the board.) 

FM: Dreizehn. OK. Wenn ich neunundzwanzig 

minus sechs habe? Jason! 

(Thirteen. OK. If I have 29 minus 6? Jason! 

-wrote 29-6 to the board) 

J: Dreiundzwanzig 

(23—The teacher wrote 23 on the board) 

FM: Wenn ich neununddreifiig minus sechs 

habe? Aufpassen! Cindy. 
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(If I have 39 minus 6?—wrote 39-6). 

Pay attention! Cindy) 

C; DreiunddreiBig 

(33--he teacher wrote 33 to the board) 

FM: Wie heiBt die Nummer? 

(What is this number called?—pointed to 99) 

Andrew: *Neunty neun 

(Neunty —misspelled neunundneunzig 

nine!) 

The children laughed. The teacher wanted them to be quiet. 

Student (S): Neunundneunzig minus sechs ist 

dreiundneunzig. 

(99 minus 6 is 93.) 

Then Frau M. asked the children why the results were always ending with 3. She 

pointed at the results on the chalkboard. Ellen raised her hand and answered. 

E: Weil *es hat eine drei. Das da. 

(Because it has a 3. That over there.) 

FM: Nein. Warum haljede von diesen Nummem 

hier eine drei? Warum ist das immer eine drei? 

Natalie! 

(No. Why does each of the number here 

have a 3?—pointed at the ending three on 

each of the results on the board—Why is it 

always a 3? Natalie!) 

N: Weil wenn du sechs wegniminst, hast du 

eine Zehnemummer. Du nimmst sechs weg 

es macht drei. 

(Because when you take 6 away, you have 

a 10 left. You take 6 away and you have 3 left.) 

FM: OIC Schau hier! Bei *alle diesen Nummem 

bast du neun Einer und es gehen immer 
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sechs weg. Und neun minus sechs ist 

inimer... 

(OK. Look here! With all these numbers 

you have 9 unites and 6 always go away, 

and 9 minus 6 is always...) 

and Ss: Drei 

(Three) 

FM: Alles was sich andert sind die Zehner 

die vome sind, sonst andert sich gar nichts 

hier. 

(All that changes are the tens in front. 

otherwise nothing changes here.) 

After this, the class created story problems to perform number operations that they 

were practicing. The following scene took place when the children were sorting and 

categorizing objects. The teacher created a context by using personal information about the 

children. The teacher asked the children to sort their birthdays and the children were excited 

about it. 

Scene "Sorting Birthdays" 

(Feb. 21,01) 

The children were sitting in a circle. In front of each child, there was a card with his 

or her name, birthday, and age on it. Now. they would sort birthdays. The teacher asked: 

Frau M. (FM): Wie konnten wir die Geburtstage sortieren? 

Wie kann man die Geburtstage sortieren? 

Es gibt viele Wege, das zu tun. Natalie! 

(How could we sort the birthdays? How 

can one sort birthdays? There are many 

ways to do it. Natalie!) 

N: Wir konnen alle Kinder *seine Geburtstag 

Dezember, Januar, Februar 



(We can all children's birthdays December, 

January, February) 

FM: Gut. Wie konnen wir es noch sortieren? 

Jim! 

(Good. How else can we sort it? Jim!) 

J: AUe mit einer zwanzig. 

(All with a twenty.) 

FM: Dieselbe Number, OK. Schon, das ware 

ein anderer Weg, das zu sortieren. Was konnte 

ich noch tun? Mathew! 

(The same number, OK. Fine that would be 

another way to sort it. What else 

could I do? Mathew!) 

M; Alle sechs und alle sieben Jahre alt. 

(All six and all seven years old.) 

FM; OK, je nachdem wie alt die Kinder sind, 

ob sie sechs Jahre oder sieben Jahre alt sind. 

Was noch, David? 

(OK, depending on how old the children 

are, whether they are sL\ or seven years 

old. What else, David?) 

D: Oder Dezember 

(Or December) 

F^: OK, das ist, was Fabian schon gesagt 

hat. Alle Kinder, die im Dezember Geburtstag 

haben. Randy! 

(OK, that is what Fabian has said already. 

All the children who have their birthdays in 

December. Randy!) 

R: Du kannst alle Kinder, die im Juli Geburtstag 

haben, in eine Gruppe und alle, die im Dezember 

Geburtstag haben, in eine Gruppe. 

(You can do all children who have in July 

in a group and all who have in 
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December in a group.) 

E^: Du meinst, wir machen Gruppen fur 

jeden Monat. 

(You mean, we create groups for every 

month.) 

R: Ja! 

(Yes!) 

FM: OK, Ashley. 

Andrew: Du kannst machen die Kinder im Juni 

in eine Reihe und die anderen Kinder *Juli. 

(You can make the children in June in one 

row and the other children July.) 

The next day, the teacher gave the children a sheet on which they found the names of 

all the children with their birthdays on it. Frau M. wanted all the children who had their 

birthdays in the same month to find their groups and then sit down with the children in that 

group. She asked: 

FM: So wer hat im Januar Geburtstag ? 

(So who has a birthday in January ?) 

Andrew raised his hand. She gave him the card with "January" written. 

FM: Andrew, du findest alle Kinder, die im Januar 

Geburtstag haben. 

(Andrew, you find all children who have a 

birthday in January!) 

For February, a child came and picked up the card. For March, another child came 

and took the card. This continued until each month card was taken. The children began to 

find their groups; it got noisy. The children were eagerly trying to find their groups. Frau 

M. arranged the children in a row facing her, and all ±e other children sat accordingly 

behind the children in the first row based on their birthdays. 
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Andrew: Keiner hat mit mir Geburtsiag. 

(Nobody has birthday with me.) 

FM: (smiled) Da kann man nichts dafiir. 

Man kann nicht immer raussuchen, wann man 

Geburtstag hat. John ist auch alleine, niemand 

hat in seinem Monat Geburtstag. Hier sind 

Monate, da hat niemand Geburtstag. 

(You cannot do anything about it. You cannot 

always choose when you have 

your birthday. John is alone as well, 

nobody has a birthday in his month. Here 

are months where nobody has a birthday-

pointed to the cards with April and 

November) 

FM: OK, welcher Monat hat die meisten Kinder 

fur Geburtstag? Welche Gruppe ist die groBte? 

(OK, in which month do most of the 

children have their birthdays? Which group 

is the biggest?) 

Student (S): Davids 

(David's!) 

FM: OK. Davids Gruppe. Welcher Monat ist das? 

(OK, David's group. Which month is it?) 

Some students (in unison): March! 

FM: Miirz. Welche Gruppe ist die kleinste? 

(March! Which group is the smallest?) 

The children eagerly raised their bands. They screamed, " Andrew...Chad." 

They shouted "October, December, January." Then the teacher pointed to a big poster in 

front of the chalkboard and suggested that the childen stick all the birthdays onto the poster. 

E^: Antonio, gib mir deine Kane. Das war 

Januar. Wie schreibe ich Januar, Andrew? 



224 

(Andrew, give me your card—stuck Andrew's 

card on the poster). That was January. 

How do I spell January, Andrew?) 

A: J-a-n-u-a-r 

E^I: Zweitkleinste Gruppe, Ann! 

(Second smallest group, Ann!) 

A: Mai 

(May) 

FM: Mai. Wie schreibe ich Mai, Ann? 

(May. How do I spell May, Ann?) 

A: M-a-i 

F^: Nachste kleinere Gruppe, Chad? 

(The next smallest group, Chad?) 

C: Oktober 

(October) 

Wie schreibe ich Oktober? 

(How do I spell October?)W 

C: O-k-t-o-b-e-r 

Then the teacher asked the students how they could sort the numbers in a month. 

Frau M. began to read the birthdays in December: In December on 8th Rachel, on 25th of 

December Natalie, and Cindy on the 15th of December. 

FM: Wir sollen das umdrehen? Nancy! 

(How can I sort this? Nancy!) 

N: Die mittlere groBe Nummer! 

(Those which have the biggest number!) 

Then the teacher suggested to sort the numbers for the mouth with the largest 

member of birthdays, which was March. The birthdays were on the 24th, lOth, 9th, and 7th 

of March. Frau M. asked: 

FM: Wer kommt zuerst? Mabel! 
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(What comes first? Mabel!) 

M: Sieben 

(Seven) 

FM: Sieben kommt zuerst. Was kommt dann? 

(Seven comes first. What comes after that?) 

Few children raised their hands. Cindy answered: 

C: Neun 

(Nine) 

FM: Was kommt dann? 

(What comes after that?) 

C: Zehn 

(Ten) 

FM: Was ist die letzte? 

(What is the last one?) 

C: Vierundzwanzig 

(twenty-four) 

Then the class altogether said the name of each month. In order to review the 

months, the teacher asked again: 

FM: Was sind alle die zusammen? Mathew! 

(What are they all together? Mathew!) 

M: Ein Monat 

(A month) 

E^: Bins? 

(One?) 

M: Viele Monate 

(Many months) 

FM: Wieviele Monate? 

(How many months?) 

Some students (in unison): Zwolf Monate! 

(Twelve months!) 

FM: Zwolf. Was ist der erste Monat hier in einem 

Jahr? Mabel! 
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(Twelve. What comes after January? Mabel!) 

The children eagerly raised their hands. 

M: Februar! 

(February!) 

FM; Febmar! OK, finde Februar und mach Februar 

unter Januar. 

(February! OK, find February and put it 

under January!) 

Mabel came to the board, took the card Februar and stuck it as the second card 

under Januar. All the cards were lined up in two rows. The students read them aloud, one 

month after the other, under the guidance of the teacher. 

F^: Welcher Monat hat die Nummer vier? 

(Which month has number 4?) 

Few children raised their hands. 

Caroline: April 

(April) 

FM: Was passiert im Juli, den ganzen Juli? 

(What happens in July, the whole July?) 

Student (S): *Die Osterhase kommt 

(Easter Bunny is coming) 

FM: Im Juli? Der Osterhase kommt im Marz 

Oder im April. In einen von diesen Monaten 

kommt der. Was passiert im Juli? AUe Kinder 

freuen sich und die Lehrer freuen sich auch. 

(In July? Easter Bunny comes in March or 

in April. In one of these two months he is 

coming. What happens in July? All the 

children are looking forward to this 

and the teachers also.) 
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Ss: Ooh, Sommer 

(Ooh, summer) 

FM: Justin! 

J: keine Schule 

(No school!) 

All the children were excited to answer. 

E^: Was passiert am dreiBigsten Oktober? 

(What happens on the 30th of October?) 

Everybody knew right away. They all got excited and noisy. The teacher picked 

Nancy, but Nancy could not answer. 

Students (Ss); Halloween, Halloween 

FM: Rachel! 

R: Halloween 

E^: Was ist am 14. Februar ? 

(What is on February 14th?) 

John: Oh, Oh! (wanted to answer) 

Valentines! 

E^: Was passiert im November noch? 

November gibt es auch einen Feiertag, 

der hat mit einem groBen Vogel zu tun. 

(What else happens in November? In 

November there is also a holiday that has to 

do with a big bird!) 

Ooh! Ooh! Everybody wanted to say it. 

Ss: Emtedankfest! 

(Thanksgiving!) 

FM: Und wer ist der Vogel? 

(And who is the bird?) 

S: Ein Truthahn! 
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(A turkey!) 

Mathew said: 

M: Im Februar, da ist Georges Washingtons Geburtstag! 

(In February is George Washington's 

birthday!) 

Frau M. frequently uses cultural and authentic information in her lessons in order to 

create meaningful contexts and increase the students' involvement in the lesson. She also 

aims to build and develop her students' background knowledge by providing authentic 

learning experiences in the context of math. 

The next scene was taken from when the class was working on pattern perception. 

The teacher says that the children like guessing activities; they are so excited when they try 

to find what a "secret" object or a pattern is. In this example, the class was learning how to 

use an attribute as a basis for sorting a variety of objects. The children brought different 

objects to the class, such as stones, seashells, buttons, noodles, and marshmallows. 

Scene "Secret Rules" 

(Jan. 31,01) 

The children were sitting in a circle on the floor. In the middle of the tloor, there 

was a circle made from yam. The children started to sort the objects they brought from 

home by putting them inside or outside of the circle and the rest of the class was to guess 

their sorting rule. 

Frau M. (FM): Mathew, was hast du gebracht? 

(Mathew, what have you brought?) 

M: Ich habe Steine von *eine Steineprogramm 

gebracht. 

(I have brought stones firom a stone program.) 

F^: OK. Was hat Mathew gebracht, Jim? 
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(OK. So what has Mathew brought, 

Jim?) 

J: Steina (with the wrong pronunciation) 

(Stones) 

FM: Nicht Steina, Steine (corrected him) 

(Not stones, stones!) 

Mathew was putting some of his stones inside the circle and some of them outside 

of the circle. The children started to guess. 

FM; Justin hat eine Idee. 

(Justin has an idea.) 

J: Diese sind runder und diese (he stopped) 

(These are rounder and these...) 

FM: Aber was ist mit dem da? OK. Du 

hast die ganze Form angeschaut, ob es 

ganz rund ist oder nicht. OK. Wie 

konnte ich Mathews Steine noch sonieren? 

(But what's wrong with that one? OK. 

You have looked at the overall form 

whether it was all round or not. OK. How 

else could I sort Mathew's stones?) 

There was no response from the students. Then the teacher said 'smooth.' By 

pointing out stones which were smooth, she said: 

E^: Glatt. AUe diese Steine sind glatt. 

Alle diese Steine sind... 

(Smooth. All these stones are smooth. 

—Pointing to the stones in the other side-

All these stones ar...) 

Ss and FM: nicht glatt. 

(not smooth.) 

Then Frau M. asked the students to go to their desks and sort the geometric shapes. 

The teacher gave them big papers and colorful cards with different geometrical shapes 



230 

drawn on them. They also needed to write how they sorted the shapes on the paper. The 

students start to work by themselves at their desks (See Appendix P for the student work on 

geometric shapes). Another pattern perception example comes from when the teacher was 

asking the children to tlnd her secret rule. 

Scene "Fran M. 's Secret Rule " 

(Jan. 31,01) 

It was Frau M.'s turn to make up a sorting rule. She assigned the students to two 

groups. Five or six remained on the tloor. Now the students would tlnd out what the group 

characteristic was. The teacher helped them in tlnding the secret rule. 

Frau M. (FM): Schaut mal. was ihr alle habt, und die Kinder 

da druben nicht. Ich gebe euch einen Tip. 

Es hat nichts mit euren Kleidem zu tun. 

(Look, what you have and the children over 

there don't. I give you a little hint. 

It has nothing to do with your clothing.) 

The children were not getting it. 

Students (Ss): Ooh, ich weiss, ich weiss. 

(Ooh, I know I know.) 

FM: Wir haben gesagt, es hat mit dem Gesicht zu 

tun, welche Gruppe? Wer weiss, was die 

Regel ist? 

(It has something to do with the face, 

which group? Who knows what the pattern 

is?) 

Many children raised their hands and wanted to answer. 

Student (S): Die Kinder haben blaue Augen, und die 

Kinder haben braune Augen. 

(The children here have blue eyes and the 

children over there have brown eyes.) 

FM: Sehr schdn. 
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(Very gcxxi.) 

The children sat down again and the teacher asked who could make a pattern. 

Everybody was raising hands. She picked Nancy. Nancy assigned the children to the two 

groups and the teacher asked the children what the secret rule was. 

Kelly: AUe Kinder dort haben Hosen. 

(All kids there have pants.) 

Die Kinder da haben keine Hosen. 

(The kid over there have no pants. (Shook 

her head, so that could not be the rule) 

Frau M. gave a clue: 

FM: Die Kinder miissen etwas haben, das 

haben die anderen nicht. Das hat mit 

Nummem zu tun. 

(The children should have something that 

the others don't have. It has to do with 

numbers.) 

The children were guessing. 

Ss: Ich bin sieben, und ich bin sieben. 

(I am seven, and I am seven.) 

E^: So das hat mit der "sieben" zu tun. 

AUe Kinder, die sieben sind, in einer 

Gruppe, und alle Kinder, die nicht sieben 

sind, in einer Gruppe. Welche Kinder sind 

sieben? 

(So it has to do with seven. All children 

who are seven in one group and all 

children who don't in one group. Which 

kids are seven?) 

The children whose age was seven raised hands. The teacher asked all the children 

who were seven to join one group. Suddenly, Rachel turned to David who was six and was 
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going to the age seven group: You are not sieben, you are sL\ (in English). All the children 

and the teacher laughed. 

The following scene took place when the class was working on geometrical shapes. 

In order to promote the students' understanding, Frau M. brought examples from real life to 

explain the geomeuical shapes. 

Scene "Geometrical Shapes" 

(May 2,01) 

On the board, there was a chart with different geometric shapes, such as a cube, a 

cone, a rectangular prism, a sphere, pyramid, and a cylinder (See Appendix Q for the chart 

of the geometric shapes). Frau M. held a cube in her hand and asked what it was called. 

Rachel answered: 

R: Ein Wiirfel. 

(A cube.) 

Frau M. (FM): Das ist ein Wiirfel. Ganz richtig. Eine 

Form wie das ist ein Wurfel. Wenn ich nur 

eine Seite anschaue: hier oder das hier oder 

das hier, dann ist es ein... 

(This is a cube. Very well. A form like that 

-showed the cube to the class—is a cube.) 

I only look at one side: here or die one here 

—pointed at some sheets on the board— 

or this here, then it is a ) 

Students (Ss): Quadrat. 

(Square.) 

FM: Wenn ich das ganze anschaue, das ist ein... 

(If I look at the whole thing, it is a....) 

FM and Ss: Wurfel. 

(cube.) 

FM: Es hat mehr als eine... 

(It has more than one...) 
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FM and Ss: Seite. 

(Side) 

Next, Frau M. explained the shape "cone" by referring to an upside-down ice-cream 

cone and asked what the bottom of a cone looked like. 

Ss and FM: Ein Kreis. 

(A circle.) 

FM: OK. Unten ist ein Kreis and oben sieht 

es aus fast wie eine Pyramide. 

(OK. In the bottom there is a circle and on 

top it looks almost like a pyramid.) 

Rachel: Frau M. 

FM: Was? 

(What?) 

Some of the children were talking at the same time. The teacher warned those 

children and told them to talk one at a time. Those children kept quiet. 

Rachel: Wenn ich *den drehe... 

f^: Wenn ich das drehe (made correction) 

(If I turn it) 

R: Wenn ich das drehe, das ist wie eine 

hrtunm ice-cream 

(If I njm it, it is like a hmmm ice-cream) 

FM: Wie eine Eiscremetilte. Ja. Das hier ist 

nicht ein Kegel, sondem eine...) 

(Like an ice-cream cone. Yes. This here is 

not a cone, but a....) 

FM and Ss: Kugel 

(Sphere) 

E^: Was sieht aus, wie eine Kugel? Randy! 

(What looks like a sphere? Randy!) 
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R: Ein Kreis 

(A circle) 

FM; Nein. Wenn ich eine Kugel auseinanderschneide 

in der Mine, dann bekomme ich einen Kreis wie 

das. Das ist nicht ein halber Kreis. Wenn 

ich eine Kugel auseinander schneide, bekomme 

ich einen Kreis. Wenn ich hier die andere 

Halfte dranmache, dann bekomme ich was? 

(No. If I cut a sphere in the middle, then I 

get a circle like that one—made a circular 

shape with her index finger and her thumb-

That is not a semicircle. If I cut a sphere in half I get 

a circle. If I add the other half, then I get 

what?) 

Student (S): A ball. 

Say it louder! 

S: Ein Ball 

(AbaU) 

FM: Ein Bail. OK. Eine Kugel ist wie ein... 

(A ball. OK. A sphere is like a...) 

and Ss: Ball 

(Ball) 

Wenn ich sie in der Mitte durchschneide, 

dann bekomme ich einen... 

(If I cut it in the middle then I get a...) 

FM and Ss: Kreis 

(Circle) 

In order to build geometrical and spatial sense, Frau M. explained what shapes were 

called and how they looked. When the teacher was explaining the geometrical shapes, she 

used objects from real life in order to make ±e content comprehensible. 
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Strategy 2: Activating Background Knowledge to Help Comprehension 

In math hands-on learning experiences, the teacher also aims to activate the students' 

background knowledge to be able to facilitate their mathematical thinking and their 

comprehension. The following scene took place when the class was working on math word 

problems. The teacher first checked if the students knew what the farm animals were and 

then she proceeded to work on addition and subtraction within the context of word 

problems. 

Scene "At the Farm" 

(April 4,01) 

Frau M. asked the students to imagine that they were on a farm. Then, she asked 

what they could tlnd on the farm. The children raised their hands right away. 

Nancy: Kiihe 

(Cows) 

Frau M. (FM): Caroline! 

C: Enten 

(Ducks) 

E^: Nancy! 

N: Pferde 

(Horses) 

Student (S): Schweine 

(Pigs) 

S: Schafe 

(Sheep) 

S; Huhner 

(Chicken) 

S; Katzen 

(Cats) 

FM: OK, aufpassen jetzt. Die Tiere wohnen 

nicht in dem Haus von dem Bauem. Die 

wohnen in einem Sch...Wie nennt man das. 
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wo sie wohnen? 

(OK, now listen up. The animals don't live 

in the house of the farmer. They live in a Sch... 

How do you call it, where they live? 

Few Ss: Stall 

(Bam) 

FM: In einem... 

(In a...) 

Students (Ss): Haus..Stall 

(Hause...Bam) 

FM: in einem Was? Stall. Die Tiere haben einen 

Stall. Die wohnen nicht in dem Haus von dem 

Bauem. So, alle Kinder wissen, was eine 

Ameise ist. oder? 

(In a what? Stall. The animals have a 

bam. They do not live in the house of 

the farmer. So all children know what an ant 

is, don't you?) 

Altogether. Jaaaa. 

(Yeeees.) 

Then the teacher wrote the math word problem on the chalkboard: You are an ant 

and the ant is sitting in a comer in the cow-bam and the ant can see 16 legs once she had 

counted them all in the bam. The ant can see 16 cow legs. However, she cannot see the 

head, so she wants to know how many cows are in the bam. After finishing writing the 

math problem, she asked the children how many legs a cow had. 

S: Einundsechzig 

(Sixty one) 

Others: Nein! 

(No!) 

FM: Carl, wieviele Beine hat eine Kuh? 
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(Carl, how many legs does a cow 

have?) 

C: Vier 

(Four) 

Then the teacher asked the children to go to their tables, take out their math journals, 

and solve the math problem by themselves by illustrating it. The question is: How many 

cows are there in the bam? She also wrote the question on the chalkboard. The children 

started to work on the math problem. Once they were done, they shared their strategies of 

how they solved the problem with the whole class. Justin came to the board, drew his 

illustration, and explained that he had counted with his fmgers until he reached 16 and then 

he made groups of four. Frau M. accepted his answer and asked for another explanation. 

Randy raised his hand and came to the board. He drew tlngers and circles onto the board: 

R: The fmgers were the cows and the circles were the legs. 

FM: How do you know up front that you have 

to make four? 

R: First I counted with my fingers and then I 

did that (pointed to his drawing). 

Frau M. approved his answer and explained it to the whole class one more time. 

She drew 16 circles onto the board that represented 16 legs and she asked: 

E^: Wieviele FiiBe hat eine Kuh? Kelly? 

(How many feet does a cow have? Kelly?) 

K: Vier 

(Four) 

FM: Vier. So wenn ich rausfinden will, 

wieviele Kiihe ich habe, muss ich jetzt 

Gruppen von vier machen. So wie Justin 

das hier gemacht hat. Hier sind die 

Gruppemnummem oder hier sind es die 

Beine. Das kaim ich hier auch machen. Ich 
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mache immer vier in einen Kreis. So das ist 

eine Kuh. Dann kann ich noch einmal einen 

Kreis machen. So, wieviele Kuhe habe ich 

jetzt? 

(Four, so if I want to find out how many 

cows I have, I have to make groups 

of four. So like Justin made it that are group 

members or that are the legs. I do always make 

four in a circle. So that is one cow 

—made a bigger circle around four small 

circles—. Then [ can make another circle. 

Now, how many cows do I have now?) 

Student (S): Acht! 

(Eight!) 

FM: How many cows? 

Two or three children raised their hands. 

Nein, ich habe nicht acht Kiihe. 

Wieviele Kiihe, Sandy? 

(No, I don't have eight cows. How many 

cows, Sandy?) 

S: Vier! 

(Four!) 

FM: Ja, vier. Eine Kuh, das ist zweite Kuh, 

das ist dritte Kuh und das ist die vierte Kuh. 

(Yes, Four—pointed at the cows) 

One cow, that is the second cow, that is the 

third cow, and that is the fourth cow.) 

The number operations, addition and subtraction are constantly practiced and 

reviewed in different learning contexts. Continuous repetition and review is another 

teaching strategy that the teacher uses in order to enhance the students' learning and find out 

the comprehension level of the students. 
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Strategy 3- Continuous Repetition and Review 

Frau M. reviews the learning material in order to reinforce the previously covered 

learning material and facilitate the snadents' involvement to the lessons. The following scene 

took place when the teacher was checking the students' understanding on "month" concept 

and how they were called. This lesson took place when the students were working on 

sorting objects based on their attributes. 

Scene "Sorting Months" 

(Feb. 21,01) 

The class was working on sorting the months. The students were learning how to 

say their names and to put them in proper sequence. The teacher asked the students what 

they learned about a calendar. 

Frau M. (E^): Natalie, was ist auf einem Kalender 

drauf? 

(Pointing to the calendar adjacent to 

the board—Natalie, what is on a 

calendar?) 

N: Das kannst...ein Kalender zeigt dir 

ob was die Monaten sind. 

(You can...a calendar shows you if what 

the "Monaten" (months) are. 

E^: OK, sag mir einen Monatl 

(OK, tell me a month!) 

Student (S): Dezember 

(December) 

FM: OK, wer weiss, wie viele Monate auf einem 

Kalender sind? So Natalie sagt, auf dem 

Kalender sind die Monate. Wieviele Monate 

gibt es? Jason! 

(OK, who knows how many months are on 

a calendar? So Natalie said, on a 
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calendar are the months—wrote 

"months" on the board—How many months 

are there? Jason!) 

J: Acht 

(Eight) 

Frau M. shook her head and told Josef that he did not look at a calendar at home. 

The students screamed different numbers: 4,9,28,9, 10, 19. The teacher shook her head 

and asked again. 

FM: Wie viele Monate hat der Kalender? Mathew! 

(How many months does the calendar have? Mathew!) 

M: Zwolf! 

(Twelve!) 

FM: Wie heissen denn die Monate? Sag mir 

einen Monat! Jeden Morgen tun wir das. 

Andrew! 

(How are the months called? Tell me a 

month! Every morning we do this. 

Andrew!) 

A: Januar 

(January) 

E^: Januar ist ein Monat. OK, was ist 

noch ein Monat? Jenny! 

(January is one month. OK. What is 

another month?—She stuck a piece of 

cardboard with the word "January" on the 

board— Jenny!) 

J; Februar 

(February) 

The teacher put the months on the chalkboard in the order that the students 

mentioned them. 

Student (S): Mai 

(May) 



Andrew: Juno (wrong letter) 

(June) 

FM: Wir haben JuU, das hier ist JuNI. 

(We have Juli—pointed to the cardboard sign 

"Juli" on the board, that Juni—stressed 

the NI at the end) 

FM: Was noch ? 

(What else?) 

Students (Ss): March (in English) 

E^: Das ist Englisch. Carl! 

(That is English. Carl!) 

C: Miirz. 

(March) 

FM: Was ist immer der erste Monat in einem 

Jahr? Rachel! 

(What is always the first month in a year? 

Rachel!) 

R:Januar 

(January) 

FM: Januar ist immer der erste Monat. Was kommt 

nach Januar? John! 

(January is always the first month. What 

comes after January? John!) 

J: Februar 

(February) 

FM: So was kommt nach Februar? Was ist 

immer der dritte Monat? Ann! 

(Put February next to January—So what 

comes after February? What is always 

the third month? Ann!) 

A: M^ (walked to the board and put 

March ne.xt to February) 

(March) 

FM: OK, was kommt immer nach Marz? 
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Jenny! 

(OK, what conies after March? Jenny!) 

J: Oktober 

(October) 

Other children whose had their hands up were shouting "No." The teacher also said 

that October is not the right answer. 

FM: Was kommt immer nach Marz? Natalie! 

(What comes after March? Natalie!) 

Other children eagerly raised their hands by saying "I know, I know." 

N: April (walked to the board and put April 

next to March) 

(April) 

This activity continued until they had all the twelve months in order. Then the 

teacher detached the poster with E)ecember from the board and showed it to the students. 

The students eagerly raised their hands. They said December. Then she pointed to the 

calendar and asked what number January was. Few students had their hands in the air. 

Natalie! 

N: Ein 

(One) 

FM: 1. (wrote 1 right next to the poster 

January and 2 right next to February) 

This activity continued until each month had been numbered. Another activity was 

about the dates. 5.8.2(X)1 was written on the board. The teacher pointed to the eight and 

asked what it stood for. 

FM: Chad! 



C: August 

(August) 

E^: August. Wenn ich habe siebte zwolfte 

zweitausendundeins, welcher Monat ist das? 

(August. If I have 7.12.2(X) I —wrote 

7.12.2001 on the board—which 

month is that?) 

The children eagerly raised their hands. 

FM: Mathew! 

M: Dezember 

(December) 

F^: (Nodded her head) Wenn ich habe dritter dritter 

zweitausendeins, welcher Monat? 

(If I have 3.3. 2001—wrote 3.3. 2001 to the board) 

which month?) 

John: Miirz 

(March) 

FM: Marz, OK wenn ich habe zwolfter neunter 

zweitausendundeins. welcher Monat? 

(March. OK if I have 12.9.2001—wrote on 

the board-which month?) 

Mostly everybody raised hands. The teacher called Justin's name 

J: September 

(September) 

FM: Wenn ich habe vierundzwanzigster sechster 

zweitausendundeins, welcher Monat? Caroline'. 

(If I have 24.6. 2001, which month? 

Caroline!) 

C: Juli 

(July) 

The teacher repeated the question. 

C: Juni 

(June) 
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Frau M. said that they had to pay attention to June and July. She pointed to June 

and July on the board in order to draw the students' attention to their similar spelling and 

pronunciation. As homework, Frau M. wanted the students to write all the months and 

number them in their math notebooks. (See the Appendix for a student's work R to this 

homework) 

Frau M. asked the children the names of the months. 

Kelly: Du kannst Monate auf dem Kalender 

finden. 

(You can find months on a calendar.) 

FM: Richtig, ich kann Monate auf dem 

Kalender finden. Wie viele verschiedene 

Monate kann ich finden auf dem 

Kalender? 

(Right, I can find months on a calendar. 

How many different months I can find 

on a calendar?) 

Students eagerly raised their hands. 

Jenny: Zwolf 

(Twelve) 

FM: Zwolf. OK, ich kann zwolf Monate finden. 

Haben die Monate alle denselben Namen? 

(Twelve. OK, I can find twelve months. Do all the 

months have the same name?) 

Altogether Nein 

(No) 

Then, the teacher asked the children to put all the names of the months onto the 

chalkboard in order to see if they could find the months in the right order. Eventually, the 

months were put in the right order. 



245 

Interpretation of Findings on Math Time 

Various hands-on learning experiences with the extensive use of manipulatives were 

used by the teacher in order to teach the students the grade level learning objectives for 

math. The main experiential teaching strategy used by Frau M. was to create concrete and 

interactive learning experiences in order to teach mathematical concepts and increase the 

students' participation in the lessons. Through the use of concrete math learning 

experiences, the students built a relationship between a math concept and the possible uses 

of it in their daily lives. The second experiential teaching strategy was to activate the 

students' background knowledge in order to enhance their understanding toward the lessons 

and facilitate their participation. The teacher constantly repeated and reviewed the learning 

material to increase the students' comprehension and involvement to the lessons. This was 

the third experiential teaching strategy used by the teacher. 

Table 4.4 below demonstrates the quantity of teacher talk and the student(s) oral 

second language production. The percentages in Table 4.4 are weighted by different values. 

So the numbers are not summed to one hundred. The percentages include the quantity of 

the students' responses as influenced by the value of the utterance. A complete discussion 

is in Chapter 3. The frequency counts of teacher and student talk presented in Table 4.4 are 

based on two-hour data that were randomly selected from math time between November 

2000 and May 2001. The horizontal line labeled "Teacher," shows the number of times the 

teacher used low-level, high-level questions and prompting in her interactions with the 

students. The horizontal lines labeled "Student" and "Students." demonstrate the 

percentages of the responses given by individual students or the students as a whole class. 

These responses are the student(s)' responses to the teacher's low-level, high-level questions, 

and prompting. Low-level, high-level questions, and prompting are explained in Chapter 3 

(Methodology). Student(s) oral second language production are analyzed in four 

categories: minimum, phrase, clause, and sustained. Student-initiated talk, in the Table, 
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refers to the students' participation either by asking questions or/and expressing opinions 

within the context of the lesson. Student-initiated talk is not teacher-elicited response. 

Table 4.4 

Frequency of Verbal Interaction of Frau M. and her Students in Math Time between 

Nov'OO-Mav'Ol (Based on Two Hours of Data) 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teacher 73 54 103 

Student Minimum 87% 63% 43% 

Phrase 10% 11% 

Clause 53% 72% 23% 10% 

(Prompting) 

Sustained 13% 

Students Minimum 0.3% 0.3% 15% 

Phrase 0.3% 1% 

Clause 1% 0.2% 

Sustained 

Key 
Minimum: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances(Two point values) 
Clause: Sentence level utterances (Tliree point values) 
Sustained: Longer than sentence level utterances (Four point values) 

(Taken from Swain, 1996) 

At the end of the data analysis, it was found that the teacher frequently used low-

level, high-level thinking questions and prompting in her interactions with the students. The 

students' responses were teacher elicited responses in which the smdents answered the 
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teacher's questions. Low-level questions mainly used when the teacher was reviewing the 

previously learned material. The low-level questions required repetitive recall type of 

responses and they are used by the teacher in order to activate the students' background 

knowledge and review the concepts that were covered previously. The individual student 

responses to the low-level questions were at the minimum, phrase, and sentence level. The 

majority of the responses were at the sentence level (53%) and were given by the individual 

swdents. High-level thinking questions were asked by the teacher in order to develop the 

students' reasoning ability and mathematical thinking. The teacher mainly asked why and 

how questions. The majority of the individual student responses to the high-level questions 

were at the minimum (63%) and sentence level (72%). 

The teacher prompted the questions 103 times. When the teacher was using 

prompting, she either gave clues or waited for the students to complete her sentence. If the 

students were hesitant to respond or there was no response from the students, she prompted 

her questions. The responses to the teacher's prompting were given by individual students 

and as a whole class. The individual students' responses were at the minimum, phrase, and 

sentence level. Also, 23% of the responses given by the individual students were longer 

than a sentence. Besides, 10% of die responses were initiated by the individual students in 

response to the teacher's prompting. The individual students either posed a question or 

expressed ideas. The data showed that teacher prompting was useful in helping the students 

express their ideas and encourage more active participation to the lesson. Sample of the 

teacher's questions and the student's responses to these questions both individual and as a 

group are also shown in Figure 4.13. 
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Low-Level Questions High-Level Questions Promptin 
How do I spell (Januar) 
January? 
S: J-a-n-u-a-r 
Who has a birthday in 
January? 
S: Nobody has a birthday 
with me. 
What can you find in a 
farm? 
S: Cows 
S: Ducks 
S: Horses 
What have you brought? 
S: I have brought stones 
from a stone program. 
What is on a calendar? 
S: You can...a calendar 
shows you if what the 
months are. 
What is another month? 
S: February 
What is always the first 
month in a year? 
S: January 
What comes after January? 
S: February 
If I have 3.3.2001, which 
month? 
S: March 
Do all the months have the 
same name? 
Ss: No 

Why do you always have a 3 
at the end? 
S: Because it has a 3. That 
over there. 
S: Because when you take 6 
away, you have a 10 left. 
You take 6 away and you 
have 3 left. 
How do you know up front 
that you have to make four? 
S: First I counted with my 
fingers and then I did that 
(pointed at his drawing) 
How could we sort the 
birthdays? 
S: We can all children's 
birthdays December, 
January, February 
What happens on the 30th 
of October? 
Ss: Halloween, Halloween. 
What happens in 
November? 
Ss: Thanksgiving 
S: February is George 
Washington's birthday. 

What else? 
Ss: March 
Tell me a month! 
S: December 
I give you a little hint. It has 
nothing to do with your 
clothing. 
Ss: Ooh, I know / know. 
S: The children have blue 
eyes and the children over 
there have brown eyes. 
How many months does the 
calendar have? 
S: 12 
How are the months called? 
Tell me a month. Every 
morning we do this! 
S: January. 
How else can we sort it? 
S: All with a twenty. 
S: All six and all seven years 
old. 
S: You can do all children 
who have in July in a group 
and all who have in 
December in a group. 
S: You can make the 
children in June in one row 
and the other children in 
July. 
They live in a Sch... 
S5.- Stall (bam) 
How else could I order 
Mathew's stones? 
S: These are rounder and 
these 
All these stones ar... 
Ss & T: not smooth. 
One? 
S: Manv, many months! 

Figure 4.13 Teacher and student (s) language patterns for low-level, high-level questions, 
and prompting in math time 
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CHAPTERS 

EFFECTIVE TEACHING STRATEGIES FOR ORAL SECOND LANGUAGE 

Case Study: First Grade French Immersion Classroom 

The results from the first grade French immersion class are examined in four 

learning contexts: carpet time, reading aloud time, puppet theater lime, and math time. The 

French immersion school is using the same learning goals for oral language development 

and math which were adapted from the Milwaukee Public Schools curriculum as the 

German inrunersion school mentioned in the previous chapter. Within each learning context, 

analytic and experiential teaching strategies that facilitate oral second language use are 

examined. The French immersion case study also demonstrates the kinds of learning 

experiences the students are involved in when they are learning the target language and the 

subject matter (Math). In the French first grade classroom, there are two teachers teaching 

the same class: Monsieur L. and Mademoiselle F.. There are 25 siuaents in the classroom. 

Since this class is designated as SAGE (Student Achievement Guarantee in Education) 

which requires 15 students in a class, two teachers are assigned and team-teaching this 

class. 

A Typical Day in Room 21, the First Grade Class 

The class begins the day with half an hour morning seat work. The children come 

into the class and there is soft music playing. The students work on their seat work while 

the music is playing. During seat work everyday. Mademoiselle F. takes attendance and 

takes the lunch count. The teachers present the daily schedule which is written on the 

board. Behind each subject area, there is a little clock that gives the time and hour of each 

subject (Daily schedule of the class is presented in Figure 5.1). 
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Time Subject 

AM 

9:00-9:30 Morning seat work, attendance, lunch count 

9:30-10:00 Integrated skills at the carpet 

10:00-10:15 Word wall vocabulary/phonics/spelling 

10:15-10:40 Journals (Monday, Thursday, Friday), writing (Tuesday, 

Wednesday) 

10:40-10:50 Break 

10:50-11:15 Math 

11:15-11:30 Singing, rhymes, learning games 

11:30-12:15 Lunch Break and Recess 

PM 

12:15-12:30 Read Aloud 

12:30-12:45 Silent Reading 

12:45-12:55 Book Sharing 

12:55-1:00 Break 

1:00-1:45 Reading, Puppet Theater 

1:45-2:00 Recess (not Wednesday) 

2:00-2:30 Art (Monday), Gym (Wednesday and one Friday per month). Music 

(Thursday and one Friday per month) 

2:30-2:45 Snack and break 

2:45-3:15 Science or social studies 

3:15-3:25 Singing, rhymes 

3:25-3:35 Preparation for dismissal 

Figure 5.1 Daily schedule of the first grade class 

During seat work time, there is usually a short story written on the chalkboard that 

the children copy down. The vocabulary presented in the story comes from the previously 



251 

learned words either in reading or other subject areas, such as science. The words that are 

going to be learned that particular week are also presented on the board next to the story. 

Sometimes, instead of a short story, there are scrambled words written on the board and the 

students make the vocabulary words with them. The short story or the scrambled words are 

different every day and are created by the teachers, either Monsieur L. or Mademoiselle F.. 

After the students are done with their seat work, they read it to their teachers aloud either 

individually or in a group to receive feedback on their handwriting skills, correct spelling, 

and their ability to read the words (See Appendix S for a sample student work). According 

to Mademoiselle F., the morning work is just a different way for the children to see the 

words. Monsieur L. thinks that seat work is a perfect opportunity on a daily basis to be 

reading with kids individually. Monsieur L. said that: 

Seat work is a chance for them (the students) to practice their writing skills, also 

they need to illustrate it to make sure that they understand the sentence somehow 

and once they finish with that, they read to one of us and we also read it as a class. 

(Interview, December 5,00) 

The students who are done with their seat work early begin to pick their books for 

silent reading from the class library which is located near the carpeted area. After the 

children pick their books, they play a word game, called "Chutes and Ladder," for 

approximately 10 minutes, which is prepared by the teachers. Chutes and Ladder is a 

vocabulary-building game and the students like playing it (The copy of this game is 

presented "m Appendix T). Some other times, at the end of seat work, the students take a 

spelling test in which Mademoiselle F. reads aloud the words in a sentence and the students 

write the words down. Carpet time which starts around 9:30 am takes place on the carpeted 

area of the class. The teachers work on the calendar, phonics, vocabulary, and some math 

skills. In other words, carpet time is an integration of language arts and math and is taught 
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by both Monsieur L. and Mademoiselle F. Math time starts around 11:00 am and takes 

half an hour. 

The teachers are using Patricia Cunningham's four-blocks framework which 

represents four different approaches in teaching children how to read and write. These 

four-blocks are guided reading, self-selected reading, writing, and working with words. On 

Tuesdays and Wednesdays, the class has a writing workshop in which the class models 

writing through mini lessons that explicitly focus on writing skills. Monsieur L. thinks that 

the main goal is to elicit the ideas of the children in the writing block and build on 

classroom experiences so that the writing is real and meangingful to them (Interview, March 

28,01). 

Journal time consists of writing dialogue journals and it is done on Monday, 

Thursday, and Friday. The teachers write the students back based on what the students have 

written to them. The teachers do not check spelling or punctuation. Rather, they respond to 

the content of the writing and simultaneously attempt to use words the students have used. 

Journal responses are read aloud by the students. Students are expected to refer to the 

"word wall" which consists of words studied all year long. The children sometimes read 

their journals in front of the class. Monsieur L. says that the children love dialogue journals 

and he adds that "writing should be as natural as speaking in the beginning...it is 

developmental..." (Interview, March 28.01) After the dialogue journals, the class sings, 

does nursery rhymes, or play "Simon says" in order to get the students up moving around 

which is important for second language instruction, according to Monsieur L.. 

The silent reading block in the afternoon takes 15 minutes. Mademoiselle F. sets 

the timer for 15 minutes. At this time, the teachers sit with individual children, monitor their 

reading, and perform assessment. The daily helpers are allowed to read together on the 

carpet. The class has a little rocking chair for the children to sit in and read. When the 

timer sounds at the end of 15 minutes, a child has been picked randomly to get up and 
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summarize what she or he read during silent reading time. This time period is called 

booksharing. After silent reading, reading aloud time begins. The teachers, alternatively, 

read fiction or nonfiction aloud while the students sit around them. The teachers ask 

questions about the reading and the students answer them. Monsieur L. and Mademoiselle 

F. are both in charge of reading aloud. There is also a guided reading period in which the 

class reads the reading textbook (Periscope) aloud as a whole class. In addition, small 

groups read or listen to trade books in a listening center a few times a week. 

After booksharing, puppet theater starts. Three different students, selected for each 

day, plan and stage an improvised show under the guidance of Monsieur L. and then 

present it to the whole class, the audience. Before puppet theater starts. Mademoiselle F. 

gives teacher-made theater tickets to the students to take their place on the carpet and watch 

the puppet theater. The teachers try to create a theater environment within the classroom. 

After the three students are done with their performance, the rest of the students ask them 

questions about the scene, characters, problem, and the resolution in the play. In other 

words, the class practices the story strucmre (i.e., who, what, where, and why) during puppet 

theater time. 

After puppet theater, the smdents go to gym, art, or music which are conducted in 

English. Monsieur L. mentions that: "that's in English unfortunately...those are prime 

opportunities to be using second language but we don't have teachers for those special 

areas" (Interview, December 5,01). Then the soidents come back to the class and have 

snack which takes approximately 15 minutes. They often do singing during that snack 

time. The day is ended with either social studies or science, done with a lot of hands-on 

activities. The teachers prefer to do either social studies or science; they do not do both on 

the same day in order to give the students more time to focus on a project they have started. 

If they have science one day, they do social studies the next day. 
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The teachers speak French in the class ail the time. However, both of the teachers 

think that the students need to have more exposure to other people speaking French and not 

just the two of them. The teachers particularly emphasize that the students need to have 

more e.xposure to French speakers, particularly native speakers of French in order to 

improve their French language skills. 

Class 21 is surrounded with plenty of posters, word walls, and picmres that display 

vocabulary. In the carpeted part of the class, there are calendar, season wheel, and 

place/value charts. The class library is inside of the carpeted area. The stage for the puppet 

theater and a little rocking chair are also in this carpeted area. The manipulatives, math, and 

science teaching materials, such as cubes, blocks, egg cartons, toy animals, and plants are 

located in the shelves (See Figure 5.2 for the map of the classroom). There are also some 

incentives in the class that are used for classroom management. If the students caught 

behaving well, they can get a sticker and put it on a personal collection card. They will be 

able to take the stickers home at the end of the month and show them to their parents. There 

is also a chart called consequences. If the smdents do not behave well in the class, their 

names are written on pins attached to the colors and they lose minutes from their recess 

time. There are three sections on the chart with different colors. Green is good. Yellow is a 

warning signal and the children lose 5 minutes from their recess time. In red, the children 

lose 10 minutes from their recess and a note is sent to home or the teachers call home. 

Those minutes are taken out of the students' recess time and they spend that particular time 

in the class instead of playing outside (See Appendix U for incentive and consequences 

charts). 
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Door Chalkboard Sink/Cabinets 

Word Walls 

Cabinet for Class Supplies 

Word Walls 4 Rows: Student Desks 4 Rows; Student Desks 

Window Word Walls Poster 

Carpeted Area 

Window 

Books. VCR. Audio Cass. 

Puppet Theater Stage Rocking Chair 

Figure 5.2. Monsieur L.' and Mademoiselle F.'s first grade class 
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Carpet Time 

Daily Routine 

The goal of carpet time is to integrate language arts and math skills. Most of the 

time. Mademoiselle F. is in charge of carpet time. The students sit on the carpet and the 

teacher is in front of them. Monsieur L. sits with the students. Under the guidance and 

modeling of the teachers, the students first tell the day and the month on the calendar. Then, 

they count the numbers on the calendar together. In order to reinforce the number concept, 

the teacher moves to the place/value chart (See Figure 5.3) and practices the hundreds, tens, 

and ones in a context. Then Mademoiselle F. brings the globe in front of the students and a 

student turns it and picks a place to travel. Mademoiselle F. writes the name of it onto the 

paper with the names of the other places picked before. There is a leather bear hung on the 

wall. It is called Mr/Miss Bear and the students get to dress the bear based on the place 

picked on the globe. Sometimes, the teachers and the students say aloud what the bear is 

going to wear. At other times, a student comes to the board and guides the class as to what 

Mr. or Miss Bear should wear by asking questions to his or her classmates. Then, 

Monsieur L. and the smdents start to work on phonics on the carpet. Monsieur L. 

introduces the sounds and the students make sentences with words. 

Figure 5.3. Place/value chart 
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Analytic Teaching Strategies 

Analytic teaching strategies focus on form of the target language, such as 

pronunciation, vocabulary, and syntactic structures. The children learn the alphabet, sounds, 

and words. They make the sound that the letters represent and make sentences with the 

words. Analytic teaching strategies help the children leam to recognize and spell words that 

they come across in everything they read and write. The children also leam to read the 

syllables in words so that they can decode and spell the less-frequent words. In order to 

achieve these learning goals. Monsieur L. uses two main teaching strategies. The first one 

is the use of flash cards where the children ieam to sound out and decode words and then 

add the words they have learned on a word wall. The children say and spell the words. The 

second analytic teaching strategy is building vocabulary knowledge. The children make 

words from tlie scrambled letters and use them in sentences. The teachers also give a 

weekly spelling test (dictation) for assessment. 

As stated in Chapter 3, the transcription conventions used in the data displays are: 

indicates a pause in the talk 

Capitalization emphasized words and words spoken loudly 

* incorrect French use 

( ) 

ML 

MF 

S 

Ss 

Translation into English 

Monsieur L. 

Mademoiselle F. 

Student 

Students 
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Focus on Form 

Strategy I- Analyzing the Words: Use of Flash Cards and Cubes 

The class started with consonants at the beginning of the year, and were taught all 

the consonants and vowels. Then they moved into vowel combinations and to the consonant 

combinations and vowel-consonant combinations, common endings, prefixes, and suffixes. 

The class usually does one sound per week and they review the previously learned sounds 

weekly. They start the week by analyzing the words; they use the words in sentences to 

make sure that they know what they mean and they come up with sentences. Monsieur L. 

shows flash cards and the children read the letters of the alphabet off the tlash cards. 

Students (Ss): O, y, a, j, g, a, z, k, e, u, i, c, w, s, x, e, w. 

Scene "Soundou" 

(March 6,01) 

The class was working on the sound "ou" as in a word. They practiced how to 

sound out 'ou' and identify the words that had this sound. On the board, the teacher put r-

ou-g rouge and circled the sound 'ou' with the red chalk. The children had the word written 

on their papers and they circled 'ou' by using their red crayons. Then, the class repeated the 

'ou' words after Monsieur L.. 

Monsieur L. (ML): O-U!! Quel est ce nom? Rebecca? 

(O-U What is this name? Rebecca?) 

He pointed on a word to the board. 

R: Toupis 

(Toupis) 

ML: Toupis! Tout le monde! 

(Toupisf Everybody!) 

Ss: Toupis! 

(Toupis!) 

ML: Rouge! 
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(Red!) 

Ss Rouge 

(Red!) 

ML: Ours! 

(Bear!) 

Ss: Ours! 

(Bear!) 

ML: Pour! 

(for!) 

Ss: Pour! 

(for!) 

ML: Tout! 

(AU!) 

Ss: Tout 

(AU!) 

ML; Vous! 

(You!) 

Ss: Vous! 

(You!) 

Scene "Cubes for Identifying Sounds" 

(Jan. 24,01) 

Monsieur L. uses cubes in different colors in order to teach the children to identify 

the sounds and differentiate the syllables in a word. The children were sitting at their desks 

and the teacher asked them to identify the words and find the sounds in them. 

ML: Est-ce que tu peux venir ici chercher sait? 

(Can you come here and look for "know"?) 

Victoria: Sait 

(Know) 

ML: Un autre mot, fait? 

(Another word, do?) 
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Sarah came up and pointed to do. 

ML: Quelle memoire vous avez! Tres bien. Nous allons 

faire le suivant. Corabien de sons, combien de cubes 

dois-je mettre au-dessus de dit, au-dessus de dit? Lilly? 

(What a memory you have! Very good. We're going to 

do the following. How many sounds, how many cubes 

do I have to put above "says", above "says"? Lilly?) 

L: Deux 

(Two) 

ML and Ss: dd, ii; de! 

ML: Encore une fois! 

(One more time!) 

ML and Ss: dd, ii. dit 

(dd, ii, says) 

ML: Combien de cubes est-ce que je dois mettre 

au-dessus de sait? Angela? 

(How many cubes must I put above "knows"? .Angela?) 

A: Deux 

(Two) 

Ss and ML: ss, ee, sait 

(ss, ee, knows) 

ML: Combien de cubes est-ce que je dois mettre 

au-dessus de fait? Fait? 

(How many cubes must I put above does? Does?) 

Ss and ML: dd, ee, fait! 

(dd, ee, does!) 

Then the children copied down the words onto the paper with different crayons 

representing each sound. For example, they put the 'f in one color and 'a' in another color. 

The papers were placed in their writing folders when they were done with writing the words. 

Then the children said the word "does" altogether. 

Ss: Fait 

(Does) 

Ss and ML: ff, ee, fait 



(ff, ee, does) 

Monsieur L. (ML): (^a, c'est quel mot? 

(What word is that?) 

Ss: Sait! ss, e, sait) 

(Knows! ss, e, knows.) 

ML: Ait. A i t fait e! Les lettres qui font e sont a i, le t ne 

fait pas e, ici. A i fait e. Est-ce que vous pouvez aller chercher 

d'autres mots sur le mur de mots qui ont e, ai qui fait e? Qui 

peut aller chercher un mot qui fait, qui a a i e? 

(Ait.  Ait makes e! The letters that make e are a i,  the t  

doesn't make e. A I makes e. Can you look for other words on 

the word wall that have e, ai that makes e? Who can go look for 

a word that makes, that has ai e?) 

S: Monsieur; il y *a deux ici 

(Mister, there are two here.) 

ML: Oui, mais tu prends un mot. U paralt qu'ils 

ont trouve' deu.x mots avec a i qui fait e. Tres bien. 

(Yes. but you take one word. It seems that they've 

found two words with ai that makes e. Very good.) 

Then Mademoiselle F. asked the children: 

MF: Alors qui peut lire ce mot ici? Tim? 

(Who can read this word here? Tim?) 

T: Veui 

(Wants) 

Mademoiselle F. (MF): Veut, tout le monde, veut 

(Wants, everybody, wants) 

Ss: veut 

(wants) 

MF: Qui peut lire ce mot? Est-ce que vous voyez un 

petit mot dans ce mot? Danny? 

(Who can read this word? Can you see a little word 

in this word? Danny?) 

D: e, r 

MF: e, r fait e, regarde porte 
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(e, r makes e, lcx)k porte (carry)) 

Ss (various) carry 

(porte) 

MF; Alors c'est porte, porter, apporter. il y 

a er a la fin qui fait e alors c'est... 

(So it's porte, porter, apporter. There's e r at the end 

which makes e so it's...) 

Ss: (various) chercher 

(to look for) 

MF: Sally! 

S: chercher 

(to look for) 

MF: Comment est-ce que tu sais que ce mot 

est chercher? 

(How do you know that the word is chercher?) 

S: parce que je vois c et h 

(Because I see c and h) 

MF: qui font ch comme chat 

(that make ch like cat) 

Scene "Scrambled Letters" 

(April 25,01) 

The class was working with the overhead and there were parts of the word written on 

the transparency, such as lotte, eur, tron, be, rte, etc. The students were supposed to make 

whole words out of the parts. Monsieur L. asked the students to find out the words from 

scrambled letters. Then they read together. The mixed letters were e-e-r-c-o-n. Arthur 

found the right word. The class repeated it together and the teacher wrote it on the board. 

A: encore 

(Again) 

Ss: e-n-c-o-r-e 

The next letters are n-e 



Ss: En!! 

(To. in~preposition) 

Student (S): C'est pas difficile! 

(That is not difficult.) 

ML: J'allais EN Floride peut-etre. 

(I went TO Florida perhaps.) 

S: Et moi? 

(And me?) 

S; Non 

(No) 

The next scrambled letters were f-t-n-a-e-n-l 

ML: Tammy, quel mot c'est? 

(Tammy, which word is it?) 

T: Enfant! 

(Child!) 

ML: Enfant! Tout le monde! 

(Child! Everybody!) 

Ss: Enfant 

(Child!) 

Karen put the letters behind the letters caro. They all read the word. 

Ss: T-t-e 

ML: Carotte! Qui veut faire an autre mot? 

(Carrot! Who wants to do another word?) 

The scrambled letters was ec this time. The children found the word. 

S:Ce 

(This) 

ML: Tout le monde! 

(Everybody!) 

ML: Quel est ce mot? Barry? 

(What is this word? Barry?) 

B: Corps 

(Body) 

Ss: C-o-r-p-s 

(Body) 
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ML: Quel est ce mot? Rebecca O? 

(What is this word? Rebecca O?) 

R: Sucette! 

(Lollypop!) 

ML: Est-ce que tout ie monde a ecrit sucette? 

(Did everybody write lollipop?) 

Ss: S-u-c-e-t-t-e 

The children spelled the word. Then, they built the words in French (English 

translation—lemon, cube, cherry) on the page and they spelled them. Then Monsieur L. 

moved to work on the meanings of the words. The second analytic teaching strategy that 

the teachers were using is to build the children's vocabulary knowledge. There are also 

grammar lessons which Mademoiselle F. did on the overhead. In an interview conducted 

with the children in English, they commented on the difficulty level of the words they were 

learning. These are some of the student responses that were given to the question "Is 

learning French easy or difficult?" 

—At first it was a bit difficult, but now it's real easy. At the beginning it was 

difficult because I didn't understand what everybody was saying, but now that I 

know a lot of words and all that it's really ftin and easy. 

—Difficult. There is really hard words to say and just so hard to talk it 

—Both. Cause, to me it's little hard and it's little easy. Me trying to remember 

some words that are kind of hard to read and the easy ones are the little words. 

—A little easy because sometimes they have hard words like long word or little 

words. 

—Easy and kind of hard. Some words are easy, some words know. When you 

first don't know like "beaucoup" and a lot words you can't write.... 

—Difficult, because there are some words you don't know and it's hard to learn 

them. (Interview, May 17,01) 
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Strategy 2- Building Vocabulary Knowledge 

Eight to ten words for the week were added to the word wall and the children's 

vocabulary knowledge is developed around the key words for the week. The words come 

from the readings and those are the words that the children frequendy come across in their 

reading and journal writing time. The teachers chose the words to be taught. The teachers 

review the words and sounds weekly by focusing on pronunciation, spelling, and meaning. 

Scene "Meaning of the Words" 

(Feb. 13,01) 

The words were written on the board and Monsieur L. asked the children what they 

mean, how they sound them out, and how to spell them. The children made words in a 

sentence and counted the syllables by clapping hands. 

Monsieur L. (ML): Qui peut...qui sait ce mot? Angela? 

(Who can...who knows this word? Angela?) 

S: Ici 

(Here) 

ML: Ici! Tout le monde! 

(Here! Everybody!) 

Ss: Ici! 

(Here!) 

Monsieur L. showed the next word card which is 'very.' 

ML: Qui sait ce mot? Lilly? 

(Who knows this word? Lilly?) 

L: Tres 

(Very) 

ML: Tres. Qui peut utiiiser ce mot dans une phrase? 

Mike? 

(Very. Who can use this word in a sentence? Mike?) 

M: Je suis tres, tres pauvre et matte. 

(I am very very poor and tired.) 

ML: Je suis tres, tres pauvre et matte. Est-ce que 
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nous pronon^ons le's'? 

(I am very poor and...Do we pronounce the's'?) 

Ss: Non 

(No) 

ML: Mais! Si j'ajoute 'on,' c'est quel mot? Karen? 

(But! If I put 'on' at the end, what does it become? Karen?) 

K: Maison 

(House) 

ML: Maison! 

(House!) 

The word cards were on the board. Monsieur L. put the next card to the board 

which 'who' and Rebecca made a sentence with it. 

R: Qui veut s'asseoir a cote de moi? 

(Who wants to sit next to me?) 

ML: Qui veut s'asseoir a cote de moi? Vous avez un autre 

exemple? Rebecca? 

(Who wants to sit next to me? Do you have 

another example? Rebecca?) 

R: Qui veut etre mon ami? 

(Who wants to be my friend?) 

Rebecca did not make the correct liaison between the nasal 'mon' and the following 

vowel of'ami'. Monsieur L. corrected pronunciation by repeating it correctly. 

ML: Qui veut etre mon ami! Darmy? 

(Who wants to be my friend! Danny?) 

D: Qui veut etre *mon tete? 

(Who wants to be my head?) 

The children laughed. 

ML: Qui veut ma tete? Cest interessant 

comme phrase. Alors, I'autre mot, c'est... 

(Who wants to be my head? This is interesting, 

this sentence. Well, the other word is...) 
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Ss: Ooh, on, ou 

(Ooh, one, where) 

The children tried to spell in and raise hands. 

Gina: Ou es-tu, Maman? 

(Where are you. Mom?) 

ML: Ou es-tu, Maman? 

(Where are you. Mom?) 

The teacher pointed out the word on the board. 

MF: Veut 

(Wants) 

Ss: v-e-u-t 

The children spelled the word in unison. Then he pointed on the word "bear" and 

wanted the children to make a sentence with it. 

Student (S): Un ours dit bonjourl 

(A bear says hello!) 

ML; Un ours dit bonjour! Qui peut utiliser 

ce mot dans une phrase? Tammy? 

(A bear says hello! Who can use this word in a 

sentence? Tammy?) 

The teacher pointed on the word ourson. 

S: Un ourson veut me manger! 

(A baby bear wants to eat me!) 

ML: Un ourson veut me manger! 

(A baby bear wants to eat me!) 

The children laughed. 

ML: Mais vous savez que les oursons sont tres 

petit, et I'ours est tres...? 

(But you know that baby bears are very small and 

the bear is very...?) 

Ss: Grand! 

(Big!) 

ML: Et un ourson peut etre mange! 
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(And a baby bear can be eaten.) 

The children all laughed. 

In another example, the children were reviewing the 'ou' sounds and words with 'ou' 

that represent the sound, and making sentences with them. There were pictures on the board 

of those words that had 'ou' sounds in it. The students made their own words on their desk 

and wrote them down and the teacher wrote the words on the overhead projector. 

Students (Ss); Tout 

(All) 

Monsieur L. (ML): Tout! Tout! Terry! 

(All! All! Terry!) 

T: Je pars tout de suite. 

(I am leaving immediately.) 

ML; Je pars tout de suite, (^a, c'est vrai. 

(I am leaving immediately. This is correct.) 

He wrote on the board Tout de suite' (immediately) 

ML: Tout de suite. Je pars tout de suite. 

Les gens le disent si vite, on n'entend 

pas tout, mais c'est 'tout d'suite.' 

(Immediately. I am leaving immediately. 

The people say it so quickly, you don't hear all, 

but it's tout d' suite.) 

He showed them how quick the e.xpression 'tout de suite' is pronounced in spoken French. 

ML: Qui peut utiliser 'nous' dans une 

phrase? Qui veut? Nous nous...Mike? 

(Who can use 'nous' (we) in a sentence? 

Who wants? Nous nous...Mike?) 

M: J'ai partout *de nourriture 

(I have food everywhere.) 

ML: Ca, c'est nourriture. (^afait 

partie de ce mot 'aourriture,' mais 
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je veux parler de juste n-o-u-s. 

N0US...N0US. Rebeccal 

(This is food. It is a part of this word 

'nourriture (food), but I only want 

to talk about n-o-u-s. Nous...Nous. Rebecca!) 

The teacher spelled the word 'nous' to make sure which word he really wants to have 

used. 

Rebecca: Nous pouvons acheter des choses 

pour I'anniversaire de Maman. 

(We can buy things for Mom's birthday.) 

ML: Nous pouvons acheter des choses pour 

I'amuversaire de ma Maman. Tres bien. Qui 

peut utiliser 'trouver" dans une phrase? Victor? 

(We can buy things for the binhday of my Mom. 

Very good. Who can use 'to tlnd' in sentence? 

Victor?) 

V: Tu...j'ai trouve une maison. 

(Y0U...I have found a house.) 

ML: I have found a house. It's almost that... 

The teacher pointed on the word card 'trouver* (infinitive to find) on the board. 

ML:...mais <;a, c'est pas exactement le 

meme moi..I-e mot que Victor a utilise, 

c'est ce mot: 

(...but this is not exactly the same word... 

The word that Victor has used is this word:) 

He wrote the past participle of the infinitive 'trouver* (to find) on the board: trouve. 

ML: Mais on le prononce de la meme 

fagon. 'Je veux trouver une maison' 

serait comme 9a. Ou, les ours peuvent 

trouver un cachet...Tres bien.) 
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(But you pronounce it in the same way. 

1 want to find my house' would be like that. 

Or, The bears can find a place to hide... 

Very well.) 

The teachers believe that it is important to be observant about the errors the students 

make, to examine their errors, and tailor the lessons to take care of those errors. 

Mademoiselle F. and Monsieur L. say that they are correcting the students' errors by saying 

"Do you mean I has or do you mean I have?" Then the teachers did pattern writing 

activities by using different verbs showing how to conjugate them in order to provide the 

students more practice on the forms that give them difficulty. Then the teachers put these 

patterns onto posters and hanged them on the walls for the children to look at them and use 

them. 

In the analytic teaching strategies there is a focus on sound, letter, grammar, and the 

meaning of the words. Every week the students work on five frequent words and five words 

from their story books. Those words also include the sound they are studying for the week. 

In the next section, I describe the experiential teaching strategies that are used in carpet time. 

Experiential Teaching Strategies 

Experiential teaching strategies are the strategies that help students use the oral 

second language in a creative and an interactive way. One of the learning experiences is the 

calendar and the second one is Mr/Miss Bear. There are four experiential teaching 

strategies in carpet time that promote oral second language use. The first one is modeling 

and use of pre-fabricated language patterns. The second experiential teaching strategy is 

peer teaching. The third strategy is the initiation of firee conversations with the children, and 

the fourth strategy is the integration of language and math skills in carpet time. 
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Both Mademoiselle F.' and Monsieur L's philosophy in teaching oral second 

language is to give the children safe lesson structure to be able to use the second language. 

Monsieur L. said that: 

...giving them what we call in English a "boiler plate" sort of like 

you practice what you want them to produce...you practice it, you 

practice it and then you make sure that they feel comfortable with 

that so that when they use it independently you know...they feel 

safe in using it. (Interview, April 26,01) 

Moreover, the teachers think that is also important to talk to die children 

conversational manner by giving them opportunities to participate and talking with each 

other, and also giving them the chance to play and have fun in the language. 

Strategv 1- Linguistic Modeling and Pre-Fabricated r.nnpuage Patterns 

The use of pre-fabricated language patterns and the modeling of these patterns is a 

frequently used teaching strategy in carpet time. The teachers believe that they need to 

model the second language and tell the children it is as usefiil in many contexts for 

communication as is their first language. Both of the teachers think that language is for 

communication and according to them, this is the underlying philosophy about language 

and getting children to use language. Both Monsieur L. and Mademoiselle F. communicate 

in French with each other so that the children see how they can communicate to each other 

and see how nice it is when they communicate solely in French, according to Mademoiselle 

F.. 

Monsieur L. thinks that there are a lot of ways to get the children to use language 

and one way is to provide a safe environment for them to take risks. He says: 

You have to be model for the students. You're constant learners also 

that you don't know everything that you're curious, that you love the 
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language, that you wanna go and look in the dictionary when you don't 

know, that you enjoy using the language with your adult 

colleagues, that language is fun, that you can use language to express 

your sense of humor, you can use language to ask questions, 

to get answers. You can use language to express your emotions. 

(Interview, April 27,01) 

Monsieur L. thought that modeling by providing language structures and 

consistency in the lessons helped the children feel safe in participating the activities. 

Mademoiselle F. used plenty of repetition, and revision by going over the weeks, months, 

and numbers. There were cenain language structures that were used in carpet time and the 

teachers expected the students to use them. The teachers taught them how to say 

"yesterday" was, "today" is, "tomorrow" will be. Monsieur L. sat with the children at 

the back and recited with the children. 

Scene "Calendar" 

(Dec. 5,00) 

The class gathered in front of the calendar on the carpet and Mademoiselle F. was 

doing the calendar. 

Mademoiselle F. (MF): Qui peut venir ici et montrez-moi une 

semaine? Une semaine qui commence, une 

semaine apres le premier decembre. Une 

semaine apres. Lilly, montre-moi une semaine. 

Regardez bien. 

(Who can come here to show a week! A week that 

starts, a week that starts after December 1st. 

One week after. Lilly, show me a week. 

Look carefully!) 

Lilly pointed to the week. 



MF: Est-ce qu'elle a tort ou est-ce 

qu'elle a raison? 

(Is she right or is she wrong?) 

Students (Ss): (in unison) EUe n'a pas tort, eile 

a raison. 

(She is not wrong, she is right.) 

MF: Merci. Alors il y a combien de 

semaines qui restent a I'e'cole avant *de les 

vacances? Combien de jours, euh, combien 

de semaines avant les vacances? 

(Thank you. So how many weeks of 

school are left before vacation? How many days, 

mhm, how many weeks left before vacation?) 

Some children raised hands. 

Student (S): Deu,\ 

(Two) 

S: Non 

(No) 

MF: (not hearing or not acknowledging 

unsolicited responses) Combien de 

semaines? Amy! 

(How many weeks?) 

Amy! 

A: Deux 

(Two) 

MF; n y en a deux. Vous voyez. n y a une 

semaine et deux semaines! Est-ce que 9a c'est 

beaucoup de temps ou un peu de temps? 

(There are two. You see, there's one week 

and two weeks! Is that a lot of time or a litde time?) 

Ss (some-in unison): Un peu de temps 

(A little time.) 
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Ss (Majority); Beaucoup de temps 

(A lot of time.) 

MF: Un peu de temps, un peu de temps. 

Bravo. Oh, les jours de la semaine! 

(A little time, a little time. Bravo. Oh, 

the days of the week!) 

MF and Ss: Lundi, mardi, mercredi, merer... 

mardi 

(Monday, Tuesday, Wednesday, Wedn... 

Tuesday —Mademoiselle F. chastising in a friendly, joking way, 

pointing her finger). 

The children turned and looked at Monsieur L. who was reciting with them and led 

them too quickly. 

S: (indicating Monsieur L. is the one who caused 

the Tuesday/Wednesday mL\-up) Cest lui! 

(It's himi) 

The class laughed. There was a friendly atmosphere in the class. Mademoiselle F. 

continued and the class returned to the task. 

Students (Ss): Vendredi, jeudi, jeudi, vendredi, 

samedi, vendredi, samedi, dimanche. 

(Friday, Thursday, Thursday, Friday, 

Saturday, Sunday) 

MF: A la fin de dimanche, quelle est la 

lettre? Le demier son, la demiere lettre? 

(At the end of Sunday, what is the letter? 

The last sound, the last letter?) 

Student (S): C! 

MF: Danny? Dimanche 

(Damiy? Sunday) 

D:E 

MF: E. *Quelle est la, le son, pas la lettre 



cette fois, le son qui commence le mot 

dimanche? 

(E. What is the, the sound, not the letter 

this time, the sound that begins the word 

Sunday?) 

S: D 

MF: Le son, pas la lettre, mais le son. 

Meg? 

(The sound, not the letter, but the sound. 

Meg?) 

M: de 

MF: de. Bravo. Et a la fin du vendredi, 

quel est le dernier son que vous entendez? 

Rebecca? 

(de. Bravo. And at the end of Monday, 

what is there? What sound? Rebecca?) 

R:i 

MF: OK. c'est compris? 

(OK., understood?) 

Ss: (In unison) Oui 

(Yes) 

MF: Qui peut lire ce mot? Angela? 

(Who can read these two words? 

(pointing to "Yesterday was") Angela?) 

A: Hieretait... 

(Yesterday was...) 

MF: Et hier etait le quatre? 

(Handling Angela the 

paper to go to the board) Yesterday was 

the 4th?) 

S: Non 

(No) 

S: Oui 

(Yes) 
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MF: Est-ce qu'elle a raisoti ou 

est-ce qu'elle a tort? 

(Is she right or is she wrong?) 

Ss (in unison) Elie n'a pas tort, 

elle a raison. 

(She is not wrong, she is right!) 

Then Mademoiselle F. asked the class who could read the card "Tomorrow will be." 

Arthur read correctly. Mademoiselle F. asked the class whether he was right or wrong. 

Then, Mademoiselle F. moved to the day wheel. Victor came and turned the wheel to 

March. 

Mademoiselle F. (MF): C'est bien? 

(Is it right?) 

Ss and Monsieur L. (ML): Oui! 

(Yes!) 

MF:OK. La date! Le numero, le numero 

de la date, pas encore le mois, mais qui sait 

la date? Qui sait la dale? Hmm, Victoria? 

(OK. The date! The number, the number of 

the date, not the month yet, but who knows the date? 

Hmm, Victoria?) 

V: Aujourd'hui, c'est le cinq, ma, mon 

prefere. 

(Today is the 5th, my favorite day.) 

MF: Ooh! Oh, viens ici! C'est son jour du 

mois prefere, le cinq! C'est le cinq de quel 

mois? De quel mois? Meg, tu sais 

aujourd'hui? 

(Ooh! Oh, come here. It's her favorite day of 

the month, the 5th! It's the 5th of what month? 

Of what month? Meg, do you know today?) 

M: Decembre 

(December) 



MF: C'est decembre. La saison. Qui sait? 

C'est facile, C'est tres facile. Timothy! 

(It's December. The season. Who knows? 

It's easy. It's very easy. Timothy!) 

T: Aujourd'hui, c'est uh, um, 

aujourd'hui, c'est automme. 

(Today is uhm...uhm, today is autumn.) 

MF: Aujourd'hui, c'est automne, ouais. 

Nous sommes en automme. C'est la 

saison quand il y a les feuilles qui tombent. 

Et le temps? Le temps aujourd'hui? 

Mary? 

(Today it's autumn, yeah. It's autumn. 

It's the season when the leaves fall! And the 

weather? The weather today? It's what kind 

of weather? It's what kind of weather? Mary?) 

M: C'est le temps *de nuages. 

(The weather has clouds.) 

MP: C'est le temps quand il y a les nuages, alors 

c'est le temps.... 

(It's weather with clouds, so the 

weather is...) 

MF and Ss: Nuageux. 

(Cloudy.) 

MF: Je crois qu'il *est des nuages 

aujourd'hui. 

(I think there are clouds today.) 

Student (S): un petit peu. 

(A little bit) 

S: D y a plus de vent. 

(There's more wind.) 

MF: OK., apres moi. C'est 

aujourd'hui mardi. 

(OK., after me. Today is Tuesday.) 
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Students (Ss), MF, ML; C'est aujourd'hui mardi. 

La saison est automne! 

(Today is Tuesday. 

The season is autumn!) 

MF: C'est le temps nuageux. 

(The weather is cloudy.) 

Ss: C'est le temps nuageux. 

(The weather is cloudy.) 

MF: La date est le cinq decembre. 

(The date is December 5th.) 

Ss: La date est le cinq decembre. 

(The date is December 5 th.) 

Another example comes from the carpet time in March. The class gathered in front 

of the calendar and were working on the calendar, days, and weather. There were the 

pictures of frog on the numbers cards on the calendar. 

Scene "Calendar" 

(March 27,01) 

Mademoiselle F. (MF): Aujourd'hui, c'est mardi. 

Aujourd'hui, c'est mardi. 

(Today is Tuesday. Today is Tuesday.) 

Students (Ss): Aujourd'hui, c'est mardi, le 

vingt-sept *de mars. 

(Today is Tuesday, the 27th of March) 

MF: OK. Pourquoi les grenouilles ont 

change de couleur? Pourquoi les 

grenouilles ont change de couleur? 

Tun? 

(OK- Why did the frogs change 

their colors? Why did the frogs change 

their colors? Tmi?) 

C: Parce que c'est printemps 



(Because it's spring.) 

MF: Parce que c'est printemps. Alors le 

printemps a commence quel jour? 

Quel jour? 

(Because it's spring. So spring 

began on what day? What day?) 

Amy: Le vingt. 

(The 20th.) 

MF; Le vingt et le vingt-sept. Qa 

fait combien de semaines? 

(The 20th and the 27th. That's 

how many days?) 

S: Deux 

(Two) 

S: Un 

(One) 

MF: Combien de semaines? Qui sait? 

Rebecca, tu sais? 

(How many weeks? Who knows? 

Rebecca, do you know?) 

R: Une semaine. 

(One week.) 

MF; Une semaine. Jusqu'ici, 9a, c'est 

une semaine. Qui sait comment ecrire le 

numero vingt-sept? 

(One week. Till here, this is a week. 

Who knows how to write the number 27?) 

Karen wrote it on the board. 

MF; Merci, Karen. Est-ce qu'elle I'a ecrit 

comme il faut ou inverse? 

(Thanks, Karen. Did she write it correctly 

the other way around?) 

Ss: Comme il faut. 

(Correctly.) 
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MF; Quel temps fait-il? Victoria? 

(What is the weather like? Victoria?) 

A: Aujourd'hui, il y a du soleil et je crois 

qu'il y a du soleil parce que c'est pas 

froid dehors. 

(Today, there is sun and I think there 

is sun because it is not cold outside.) 

MF: Okay, est-ce que tu peux le dire 

encore une fois pour toute la classe 

cette fois? Parce que c'etait tres belle! 

Plus fort! 

(Okay, can you say it again for the whole 

class this time? Because it was very 

beautiful! Louder!) 

Victoria said her sentence loudly. 

Scene " Miss Bear" 

(Jan 24,01) 

An interactive learning experience that the class works on in carpet time is Mr/Miss 

Bear. In this learning experience, the students made sentences about what Mister or Miss 

Bear would wear (See MrVMiss Bear in Figure 5.4). First, a student picked a place from 

the globe and Mademoiselle F. wrote the name of the place onto the poster which is hanging 

on the wall. On the poster were the names of the places Mr/Miss Bear uraveled, including 

Libya, Madagascar, Philippines, Turkey, the Equator, the USA, and France. Mademoiselle 

F. stated that they decided to use the globe as much as they could because the children liked 

it; they were so interested in it. Thus, the teachers used the globe in order to make the 

children more globally aware and help them see what the world is like. 
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Figure 5.4. Mr/Miss Bear 

MF: Ou est-ce qu'on va voyager 

aujourd'hui? Ou est-ce qu'on va 

voyager? 

(Where are we going to travel today? 

Where are we going to travel?) 

Angela came and turned the globe. She chose a country in Africa. 

MF; OK., c'est pres de I'equateur ou 

il fait tres, tres, tres chaud. Vraiment 

chaud. Ici, est-ce qu'il va etre chaud ou 

froid? 

(OK., it's near the equator where it's really, 

really, really hot. Really hot. Here, is it going 

to be hot or cold?) 

Ss; Chaud. 

(Hot.) 

MF: EUe porte un short en Libye, 

recommence. 

(She wears shorts in Libya, start over.) 

All the children repeated the sentence in unison. Then Angela chose another 

student Rebecca came: 
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R: Mademoiselle Ours va porter un tee-shirt en 

Libye. 

(Miss Bear is going to wear a T-shirt in Libya.) 

MF: Tout le *mond! 

(Everybody!) 

Students (Ss): Mademoiselle Ours va porter un tee-shirt 

en Libye. 

(Miss Bear is going to wear a T-shirt in Libya.) 

MP: Karen! 

K: Mademoiselle Ours porte des sandales en 

Libye et moi aussi. 

(Miss Bear wears sandals in Libya and so do I.) 

MF: OK., dis-le encore et nous allons repeter (ja. 

(OK., say it again and we're going to repeat that.) 

K: Mademoiselle Ours porte des sandales en 

Libye et moi aussi. 

(Miss Bear wears sandals in Libya and so do 1.) 

Ss: Mademoiselle Ours porte des sandales en 

Libye et moi aussi. 

(Miss Bear wears sandals in Libya and so do I.) 

MF: OK., je crois que nous allons dire lout ce 

qu'elle va porter en Libye. 

(OK., I think we're going to say everything she's 

going to wear in Libya.) 

Ss: Mademoiselle Ours pone une casquette, 

un tee-shirt et des sandales en Libye et moi aussi. 

(Miss Bear wears a cap, a T-shirt, shorts, and 

sandals in Libya and so do L) 

Another scene comes from Ms/Miss Bear on February 13,01. 

Mademoiselle F. and Danny were standing in front of the class. The teacher had a 

globe in her hands. Daimy turned it. 

MF: C, c'est... 
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(This is a...) 

Danny turned the globe and pointed on one spot. 

MF: Les Philippines...les Philippines. 

(The Philippines...the Philippines.) 

The teacher spelled the word. 

MF: C'est P-h-i-l-i-p-p-i-n-e-s. 

Philippines. C'est ici, les Philippines. 

Est-ce qu'il fait chaud ou froid ici? 

(It's P-h-i-l-i-p-p-i-n-e-s. Philippines. 

It's here, the Philippines. Is it hot or cold here?) 

S: Chaud! 

(Hot!) 

MF: Chaud. Parce que c'est au centre, n'est-ce 

pas? Sur I'equateur. 

(Hot. Because it is in the center, 

right? On the equator.) 

Mademoiselle F. (MF) stood next to the leather bear on the wall and attached word 

cards (i.e.. T-Shirt, cap, sock, sandal, and raincoat) on the bear's arms and legs. 

MF: Elle va porter un tee-shirt. Elle va porter 

une echarpe. 

(She will wear a T-shirt. She will wear a shawl.) 

She put the word T-Shirt on the bear's head and shawl on its arm and cap on its feeL 

The children laughed. 

MF: C'est tout! Onrafmi! 

(That's all! We are finished!) 

The children raised hands to be chosen to say something. 

MF: Qu'est-ce qu'il y a? 
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(What is it?) 

Student (S): Est-ce qu'elle va porter une casquette...mais pas 

sur les pieds... 

(Is she going to wear a cap,...but not on the feet...) 

MF: Oui? Oil est-ce qu'elle va porter qa? 

(Yes? Where is she going to wear that?) 

S: Sur la tete! 

(On the head!) 

MF: Tu veux le changer?) 

(You want to change it?) 

S: Oui. 

(Yes.) 

The student went to the bear on the wall and put the cap on the bear's head. 

S; Une casquette sur la tete. 

(A cap on her head.) 

MF: Aux Philippines. 

(In the Philippines.) 

S: Aux Philippines. 

(In the Philippines and not the feet.) 

The children laughed. 

MF: Okay! 

Ss (in unison): Mademoiselle Ours porte une 

casquette sur la tete aux Philippines et pas 

sur les pieds. 

(Miss Bear wears a cap on her head 

in the Philippines and not on her feet.) 

MF: Rebecca, tres bien fait!. OK., 

qui d'autre veut le faire? Jim, 

tu veux? 

(Rebecca, very well done. OK., 

who else wants to do it? Jim, 

do you want?) 

J: Mademoiselle Ours porte un short 
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sur les hanches et pas sur les mains. 

(Miss Bear wears shorts on the hips 

and not on her hands.) 

MF: Aux Philippines. 

(In the Philippines.) 

J: Aux Philippines. 

(In the Philippines.) 

Ss (in unison): Mademoiselle Ours porte un short 

sur les hanches et pas sur les mains aux 

Philippines, et moi aussi! 

(Miss Bear wears shorts on her hips 

and not on her hands in the Philippines, and so do I.) 

Another example came from when Mademoiselle F. went to Chicago. She came 

back and told the children she went to a museum in Chicago and asked them to guess what 

she was wearing there. Mademoiselle F. asked: 

Scene "A trip to Museum" 

(March 28, 01) 

Mademoiselle F. (MPO: Est-ce que Mademoiselle F. a porte une robe au muse'e? 

(Was Miss F. wearing a beautiful dress in the museum?) 

Ss: Non. 

(No.) 

MF: Qu'est-ce que Mademoiselle F. portait au musee hier? Qu'est-ce qu elle 

a porte? Lilly. Qu'est-ce que tu penses? 

(What was Miss F. wearing in the museum yesterday? What was she 

wearing? Lilly. What do you think?) 

L: Un jean. 

(Jeans) 

MF: Un jean. Bon. 

(Jeans. Good) 

Lilly came to the board and put the jeans on the legs of the bear. 
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MF; Est-ce que tu peux dire une phrase pour ia classe? Et la 

classes va repeier! 

(Can you say a sentence for the class? And the class will repeat!) 

L: Mademoiselle F. a porte un jean au* Chicago au musee. 

(Miss F. was wearing jeans in Chicago in the museum.) 

Ss and MF: OK. Mademoiselle F. a porte un jean au Chicago, au 

musee a Chicago. 

(OK. Miss F. was wearing jeans in Chicago, in the museum 

in Chicago.) 

Then the children said the same sentence by using the clothing items, such as 

pullover, tennis shoes, socks, and cap and put these items onto the bear. Then she told the 

children she went to McDonald's after the museum. The following conversation took place: 

MF: J'ai mange chez McDonald's hier. 

Qu'est-ce que j'ai utilise a, chez McDonald's? 

Qu'est-ce que j'ai utilise chez McDonald's? 

(I ate at McDonald's yesterday. What did I use 

at McDonald's? What did I use at McDonald's?) 

Student (S): *une plateau 

(A tray) 

MF: Un plateau? Oui, j'ai utilise un plateau. 

OK. Et quoi d'autre? Karen! 

(A tray? Yes, I used a tray. And what else? Karen!) 

K: Tu uiilisais des fourchettes? 

(Did you use forks?) 

MF: Non. Je n'ai pas utilise *une fourchette. 

(No. I did not use a fork.) 

S: •une couteau? 

(A knife?) 

MF: Non. Je n'ai pas utilise un couteau. 

(No. I did not use a knife. 

MF: J'ai mange des petit poulets. 

(I ate litde chickens.) 
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Ss: Chicken McNuggets. 

MF: Est-ce que j'ai besoin d'un couteau? 

(Do I need a knife?) 

Ss: Non! 

(No!) 

MF: Est-ce que j'ai besoin d'une cuillere? 

(Do I need a spoon?) 

Ss; Non! 

(No!) 

MF: Une paille? 

(A straw?) 

S: Qu'est-ce que c'est une paille? 

(What is a straw?) 

Mademoiselle F. took a straw from a jar and showed it to the student. 

Scene " Winter in Wisconsin" 

(March 7,01) 

Another theme for Mr/Miss Bear was "Winter in Wisconsin." Mademoiselle F. 

told the smdents they were in Wisconsin during the winter and asked them what Mr. Bear 

was going to wear. 

Victor Monsieur Ourson va porter *un echarpe a 

Wisconsin en hiver. 

(Mister Small Bear will wear a shawl in Wisconsin 

in the winter.) 

MF: Okay, viens ici. Tres bien fait. 

(Okay, come here. Very well done.) 

Victor went to the bear on the wall and stuck the word card 'shawl' on the bear. 

MF: Qui d'autre? Rebecca? 

(Who else? Rebecca?) 

R: Monsieur Ourson va porter une casquette 

en hiver a Wisconsin. 



(Mister Small Bear will wear a cap in the winter 

in Wisconsin.) 

MF: Qui d'autre? Sally? 

(Who else? Sally?) 

S: Monsieur Ourson va porter un tee-shirt 

et un manteau en hiver a Wisconsin. 

(Mister Small Bear will wear a T-shirt and 

a coat in the winter in Wisconsin.) 

MF: Merci, Sally. Qui d'autre? Est-ce 

qu'il y a d'autre chose? Meg? 

(Thanks, Sally. Who else? Is there 

anything left? Meg?) 

M: Monsieur Ourson va porter des sandales 

en hiver a Wisconsin. 

(Mister Small Bear will wear sandals 

in the winter in Wisconsin.) 

MF: Est-ce que les sandales, c'est *une *bonne 

choLx? A Wisconsin en hiver? 

(Are sandals a good choice? In Wisconsin 

in the winter?) 

Students (Ss): Noooon. 

(Noooo.) 

MF: II y a *une autre choix que tu peux faire. 

AUez, demande aux autres, toume-toi! 

(There is another thing that you can do. 

Go on, ask the others, turn around !) 

Student (S): Qui veut les bottes de neige? 

(WTio wants the snow boots?) 

Nobody raised hands. 

S: Qui veut les chaussures de tennis? 

(Who wants the sneakers?) 

They all raised their bands. 

S: Okay! 

(Okay!) 



She went and put the right word on the bear. 

MF: C'est tout? 

(That's all?) 

Ss: Noooooon! 

(Nooooooo!) 

MF: Okay, laisse-moi voir...Jim? 

(Okay, let's see... Jim?) 

J: Monsieur Ourson va porter des lunettes 

de soleil. 

(Mister Small Bear will wear sun glasses.) 

S: Maintenant, il fail chaud! 

(Now it's hot!) 

Ss: Nooooon! 

(Nooooo!) 

MF: Maintenant, c'est tout? 

(Now, that's all!) 

Ss: Nooon! 

(Nooo!) 

MF: Mike, est-ce qu'il y a quelque chose 

a ajouter? 

(Mike, is there anything to add?) 

S: Monsieur Ourson est-ce qu'il doit porter 

des mouffles ou pas de mouffles? 

(Does Mister Small Bear have to wear gloves 

or no gloves?) 

MF: Ohhhh! 

(Ohhhh!) 

The child came in front and asked the others. 

S: Est-ce que tu veux pas de mouffles? 

(Do you want no gloves?) 

Some children raised hands. 

S: Est-ce que to veux des mouffles? 

(Do you want gloves?) 

Some children raised bands. 
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MF: Qu'est-ce que tu veux alors? 

(What do you want then?) 

S: Pas de mouffles. 

(No gloves.) 

MF: Pas de mouffles. On va lire 

ce qu'il porta. 

(No gloves. Okay, we're going to 

say what he wears.) 

Ss (in unison): Monsieur Ourson porte 

une casquette, des lunettes de soleil, et 

des chaussures de tennis a Wisconsin 

en hiver et moi aussi et toi aussi. 

(Mister Small Bear wears a cap, 

sun glasses, and sneakers in 

Wisconsin in the winter and me, too, and you, too.) 

Mademoiselle P. sometimes gave wrong or inappropriate clothing items to the 

students to put on the bear. She thinks that the children always have to pay attention; they 

have to read the items they had all the time. Monsieur L. agreed with her and said that: 

Kids...they always have to be aware, it is like playing with them. 

You wanna keep them guessing, you wanna keep them aware of 

everything they are doing so language is always at forefront and 

then in a humorous way, not in the intimidating, mean way. 

(Interview, April 26,01) 

Monsieur L. thinks that making teacher talk interesting increases the children's 

attention toward the lesson and make them more attentive. He points out the use of sense of 

humor in making the teacher talk interesting for the children. He said: 

Constandy, challenging them with sense of humor... "Oh I dropped 

the marker. I'm gonna pick the marker up. Ohh poor marker." 
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Sometimes when I'm counting, sometimes I skip a number...and 

the kids say " you skip the number", then I say "Oh, poor number. 

It's gonna feel left out."...just making everything come alive I 

think is really important so the kids are always interested what 

you're saying. (Interview, April 26,01) 

Since Mademoiselle F. modeled what Mr./Miss Bear wears every day, she also 

gives the responsibility to the children to dress the Bear, by themselves. The children know 

how to proceed in this activity since they have done it many times. Mademoiselle F. states 

that they (the teachers, themselves) do a lot of teacher modeling and the children repeat after 

them. She says; "I think we do a good job of modeling things, giving them the things they 

need to say and then putting them into situations where they need to use that and so they are 

using it." (Interview, February 15,01) 

Monsieur L. also thinks that carpet time is a great time where the students are 

picking up a lot of language and math. The teachers' expectations by the second semester 

of the first grade is that the children should speak only French in the classroom. Monsieur 

L. points out that their students are doing that before the second semester because they are 

modeling and they are not doing any English in the classroom at all. 

Strategy 2- Peer Teaching 

Peer teaching is another strategy that the teachers use, particularly in carpet time. 

According to the teachers, carpet time is an opportunity for providing the children with 

many opportunities to use the second language. Monsieur L. stated that; 

When you have an immersion classroom like this where the students, 

they're, only modeling the teacher. You need to give them multiple 

opportunities to speak. So one of those opportunities would be for 

them to take a structure you have introduced to them to build on it by 
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being teachers themselves. So carpet time is a really good chance for 

them to do thai. (Interview, March 7,01) 

Mademoiselle F. also mentioned that they modeled enough that the children know 

exactly what they will be doing and saying since they are doing the same thing every say 

with a little bit of difference. Mademoiselle F. said that the students like to be a teacher and 

peer teaching is also useful for them, the teachers in order to see what the children are 

actually learning. The teachers can see what the children are picking up at the carpet, they 

really understand, and they also ask their peers questions. Mademoiselle F. said that these 

behaviors or actions in peer teaching are the indications that the children are learning during 

that time. 

The following scene comes from when Sam was leading the class in carpet time. He 

was one of the high language proficient students in the class. The teachers were at the back 

and were watching how the students were doing. 

Scene "Sam, the Peer Teacher" 

(March 27,01) 

Sam (S): Aujourd'hui, c'est? 

(Today is?) 

The children raised their hands. 

S: Chelsea? 

C: Aujourd'hui, c'est mercredi. 

(Today is Wednesday.) 

Chelsy came to the board and answered in front of the calendar by pointing at Wednesday. 

S: Merci. Quel temps fait-il? 

(Thanks. What's the weather like?) 

Hands raised. 

S: Quelle est la date? 

(What's the date?) 
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Hands raised. 

Bob: La date est ie 28. 

(The date is the 28th.) 

Bob came and answered in front of the board. 

S: Quel est le mois? 

(What's the month?) 

Hands raised. Sam called Timothy's name. 

T: Mars! 

(March!) 

S: Viens le montrer. 

(Come to show it!) 

T: Cest deja la! 

(It's already there.) 

Then Sam moved to the front of the bear and picked three word cards for clothing 

items and gave one to Lilly. Lilly was supposed to say what the bear wore. Sam asked: 

S: Mademoiselle Ours est allee a I'ecole at 

aujourd'hui. c'est samedi. Qu'est-ce qu'elle 

va porter? 

(Mrs. Bear has gone to school and today 

it's Saturday. What is she going to wear? Lilly?) 

L: Des lunettes de soleil. 

(Sunglasses) 

S: Merci. 

(Thanks) 

K: Mademoiselle Ours porte un jean sur les 

hanches samedi. 

(Miss Bear wears jeans on her hips on Sanarday.) 

Ss (in unison): Mademoiselle Ours porte un jean sur les 

hanches samedi. 

(Miss Bear wears jeans on her hips on Saturday.) 

Sam gave the other word card to Bob. Bob was supposed to use the next word. 
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B: Mademoiselle Ours porte un pull aujourd'hui, 

et moi aussi. 

(Miss Bear wears a sweater today, and me too.) 

Ss (in unison): Mademoiselle Ours porte un 

pull samedi. 

(Miss Bear wears a sweater on Saturday.) 

Sam: Merci. Tim! 

(Thanks. Tim!) 

T: Mademoiselle Ours porte des chaussures de tennis 

samedi. 

(Miss Bear wears sneakers on Saturday.) 

Ss (in unison): Mademoiselle Ours porte des chaussures de tennis 

samedi. 

(Miss Bear wears sneakers on Saturday.) 

Sam put the word card 'chaussures de tennis' on the feet of the bear. 

MF: Okay, applause! 

(Okay, applause!) 

The children clapped their hands and then everybody began to scream and pointed at 

the bear on the wall. Tim had another word card. With Sam pointing to the different 

clothes of the bear, the whole class said aloud what the bear wore. Then, to make a joke, 

Sam put die cap on the bear's hand and the teacher did not realize it. Sam was about to leave 

and then stopped and laughed. The children all laughed. 

Monsieur L. (ML): Qu'est-ce qui se passe? 

(What happens?) 

Sam: Monsieur Ours ne porte pas la 

casquette sur la main! II faut la 

casquette sur la tete! 

(Mister Bear does not wear the cap 

on his hand! We have to put the cab 

on the head!) 

Sam took the card away from the bear's hand and put it on the foot. 
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Student (S): NON! Qa, c'est *la pied! 

(NO! This is the foot!) 

Sam put the card on his chest. It fell down and the children laughed. 

ML: Tu n'es pas Monsieur Ours! 

Mets la casquette ou il faut! 

(You are not Mister Bear. 

Put the cap in its right place!) 

The children laughed. 

Sam: OK! 

In carpet time, after the class is done with the Mr. Bear and calendar, they move to 

the place/value chart and talk about how many school days left and put the number onto the 

chart. 

Strategy 3- Creating Concrete Experiences 

Another teaching strategy that the teachers use in the class is to create concrete 

experiences to use the second language in a meaningful way. The teachers do this by 

integrating language arts and math skills during carpet time. The examples below show 

how the teachers integrate math into carpet time and teach the children the numbers, 

counting, and values (i.e., unity) of the numbers. 
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Scene "Integration of language arts and Math skills" 

(Jan. 24,01) 

The day had just started in class 21. The children were on the carpet and they were 

counting the days on the calendar. Mademoiselle F. asked: 

Mademoiselle F. (MF): Qu'est-ce que j'ai touche plusieurs 

fois ? Qu'est-ce que j'ai touche plusieurs 

fois? Sally? 

(What did I touch several times? 

What did I touch several times? Sally?) 

S; Dix 

(Ten) 

MF: C'etait un. Amy? Les numeros 

quand on compte par 5! Encore une fois? 

(That was one. Amy? The numbers 

when we count by 5. One more time?) 

Ss: cinq, due, quinze, vingt 

(five, ten, fifteen, twenty) 

MF: Et qa va etre? 

(And that's going to be?) 

Ss: vingt-cinq 

(Twenty-five) 

MF: 25. Compte par deux. 

(25. Count by two!) 

Ss and MF: 2,4, 6,8, 10,12, 14, 16, 

18,20,22,24 

MF: Okay, les jours de la semaine, s'il vous plait. 

(Okay, the days of the week, please!) 

Ss: Lundi, mardi, mercredi, jeudi, vendredi, 

samedi, dimanche. 

(Monday, Tuesday, Wednesday, Thursday, Friday. 

Saturday, Sunday) 

MF: A rebours 



297 

(Backwards!) 

Ss: Dimanche, samedi, vendredi, jeudi, mercredi, 

lundi. 

(Sunday, Saturday, Friday, Thursday, Wednesday, 

Tuesday, Monday) 

MF: Qui peut le faire a rebours avec les yeux fermes? 

Qui peut? Danny, tu peux? Vas-y? 

(Who can do it backwards with their eyes closed? 

Who can? Danny, can you? Go ahead!) 

D: Dimanche, samedi, vendredi, jeudi, mercredi, 

mardi, lundi. 

(Sunday, Saturday, Friday, Thursday, Wednesday, 

Tuesday, Monday) 

MF & ML: Magnifique, bravo! 

(Magnificent, bravo!) 

MF: Est-ce qu'il y a une fille qui peut le faire? 

Line fille qui peut faire, Sarah, tu peux? Vas-y. 

Ecoutez. 

(Is there a girl who can do it? A girl who can do. 

Sarah, can you? Go ahead. Listen!) 

S: Dimanche, samedi, vendredi, jeudi, mercredi, 

mardi, lundi. 

(Sunday, Saturday, Friday, Thursday. Wednesday, 

Tuesday, Monday) 

MF: Bravo! 

(Bravo!) 

The students counted the days of the week many times in different versions. 

Mademoiselle F. cheered every time a student counted correctly. Then, she asked the date: 

MF: AujourdTiui, c'esL..Terry! 

(Today is.-..Terryl) 

T: AujourdTiui, c'est le 24. 

(Today is the 24th.) 
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MF: C'est le 24. 11 y a combien d'unites 

dans le numero 24? Combien d'unites? 

(Today is the 24th. How many ones are there 

in the number 24? How many ones?) 

S: Vingt-quatre. 

(24!) 

MF: Non, ce n'est pas ga! Amy? 

(No, that's not it! Amy?) 

A: Quatre. 

(Four.) 

MF: Quatre et il y a combien de dizaines? Lilly? 

(Four and how many tens are there? Lilly?) 

L: Deux 

(Two) 

MF: OK. C'est le 24 aout. 

(OK. It's August 24lh) 

Ss: Non! 

(No!) 

MF: C'est le 24 de quel mois? Barry? 

(It's the 24th of which month? Barry?) 

B: Janvier 

(January) 

MF: Janvier. Viens ici, nous allons epeler. 

(January. Come here, we're going to spell it.) 

The children spelled January. Then Mademoiselle F. moved to the place/value chart. 

The teachers staned to use place/value chart this year. Mademoiselle F. stated that the 

children already understood better that they had to have 10 ones to make a tens place and a 

hundred to make a hundreds place. Then she added: "...the kids already know it, they 

understand it cause we've been doing it everyday of the year." (Interview, April 26.01) 

Mademoiselle F. (MF): Combien d'autres jours est-ce qu'on 

va ajouter? Alors on a deja quel numero? 
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(How many other days at school are we going 

to add? We already have what number?) 

Students (Ss): Quatre-vingt-huit. 

(Eighty-eight.) 

MF: Quatre-vingt-huit! Qu'est-ce qu'on va faire? 

(88! What are we going to do? 

Ian was standing with her.) 

MF: Qu'est-ce qu'il va faire? 

(What's he going to do?) 

Ss: (in unison) II va changer le 8 avec ie 9. 

(He's going to exchange 

the 8 with the 9.) 

MF; Q va changer le 8 avec le 9. 

Victor, est-ce que tu sais le nouveau 

nume'ro que tu as fait? 

(He's going to exchange the 8 with the 9. 

Victor, do you know the new number that you made?) 

V: Quatre-vingt-neuf. 

(Eighty-nine.) 

MF; Est-ce qu'il a raison? 

(Is he right?) 

Ss: Oui. 

(Yes.) 

MF: n va le dire encore une fois 

(He will say it again!) 

Ss: Quatre-vingt-neuf. 

(Eighty-nine) 

After this, the class added one cent for each day. Mademoiselle F. grabbed ajar fiill 

of coins, opened it, and let Victoria take a coin. Victoria put the coin on the money chart. In 

carpet time. Mademoiselle F. made mistakes on purpose. She wanted the children to find 

her mistakes and she was doing this to keep the children's interest up and make them be 
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aware all the time. The following dialogue took place when the children were counting the 

school days in December 2000. 

Mademoiselle F. (MF): Hier, qa faisait soixante-six jours 

a I'ecole. 

(Yesterday it was sixty six days at school.) 

Students (Ss) with MP: Soixante-sLx. 

(Sixty-sLx) 

MF: Alors, aujourd'hui qa va etre 

soixante-cinq. 

(So, today's going to be sixty five.) 

Ss: Soixante-cinq. Non! 

(Sixty-five! No!) 

MF: Alors aujourd'hui (ja va etre 

soLxante-six? 

(So, today's going to be sLxty-sLx?) 

Ss: N'on! 

(No!) 

MF: Soixante-huit? 

(Sixty-eight!) 

Ss; Non! 

(No!) 

MF: Cest aujourd'hui, 9a fait combien de 

jours a I'ecole? Parce qu'on va faire ici 

la phrase mathematique, n'est-ce pas? 

(Today that makes how many days at school? 

Because we're going to do the math problem, right?) 

The children were rustling, raising hands. 

MF: Soixante-six plus... 

(Sixty-six plus...) 

S: Un 

(One) 

MF: Un. Mais tu n'as pas leve la 
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main. Excusez-moi, c'est ma faute 

aussi. La phrase mathematique va etre... 

(One, but you didn't raise your hand. 

The math problem is going to be...) 

Ss; Soixante-six. 

(Sixty-six) 

MF: Soixante-six plus un 

(SLxty-six plus one) 

Ss (with MF) plus un 

(plus one) 

MF: Alors, qui peut le faire? Qui 

peut le faire? Gina, tu peux? 

(So, who can do it? Who can do it? 

Gina, can you?) 

G: Soixante-six plus un egale soixante-sept. 

(Sixty-sLx plus one equals sLxty-seven.) 

MF: Soixante-sept. Bravo! C'etait une phrase 

complete? Qui. oui, c'e'tait une phrase complete. 

(Sixty-seven. Bravo! Was it a complete sentence? 

Yes, yes, it was a complete sentence.) 

Ss: Oui. 

(Yes.) 

It is important for Mademoiselle F. that the answers were in complete sentences. 

According to her, the children give more accurate responses if they answer in complete 

sentences. 

Gina took away the 6 and put on the 7. 

MF: Elle enleve le six... 

(She takes away the 6...) 

Ss: et elle met le sept! 

(and she puts on the 7!) 

MF: Elle met le sept. Alors, c'est combien de 
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dizaines maintenanl? Qui sait? Qui sait? 

Combien de dizaines? Terry? 

(She puts on the 7. So how many tens 

is that now? Who knows? Who knows? 

How many tens? Terry?) 

The children raised hands. 

T; SoLxante 

(Sixty) 

MF: Combien de dizaines? 

(How many tens?) 

T; Six 

(Six) 

MF: Et combien d'unites? Barry? 

(And how many ones? Barry?) 

B; Sept 

(Seven) 

Scene "PlaceA/alue Chart" 

(April 24,01) 

In an other example, the children were changing the numbers on the place/value 

chart based on the days spent in the school. The children had been counting how many 

school days were left and putting the numbers on the the chart based on their values. They 

were also supposed to explain when they changed the numbers on the place and value chart. 

Mademoiselle F. (MF): Alors, nous avons passe combien de 

jours a I'ecole? Chelsea? 

(Well, how many days have we spent in 

school? Chelsea?) 

C: Cent quarante. 

(A hundred and forty.) 

ML: Cent quarante...? 

(A hundred and forty...?) 
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He went up with the voice to show that there was something to add at the end. 

S:TROIS!! 

(THREE!!) 

ML: Cent quarante-trois...aujourd'hui 

nous allons ajouter QUOI? 

(One hundred forty three...today we will add WHAT? 

S: Quatre. 

(Four.) 

ML: Alors, nous avons 144 aujourd'hui? 

(Well, do we have 144 today?) 

S: Oui! 

(Yes!) 

ML: Alors, vous allez ajouter QUOI??UNE...? 

(Well, WHAT are you going to add?? ONE...?) 

S: UNITE 

(UNITY) 

S: Une unite! 

(One unity!) 

ML: Rebecca, nous allons ajouter quoi? 

(Rebecca, what will we add?) 

R: Une unite. 

(A unity) 

ML: Une unite! Qui veut changer tout ce qu'il faut ici? 

Qui veut changer? Et PARLER? DECRIRE ce que vous 

faites! Bob, tu peux? 

(A unity! Who wants to change what we have to change? 

Who wants to change? And SPEAK? DESCRIBE what you 

do? Bob, can you do it? 

Bob came to the front of the chart and began to explain. He took the number three 

and put number four in order to make 144. 

B: On va enlever le trois...et je mets le quatre. 

J'ai une autre unite et je mets le quatre. 
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(We will take off three...and I put the other. 

I have another unity and I put the four.) 

Another example comes from May 17,01. Mike was in front of the chart and was 

changing the number. The chUdren repeated after him. 

The children were changing the days from 159 to 160 school days. 

Mademoiselle F. (MF): Okay, cent cinquante-neuf! 

(Okay, one hundred fifty-nine!) 

Ss: Cent cinquante-neuf! 

(One hundred fifty-nine!) 

MF: Cent cinquante-neuf jours! 

(One hundred tlfty-nine days!) 

Ss: Cent cinquante-neuf jours! 

(One hundred fifty-nine days!) 

Mike: Cinq dizaines! 

(Five blocks of ten!) 

Ss: Cinq dizaines! 

(Five blocks of ten!) 

Mike: Neuf unites! 

(Nine unities!) 

Ss: Neuf unites! 

(Nine unities!) 

MF; Okay, Continuons sur les unites... 

(Okay, Let's continue on the unities...) 

The children counted from one to nine. Then Mademoiselle F. changed the number 

from 159 to 160. She said the number and the children repeated after her. 

MF: Cent soixante! 

(One hundred and sixty!) 

Ss: Cent soixante! 
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(One hundred and sixty!) 

MF: Une ceniaine. 

(A block of hundred.) 

Ss; Une centaine. 

(A block of hundred.) 

MF: Six dizaines! 

(Six blocks of hundred!) 

Ss: Six dizaines! 

(Six blocks of hundred!) 

MF: Zero unites! 

(Zero unities!) 

Ss: Zero unites! 

(Zero unities!) 

Then the children moved to the money chart. They were learning how to count and 

identify coins. Everyday they added one cent to the jar. Mademoiselle F. asked pointing to 

the jar 

MF: Qu'est-ce que vous voyez? 

Qu'est-ce que vous voyez, Terry? 

Qu'est-ce que tu vois? 

(What do you see? What do you see, 

Terry? What do you see?) 

T: Je vois les, Je vois...les pieces 

de un cent. 

(I see the. I see...the I cent coins.) 

MF: OK. 

(OK.) 

T: Et une piece de cinq cent. 

(And a 5 cent coin.) 

MF: Oh, l^ la 

(Wow) 

S: Oh, l^ la 

(Wow) 
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Mademoiselle F. told him to remove all the I cent coins. He removed them. 

MF: Un 

(One) 

MF and Ss: deux, trois, quatre, cinq 

(two, three, four, five) 

They counted while he was removing them. 

MF: S'il enleve cinq cents, s'il enleve 

cinq cents, qu'est-ce qu'il faut mettre? 

(If he removes 5 cents, if he removes 

5 cents, what do we need to put?) 

S: Une piece de cinq cents. 

(A 5 cent coin.) 

MF: S'il enleve cinq cents, il faut 

mettre cinq cents. Combien encore? 

(If he removes 5 cents, it is necessary 

to put 5 cents. How many still?) 

Ss: Vingt-cinq, trente-cinq, quarante, quarante-cinq. 

(Twenty-five, thirty-five, forty, forty-five.) 

MF: Vingt-cinq, trente-cinq, quarante, quarante-cinq. 

(Twenty-five, Thirty-five, forty, forty-five.) 

Ss: Vingt-cinq, trente-cinq, quarante, quarante-cinq. 

(Twenty-five, thirty-five, forty, forty-five.) 

MF: Est-ce qu'on peut enlever d'autres pieces? 

(Can we remove other coins?) 

S: Je vais enlever les deux pieces de cinq cents. 

(I am going to remove two five-cent coins.) 

MF: Est-ce qu'elle peut faire 9a? 

(Can she do that?) 

Ss: Non, Oui. 

(No, Yes.) 

MF: Est-ce qu'elle peut enlever une piece, 

deux pieces de cinq cents et mettre une piece 
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de dix cents? 

(Can she remove a coin, two five-cent coins 

and put a ten-cent coin?) 

Ss: Oui. Non. 

(Yes. No.) 

MF: Alors, vas-y. Amy. EUe enleve tous les 

pieces de cinq cents et elle veut mettre une piece 

de dbc cents. Maintenant ii faut compter encore. 

Vous etes prets? 

(Go ahead. Amy. She removes all the 5 cents 

and she wants to put a 10 cent coin. Now we have 

to count again. Are you ready?) 

Some Ss: Oui, Oui 

(Yes, Yes) 

MF: Est-ce que vous etes prets? 

(Are you ready?) 

All Ss: Oui, Oui. 

(Yes. Yes.) 

MF: Comptez avec moi! 

(Count with me!) 

Ss: Vingi-cinq, trente-cinq, quarante-cinq. 

(Twenty-five, thirty-five, forty-five.) 

Work on the place/value chart also provide opportunities for drawing the children's 

attention to the form of the second language. Grammar instruction occurs in a 

communicative context 

The day is March the 7th and Mademoiselle F. asked the children to change the date 

on the place/value chart. She asked the class what they wanted to do. 

Student (S): Je veux changer le six avec le sept. 

(I want to change the sLx against the seven.) 

MF: Tu VEUX le faire? (emphasized VEUX) 

(You WANT to do that?) 
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S: Oui. 

(Yes) 

MF: EUe enleve... 

(She takes off...) 

Students (Ss): Elle enJeve le six et elle met le sept! 

(She takes off the six and puts the seven!) 

MF: J'avais demande a Rebecca: Qu'est-ce que to VEUX faire? 

Et elle a dit... 

(I have asked Rebecca: What do you WANT to do? And she said....) 

Ss: Je VEUX faire 

(I WANT to do) 

MF: Et j'ai demande a Lilly: Lilly, qu'est-ce que tu VAS faire? 

(And I asked Lilly: Lilly, what WILL you do? 

Ss: Je vais faire 

(I am going to do) 

MF: Et j'ai demande a Amy: Amy, qu'est-ce que m 

peux faire ici? 

(And I asked Amy: Amy, what can you do here?) 

Ss: Je peux faire 

(I can do) 

MF: Et j'ai demande a Terry: qu'est-ce...? 

(And I asked Terry: What does....?) 

S: Esi-ce qu'elle sait? 

(Does she know?) 

MF: Est-ce qu'elle sait comment le faire? 

Et qu'est-ce qu'U a dit? 

(Does she know how to do it? 

And what did he say said?) 

Ss: Elle sait comment le faire. 

(She knows how to do it.) 

MF: Okay, on va voir! 

(Okay, we will see.) 
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The class started to count the numbers from one to seven and the date 'six' had 

already been changed to 'seven.' 

Strategy 4- Creating Meaningful Communicative Contexts 

The fourth teaching strategy that is used to promote the children's oral output is 

creating meaningful communicative contexts. Monsieur L. thinks that classroom 

management is important in helping to create contexts where the children can use the second 

language. For example, the class has two children assistants per day and the children 

assistants have jobs and they take orders from the teachers all day. They know what the 

orders are because they heard from the other assistants who did them. According to 

Monsieur L., these kind of management routines are important for language learning 

because the children not only do what the teacher said and they sometimes have a question 

about what they are supposed to do. For instance, the teachers asks the assistants to bring a 

dictionary from the table or if there are visitors at the door, the teacher might ask the 

assistants to open the door and welcome the visitors. 

The scene below shows a converstation between Mademoiselle F. and the children 

about their weekend activities. 

Scene " What did you do yesterday?" 

(Feb. 15,01) 

It was the beginning of the week; Monday, and Mademoiselle F. asked the class 

what they did the day before. The hands were raised. 

Mademoiselle F. (MF): Victor, qu'est-ce que na as fait hier? 

(Victor, What did you do yesterday?) 

V: J'ai joue avec •mon tante 

(I played with my aunt) 

MF: Okay, Lilly, qu'est-ce que tu as fait hier? 
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(Okay, Lilly, what did you do yesterday?) 

L: Mes soeurs... 

(My sisters...) 

MF: Tu as joue avec tes soeurs. Okay. 

Tim, qu'est-ce que tu as fait hier? 

(You played with your sisters. Okay, 

Tim. what did you do yesterday?) 

T: Je et (inaudible) *va a Tailor Ross acheter un 

helicoptere. 

(Me and (inaudible) go to Tailor Ross buy a 

helicopter.) 

MF: Hmn, tu as achete un helicoptere. 

Sarah, qu'est-ce que tu as fait hier? 

(Hm, you bought a helicopter. Sarah, 

what did you do yesterday?) 

S: *Manger a Fish'N Chips. 

(Eating at Fish'N Chips.) 

MF: Tu as ete manger Fish'N Chips? 

(You have been eating at Fish'N Chips?) 

MF: Meg, qu'est-ce que tu as fait hier? 

(Meg, what did you do yesterday?) 

M: J'ai ete avec mon papa. 

(I was with my Dad.) 

MF: Jim? 

J: J'ai ete au theatre. 

(I went to the theater.) 

MF: Au theatre ou au cinema? 

(To the theater or to the cinema?) 

J: Au cinema! 

(To the cinema!) 

MF: Qu'est ce que tu as vu? Quel titre? 

(What did you watch? Which title?) 

J: J'ai oublie! 

(I forgot!) 



MF: Tu as oublie! Est-ce que c'eiait uti film 

d'animation avec des figures comme Bugs 

Bunny ou Micky Mouse? 

(You forgot! Was is a cartoon with figures 

such as Bugs Bunny or Micky Mouse?) 

J: Non! 

(No!) 

Jim could not remember it. Then the teacher asked Sally. 

MF: Sally, qu'est-ce que m as fait hier? 

(Sally, what did you yesterday?) 

S: J'ai regarde la tele et...j'ai mange avec ma 

maman. 

(I watched TV and....I ate with my mom.) 

MF: Gina, qu'est-ce que m as fait hier? 

(Gina, what did you do yesterday?) 

G: Hier, j'ai mange de la glace et on a regarde 

un film. 

(Yesterday I ate ice cream and we watched a movie) 

MF: Un video? Un film? Tu sais que c'etait? 

(A video? A movie? You know what it was?) 

G: J'ai vu, Scooby-Doo. 

(I watched Scooby-Doo.) 

MF: Chelsea, qu'est-ce que tu as fait hier? 

(Chelsea, what did you do yesterday?) 

C; J'ai mange et mange... 

(I ate and ate...) 

MF: Tu as mange toute la joumee? 

(You ate the whole day.) 

The children laughed. 

MF: Est-ce que tu as mange une carotte, et du 

celerie, du pain, de la saucisse, du firomage? 

(Did you eat a carrot, celery, bread, 

sausage, cheese?) 

C: J'ai mange des sandwichs 
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(I ate sandwiches) 

MF; Des sandwichs, okay... 

(Sandwiches, okay...) 

C: Et J'ai *pris une sieste! 

(And I took a nap!) 

There was a friendly atmosphere in the class; the children were eager to tell what 

they did at the weekend. 

Another conversation took place when Monsieur L. went to the dentist to get braces 

for his teeth. Mademoiselle F. was also wearing braces. She told the children braces 

helped stopping the teeth from moving around. She wrote "appareils" (braces) onto the 

board. Sarah raised her hand. She also would soon wear braces when her parents moved to 

Texas. Mademoiselle F. said this was a genuine opportunity to use the language in a 

meaningful context. 

Scene "Braces" 

(March 7,01) 

Sarah: Je n'aime pas les appareils aux dents! 

(I don't like braces on my teeth?) 

MF: Est-ce qu'il y a des dentistes qui mettent 

des appareils au Texas? 

(Are there dentists who use braces in Texas?) 

S: Oui! 

(Yes!) 

Gina raised her hand and said: 

G: Je ne veux pas des appareils parce que tu peux pas 

prendre...comment dit-on brush teeth? 

(I don't want braces because you can't take-

how do you say brush teeth?) 

MF: *brosse 

(a brush) 
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G: brosser tes dents. 

(brush the teeth.) 

In another conversation, the children were talking to Mademoiselle F. about when 

they speak French outside of the class. It was the beginning of the day. 

Scene "Conversation" 

(April 25,01) 

Sam: Et she asked me quelque chose...Et ma maman a dit: 

est-ce que tu veux qa? 

(And she asked me something...And my mother said; do you 

want that?) 

Mademoiselle F. (MF): En fran<jais ou en anglais ? 

(In French or in English?) 

Sam: En franqais! Et j'ai dit: Qui, je veux beaucoup, mais en 

franijais! Parlez tout en franqais! 

(In French! And I said: Yes, I want this very much, but 

in French! Talking everything in French!) 

Mademoiselle F. laughed. Mike raised his hand. 

MF: Mike? 

M: Quand je fais mes devoirs, moi, je parle beaucoup 

en franqais, mais pas en anglais! 

(When I do my homework, I speak a lot of 

French, but no English!) 

MF: Oh la la! Gina? 

(Wow! Gina?) 

Gina: Je veux dire quelque chose qui s'est passe *dans 

les vacances. J'ai vu quelqu'un de ma classe! 

Et c'etait...T'un! 

(I want to say something what has happened during 

the vacation. I have seen somebody from my class. 

And it was...Tim! 

MF: Et est-ce que vous avez parle en franqais? 
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(And did you speak French?) 

G: Un petit peu! 

(A little bit!) 

MF: Victor? 

V: Quand je parle anglais apres I'ecoie, j'oublie le 

franqais. 

(When I speak English after school, I forget 

French.) 

MF: Oh la la, c'est vrai, quand tu paries anglais, 

tu peux oublier le franqais. 

(Oh, yes it is right, when you speak English, you 

can forget French.) 

Rebecca: Quand je suis tres fache'e avec ma maman ou avec 

mon papa, je dis des choses en franqais, et ils ne 

*sait pas ce que je dis, et mon frere et moi *mon 

soeur, nous parlons franqais. 

(When I am very angry against my Mom or my 

Dad, I say things in French and they don't know what 

I am saying, and my brother and I and my sister, we 

speak French.) 

Student (S): Pendant le demier e'te, je n'ai pas oublie le 

franqais! C'etait dans *mon tete tout le temps!! 

(During the last summer I didn't forget French! 

It was the whole time in my head!) 

MF: C'etait dans ta tete tout le temps? Oh la 

la! Ana? 

(It was the whole time in your head? Oh la, la! 

Victoria? 

V: Mon amie parle franqais et mon autre amie 

ne parle pas franqais, juste anglais, et moi et 

mon ami, nous parlons toujours en frangais, et 

mon autre amie se fache: Parlez anglais! 

(My friend speaks French and my other friend does 

not speak French, just English, and me and my friend. 
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always speak French, and my other friend gets angry; 

Speak English!) 

MF: Sally? 

S: Quand j'ai ete dans la voiture avec ma maman, ma 

maman a dit....-comment dit-on Quasimodo? 

(When I have been in the car with my mother, my 

mother said...how do you say Quasimodo? 

MF: C'est la meme chose. 

(This is the same thing) 

Sally: Parce que j'ai pas de dents et j'ai dit: je suis 

Quasimodo! 

(Because I have no teeth and I said: Quasismodo! 

MF: En fran^ais? 

(In French?) 

S: En franqais. 

(In French.) 

Terry: Je parle avec ma soeur en franqais. Elle dit: 

Arrte! Et je ne veux* tout le temps parler en 

franqais, c'est pas juste. 

(I speak French with my sister. She says: Stop! 

And I don't want to speak French all the time, this 

is not correct.) 

MF: Tu as parle fran^ais ou tu n'as pas parle fran^ais 

a la maison? 

(Did you speak French or didn't you speak French at 

home?) 

T: J'ai parle franqais, mais a la maison j'aime pas 

parler franqais. 

(I spoke French, but at home I don't like speaking 

French.) 

MF: Pourquoi tu n'aimes pas parler franqais 

a la maison? 

(Why don't you speak French at home?) 

T: Parce que je parle fran^ais avec ma maman 
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et mon papa et Us sont... 

(Because I speak French with my Mom and Dad and they are...) 

MF: lis ont confiis*? Oh... 

(They are confused? Oh...) 

The children liked talking with the teachers about their lives and their personal 

experiences. 

Mademoiselle F. stated that: 

I like to having meaningful experiences with the kids. You know that's 

why like yesterday, celebrating my birthday with the kids and then telling 

them I got engaged, that's just like I don't know how many teachers I had 

when I was growing up that would have done something like that would 

been like 'Okay...listen I have a surprise to tell you and...I just can't 

imagine of a single teacher that I have that would get down to that 

personal level with the kids and I just think that it's so important, 

so important. (Interview, April 25,01) 

Monsieur L. said that unstructured time, such as word games that the children play 

before carpet time after they do their seat work, also encourages them to talk to each other. 

Monsieur L. pointed out the children are willing to take more risk-takers and added that: 

You know, these kids are to the point where they don't even know 

they're speaking in French. It's just automatically coming here... well, 

you speak French here. There is no question out and they don't feel 

forced really may be a little bit in the beginning.. .but they are so young 

and impressionable so you can get that in the kids and expect that for 

the rest of the year then you won't be struggling with much of the thing 

when they are older. (Interview, May 17,01) 
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Inleqpretalion of Findings on Carpet Time 

Developing students' phonics ability by decoding and pronouncing words; teaching 

them the form, grammar of the second language; and building their vocabulary knowledge 

particularly in high-frequency words were the learning objectives that Mademoiselle F. and 

Monsieur L. aim to accomplish in carpet time. In order to achieve these objectives, the 

teachers used analytic and experiential teaching strategies. In analytic teaching strategies, 

the teachers used flash cards, word walls, and cubes in order to introduce the French 

alphabet and its related sounds and built the students' awareness of the relationship between 

letters and sounds in the second language. The teachers also asked the students to make 

sentences with the words to be able to check the students' comprehension, increase the 

retention of the words, and provide opportunities for the use of the oral second language. In 

experiential teaching surategies, the teachers planned for integration of language arts and 

math skills. The teachers used linguistic modeling, peer teaching, creating concrete and 

communicative learning experiences to encourage oral second language production and to 

increase the students' understanding toward the content material. 

Table 5.1 shows the quantity of teacher talk and the student(s)' oral second language 

production. The frequency counts presented in Table 5.1 are based on two-hour data that 

that were randomly selected from carpet time between November 2000 and May 2001. The 

percentages in Table 5.1 are weighted by different values. So the numbers are not summed 

to one hundred. The percentages include the quantity of the students' responses as 

influenced by the value of the utterance. A complete discussion is in Chapter 3. The 

horizontal line labeled "Teachers" demonstrates the number of time the teachers used low-

level, high-level questions, and prompting in her interactions with the students. The 

horizontal lines labeled "Student" and "Students" show the percentages of responses given 

by individual students or the students as a whole class. These percentages of responses are 

the smdent(s)' responses given to the teachers' low-level, high-level questions, and 
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prompting. Low-level, high-level questions and prompting are explained in Qiapter 3 

(Methodology). Student(s)' oral second language output are analyzed in four categories: 

minimum, phrase, clause, and sustained. Low-level, high-level questions, and prompting 

were found as the predominant features of the teachers' talk within carpet time. These 

feamres of teacher talk facilitated verbal interaction and learning. In the Table below, 

student-initiated talk refers to the students' participation either by asking questions or 

expressing opinions within the context of the lesson. Student-initiated talk is not teacher-

elicited response. 
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Table 5.1 

Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and their Students in 

Carpet Time between Nov'OO-May'Ol (Based on Two Hours of Data) 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teachers 107 36 140 

Student Minimal 28% 38% 29% 

Phrase 14% 33% 22% 

Clause 25% 92% 49% 8% (High-

Level 

Questions) 

Sustained 8% 44% 3% 

Students Minimal 48% 11% 31% 

Phrase 6% 10% 

Clause 20% 21% 

Sustained 9% 

Key 

Minimal: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances (Two points value) 
Clause: Sentence level utterances (Three points value) 
Sustained: Longer than sentence level utterances (Four points value) 

(Taken from Swain, 1996) 

As shown in Table 5.1, within the framework of analytic and experiential teaching 

strategies, the teachers asked various types of questions in order to facilitate and sustain the 

participation of the students. Among the most significant and consistent type of questions 

are the ones that represent low-level and higher-order thinking. At the end of the analysis of 

the teacher-student(s) discourse in carpet time, it was found that the teachers used a high 
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frequency of low-level questions in order to elicit repetitive, recall type of student utterances. 

In response to the teachers' low-level questions, the student(s) responsed with one word, two 

words, phrase, and sentence level utterances. The students' language production as a whole 

class had been the utterances that were the repetition of a single student's response to the 

teachers' questions. Sample of the teachers' quesuons and the student(s)' responses (written 

in italics) to these questions are also shown in Figure 5.5. 
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Low-Level Questions High-Level Questions Prompting 
Is she right or is she wrong? 
S: She is not wrong, she is 
right. 
Ss: Right! 
Is it summer? 
Ss: Yes/No 
S: Yes, it's summer. 
Ss:No, spring! 
Is he right? 
Ss:Right! 
S: No, he is not right! 
Do you agree? 
S/Ss: Yes/No 
What's the month? 
Ss: January 
What's the season? 
Ss: Winter! 
S: The season is winter! 
What's today? 
S:Today is Dec. 5. 
Is the weather going to be 
hot or cold? 
Ss/S: Hot 
Tell me one thing she is 
going to eat at Pizza Hut. 
S: Pizia, 
Ss: Sausage 
S: Salad 
What is she going to wear in 
Libya? 
S: She is going to wear T-
Shirt in Libya. 
Ss: She is going to wear T-
Shirt in Libya. 

How many cubes do I need 
to put above 'says'? 
S:2  
How do you know that the 
word is 'chercher' (look for)? 
S: Because I see c and h 
Why did the frogs change 
their colors? 
S: Because it's spring! 
What did you do yesterday? 
S: I played with my aunt. 
S: I was with my Dad. 
Can you explain me? 
S: We will put of three... and 
I put the other. I have 
another unity and I put the 
four. 
Why don't you speak 
French at home? 
S: Because I speak French 
with my Mom and Dad and 
thev are.... 

Who can tell me the date? 
S: Today is February 15th. 
Who knows today's date? 
S: February 15th! 
Who can tell me the weather 
today? 
S: The weather has clouds. 
Ss: Cloudy! 
S: There is sun and / think 
there is sun because it is not 
cold outside. 
The number of the month, 
who knows? 
S: 25 
And after four, it's going to 
be...? 
S: Five! 
Ss: It is going to be five! 
It's correct here, right? 
Ss: Yes! 
Ss: Right! 
S: No, it's not correct! 
Today is...? 
Ss: May 17th. 
S: Today is May 17th. 
Who can use this word in a 
sentence? 
S: We can buy things for the 
birthday of my mom. 
Everybody! 
Ss: We can buy things for 
the birthday of my mom. 
Who can read this word 
here? 
Ss: Carrot 
Can everybody spell succette 
(lollipop)? 
Ss: S'U-c-c-e-t-t-e 

Figure 5.5. Teacher and student{s) language patterns for low-level, high-level questions, and 

prompting in carpet time 
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In carpet time, the teachers did not use high-level questions as frequently as they 

used low-level questions. The low-level questions drew the snjdents' verbal participation 

both as individual students and as a whole class. Most of the time, the teachers asked high-

level thinking questions in experiential teaching strategies while they were creating concrete 

and communicative contexts for the students. The individual students responded to these 

questions with one-word, two-word, phrase and sentence level utterances. However, the 

majority of the student responses were at the sentence level (92%) and longer than a 

sentence level utterances (44%). It was found that 8% of the utterances were initiated by 

individual students in response to the high-level questions and these utterances were in the 

sentence level. The data revealed that high-level questions allowed more extended student 

verbal output and presented opportunities for snident-initiated talk. 

The teachers prompted the questions 140 times in order to invite the student(s) to 

respond. Their tone of voice went up when they were prompting questions. They mainly 

used prompting to encourage more snident participation. Prompting drew responses both 

from individual students and the students as a whole class. The individual student 

responses were in minimal, phrase, and sentence level. The responses given by a whole 

class of the students were the repetition of a response given by an individual soident. 

However, the majority of the responses to the teachers' prompting were the individual 

student responses (49%) which were at the clause level. 
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Reading Aloud Time 

Daily Routine 

After lunch, the children start to read their books that they had picked in the morning 

from the class library. Mademoiselle F. sets the timer to 15 minutes and silent reading time 

starts. Some students read on their desks individually, and some of the students read on the 

carpet to each other. At the end of the 15 minutes, the students get ready for booksharing. 

The teachers pick a couple of students each day to share what they read. The student who is 

picked by the teachers comes to the front of the chalkboard and summarizes what he or she 

has read. She or he might also read a page from the book. After booksharing, the students 

gather around the teacher on the carpet and the teacher reads aloud and the students listen. 

Both Mademoiselle F. and Monsieur L. are in charge of reading aloud. If Mademoiselle F. 

reads one day. Monsieur L. reads the next day although there is no specific sequence in 

their reading aloud. 

The teachers pick books from the class library based on the sound, letter, and 

vocabulary taught that week. Before starting to read aloud, the teachers give the children 

instruction on a story structure (i.e., who, when, where, and why). During or after reading, 

the teachers asks the children questions about the story based on the specific structure. 

After reading aloud, the class moves the show-and-tell activity. Show-and-tell is one of the 

learning experiences that takes place in reading aloud time. The student assistants of the 

day bring something on their own and share it with their classmates. In response, the rest of 

the children also ask questions about the objects brought to class. 
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Experiential Teaching Strategies 

The first experiential teaching strategy is to develop the students' phonological 

awareness during or after reading aloud a story. The teachers draw attention to the 

particular sounds in a story and provide learning experiences that reinforce the students' 

phonetic knowledge within the context of a story. The second experiential teaching strategy 

is the use of comprehension questions in order to increase the children's participation and 

understanding toward the story and practice the story structures. The third teaching strategy 

is to create opportunities so that the children share their knowledge with their classmates. 

There are two learning experiences used for this purpose. The furst one is booksharing and 

the second one is show-and-tell. These three teaching strategies aim to provide contexts for 

the students' oral second language use by also developing their reading skills. 

Strategy I - Focus on Form: Nursery Rhvmes 

Nursery rhymes are frequently used in the reading aloud time. The children like 

sounding them out and the teachers think that they are useful in developing the students' 

phonetic knowledge and skills. The teachers also write the rhymes onto poster paper and 

this gives the students the chance to read the rhymes while they are saying them. Then the 

teachers read the ryhmes and the students repeat as a whole class. They are also put into 

parmers so that they could read the rhymes in partners. 

In the example below. Monsieur L. is reading a book on a white elephant, called 

Alban. At the beginning of the week, the class has started to work on pronouncing the nasal 

sounds and by the help of this story, the children practice the nasal sounds that are 

presented in a nursery rhyme format. 
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Scene "Reading: Alban " 

(Feb. 15,01 ) 

The students were sitting around Monsieur L. who was reading the story. 

Mademoiselle F. was also sitting with the children on the floor. Monsieur L. first showed 

the picture of the book, called Alban. Then, he told the author's name and the illustrator's 

name. He started to read: "Alban is a white elephant. The other elephants don't like Alban." 

Some of the students imitated the nasals and rhymes in the story. Monsieur L. 

raised the tone of his voice by placing emphasis on the rhymes and placing a higher pitch 

intonation on the last syllable of each sentence. 

Monsieur L. (ML): AlBAN, restauRANT. Qu'est-ce que vous 

entendez? 

(AlBAN, restauRANT. Do you hear it?) 

Students (Ss): en, an 

en, an) 

ML: Alban...c'est quoi. les lettres qui 

font le son? Est-ce que vous entendez 

o or a ? 

(Alban....What are the letters that make 

this sound? Do you hear o or a?) 

Ss: a 

(a) 

ML: Ecoutez! (He reads) Alban mange beaucoup. 

Cela comprend. C'est un ^ephant. 

(Listen. Alban eats a lot. Thai's 

normal. It's an elephant.) 

ML: (continues to read) En sortant du 

restaurant. Alban entend une maman 

qui parle a son enfant. 

(While leaving the restaurant, 

Alban sees a Mom who talks to her child.) 



326 

The children ail laughed. 

Monsieur L. continued to read: "The little child wants to see Alban, Alban the 

elephant. Alban hears the little child and his mother. 1 am Alban,' tells the mother. 'And 

yes, I am white. I am the only white elephant in St Laurent!"' 

Tim: Qu'est-ce que c'est? 

(What is that?) 

ML: St. Laurent? 

(St. Laurent?) 

Arthur Ville! 

(City!) 

ML: La ville St. Laurent! 

(The city of St Laurent!) 

Then Monsieur L. read the story again. He sounded out the first syllable of the 

nasal words and then asked the children to complete them. The children completed the 

words by finding the correct rhymes. Every time the teacher began a word that the students 

were supposed to finish, he raised the intonation of his voice. 

ML: d'avoir vu Al... 

(having see Al...) 

Ss: ban 

(ban) 

ML: L'ele... 

(The ele...) 

Ss: phant! 

'(phant)! 

ML: L'en... 

(The chi) 

Ss: fant 

(child) 

ML: parce qu'il est... 

(because he is...) 
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Ss: blanc! 

(white!) 

After working on the sounds in the story book that were assigned for a particular 

week, the teacher moved to check the students' undertanding about the content of the story. 

Thus, he asked comprehension questions based on the story structure that they learned. 

The second experiential teaching strategy was asking comprehension questions about a 

story and inviting the children to respond. 

Strategy 2- Comprehension Questions about a Story: Focus on Storv Structures 

The teachers told the children the purpose for reading. For instance, in silent 

reading time, the purpose was to read a story for enjoyment. In reading aloud, the purpose 

was to read to get information and that was why there was a focus on teaching the story 

strucmres; thus, the children might locate the information more easily and tell a story based 

on the structure. The following scene takes place when then class works on a story 

structure. 

Scene "Story Structure" 

(Feb. 14,01) 

Monsieur L. was standing in front of the chalkboard. Word cards, such as the place 

(le lieu), the persons (les personnages), the goal (le but), the problems (les problemes), and 

the solution (la resolution) were attached onto the board. The teacher showed the word card 

'qui' (who). 

Monsieur L. (ML); Est-ce que vous vous souvenez de qa? 

(Do you remember this?) 

He put a card on the chalkboard. 

Students (Ss): Ouiiii. 

(Yeeees.) 
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Ss: Ou, qui, veut, mais, alors 

(Where, who, wants, but, finally) 

Monsieur L. asked what category the 'characters-persons' go into: where, who, 

wants, or in conclusion. The children raised their hands as to be chosen. 

ML: Arthur, il leve la main et il ne dit rien, il vient. 

(Arthur raises his hands and he says nothing, he is coming.) 

Arthur went in front, took the card which was written 'person' on it, but the card fell 

on the floor. 

ML: Les personnages...Les personnages tombent! 

(The persons..The persons fall down.) 

The children laughed. Arthur stuck the word next to who (qui) 

ML: Est-ce qu'il a raison? 

(Is he right?) 

Ss: Ouiii! 

(Yeees!) 

ML: II a raison parce que 'qui' s'agit d'un 

personnage dans une phrase. 

(He is right because 'who' is about a 

person in a sentence.) 

Then he showed the next card which was 'place' written on iL 

ML: Le lieu! Endroit, classement, place. 

Est-ce que c'est 'ou,' 'veut,' 'alors'? 

(The place! Place, location. Is it 'where,' 

'wants,' or 'finally*?) 
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A student (Sarah) put veut (wants). 

ML: Vous etes d'accord? 

(Do you agree?) 

Ss: Noooon. 

(Noooo.) 

Sarah: Je sais ?a! 

(I know that!) 

ML: "But' c'est ce qu'on veut dans 

I'histoire. Ce qu'on veut...et 'alors,' 

c'est la... 

('Goal' is want we want in the story. 

What we want...and 'finally,' it is...) 

Monsieur L. showed the last card. 

Ss: Resolution! 

(Solution!) 

Monsieur L. pointed out on each card on the board and explained. The children had 

already read a story on Jojo, Bobby, and Bebe in their reading aloud time and they also 

made little puppets by filling out the socks and drawing faces on them. The children got 

very excited when they were making their puppets. The puppets represented these 

characters. Later, these puppets would be used in puppet theater time. 

ML: OU a lieu I'histoire? C'est OU?? 

Damian? 

(WHERE does the story take place? 

It is Where???Danny?) 

D: A la maison 

(At home in the home) 

ML: Tout le monde! 

(Everybody!) 

Ss: A la maison! 



(At home!) 

ML: ^a, c'est lieu. Toutes les histoires, toutes 

les pieces de theatre ont un lieu. QUI sont 

les personnages dans I'histoire, Mademoiselle 

Victoria? 

(This is the place. Every story, every theater 

piece take place somewhere. WHO are the persons 

in the story? Miss Victoria?) 

V: Jojo, Bobby, Bebe. 

(Jojo, Bobby, Bebe) 

ML: Bobby, Jojo, Bebe. Tres bien. Qa, 

c'est QUI. Qu'est-ce que Jojo et Bebe 

VEULENT dans I'histoire? Qu'est-ce 

qu'ils veulent? Meg? 

(Bobby, Jojo, Bebe. Very good. 

This is who. What do Jojo and Bebe WANT in 

the story? What do they want? Meg?) 

M: La balle? 

(The ball?) 

ML: Est-ce qu'ils veulent simplement la balle? 

(Do they just want the ball?) 

M: Non. 

(No.) 

ML: Au debut... 

(At the beginning...) 

M: Jouer 

(Play) 

ML: Elles voulaient jouer avec la balle. 

MAIS, il y a un probleme... 

(They want to play with the ball. 

BUT, there is a problem...) 

S: Je sais!! 

(I know! I) 

ML: Tammy? 
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(Tammy?) 

T; Ds veulent avoir un jeu avec la balle. 

(They want to have a game with the ball.) 

ML: Qui prend la balle? 

(Who takes the ball?) 

S; Bobby 

(Bobby) 

ML: Bobby prend la balle. Et ALORS, a la fin... 

qu'est-ce qui se passe. La SOLUTION. II y 

a une solution, resolution a la fin. Lilly? 

(Bobby takes the ball. And FINALLY, 

at the end...what happens? The SOLUTION. 

There is a solution 

at the end. Lilly?) 

S; Les trois jouent avec la balle. 

(All the three of them play with the ball.) 

ML: Les trois jouent avec la balle 

ensemble. Est-ce que c'est une bonne 

resolution? 

(The three of them play with the ball. 

Is this a good solution?) 

Ss: Ouiiii. 

(Yeees.) 

ML: Est-ce que qa arrive des fois dans le cours 

de recre? 

(Does this happen sometimes during the recreation?) 

Ss: Ouiii'. 

(Yeees!) 

Below is another example when the children were analyzing the story based on the 

story structure. Monsieur L. asked and the children answered. 
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Scene" Strawberries" 

(April 25,01) 

Monsieur L. was reading from a book on Hughues and Mona who want to bake a 

pie with small and big strawberries. The children sat on the carpet and listened. The teacher 

started to read. He was reading slowly and with a relatively low voice. He stressed nearly 

every word. Jim was very interested in the strawberries. 

J: Regarde les fraises sur le livre! 

(Look at the strawberries on the book!) 

ML: On voit les fraises. Mais on voit 

juste les grosses fraises... 

(We can see the strawberries. 

But we see only big strawberries...) 

J: On voit UNE fraise. 

(We see ONE strawberry.) 

He held the book up and looked for students who wanted to look closer in the book 

and at the picuires. The children raised hands. 

ML; OU a lieu I'histoire? 

(Where does this story take place?) 

S: A la maison 

(at home) 

ML: A la maison de... 

(At the home of...) 

ML: de Hughues. Et... 

(of Hughues and...) 

S: Mona. 

(Mona.) 

S; dehors 

(Outside) 

ML: Dehors at au...? 
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(Outside in the...?) 

Ss: Supermarche. 

(Supermarket.) 

ML: QUI sont ies personnages les plus 

•importantes? Chelsea? 

(WHO are the most important persons?) 

Chelsea? 

C: Mona et Hughues. 

(Mona and Hughues.) 

ML: Mona et Hughues. Qui VEUT 

quelque chose dans ce livre dans 

cette histoire? Mike? 

(Mona and Hughues. 

Who WANTS something 

in this book, in this story? Mike?) 

M: Mona et Hughues *veut *un tarte. 

(Mona and Hughues want a pie.) 

ML: Us veulent faire une tarte. MAIS...qu'est-ce 

qui se passe? MAIS...Tammy? 

(They want to bake a pie. BUT...what happens? 

BUT...Tammy?) 

T: Hughues veut faire une tarte avec les 

grosses fraise et Mona veut faire une 

tarte avec les petites fraises. 

(Hughues wants to bake a pie with 

big strawberries and...Mona wants to 

bake a pie with small strawberries.) 

ML: ALORS, a la fin, c'est le probleme? 

Qu'est-ce qui se passe? 

(SO, at the end, is this the problem? What happens?) 

The children raised their hands. 

ML: Raconte tout de ce qui se passe! 

Meg, tu peux? 

(Tell everything what happens'. Meg, 



can you do it?) 

M; Mona et Hughues a *utilise les petites 

fraises et les deux fraises...les petites fraises 

et les grosses fraises. 

(Mona and Hughues used small 

strawberries and the two strawberries...the small 

strawberries and the big strawberries.) 

ML: Pourquoi? 

(Why?) 

M: In n'y a pas assez de grosses fraises et il 

n'y a pas assez de petites fraises. 

(There are not enough big strawberries 

aiid not enough small strawberries.) 

ML: Oui! D n'y avaient pas assez de 

grosses fraises, NT de petites fraises. 

(Yesl There were neither enough 

big strawberries, NOR small strawberries.) 

ML: Alors, ils ont MIS les fraises en... 

(So, they PUT (raising his voice) the 

strawberries in...) 

Monsieur L. elongated the sound of the word to show the students what they 

upposed to complete the sentence. 

Ss: ENSEMBLE 

(TOGETHER) 

ML: lis ont decide de les faire une...? 

(They have decided to bake...?) 

Ss: TARTE! 

(PIE!) 

ML: Tres bien! Vous faites bien! 

Vous comprenez bien! 

(Very good! You are doing well! 
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You understand well!) 

At the end of some of the story books, there is a list of words presented. After the 

teacher reads the book, they go over the words, and read the words aloud. The following is 

another example for the anaysis of a story structure by asking comprehension and high-

level thinking questions. 

Scene "Mom and Etienne" 

(April 24.01) 

Monsieur L. was reading the story of a Mom and her daughter, Etienne, who want to 

go to visit their Grandmother. The following conversation takes place: 

ML: Maman et Etienne ont voulu aller chez QUI? 

(Mom and Etienne wanted to go to WHOM?) 

S: *Grande-maman. 

(Grandmother) 

ML: *Grande-maman. Mais il y a un probleme. 

Quel est le gros probleme? Victoria? 

(Grandmother. But there is a problem. What 

is the big problem? Victoria?) 

V: n ne peut pas marcher. 

(He cannot walk.) 

ML; II ne peut pas marcher parce que...? 

(He cannot walk because...?) 

V: II est tombe. 

(He fell down.) 

ML: n est tombe. Vous voyez...? Vous pouvez analyser 

n'importe quelle histoire comme 9a. Merci. 

(He fell down. You see...? You can analyze 

any story like this. Thanks.) 
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In an interview conducted wiih the students at the end of the semester, they indicated 

reading was one of their favorite in-class learning experiences. Some of the comments 

were: 

-1 guess it would be reading any kind of book. 

—Reading, Writing, and Math. 

—My favorite activity is reading, writing...reading is my favorite 

part of the school. 

—Reading because when you read alone, you learn stuff... 

—Reading...It really helps just to sit and then listen... 

—Reading and sounding out words... (Interview, May 17,01) 

Strategv 3- Creating Interactive Contexts to Share and Discuss 

In reading aloud time, there are two interactive learning experiences that present the 

children with opportunity to share and discuss on their own, among their peers. The first 

one is booksharing where the children share the books they read with their peers in silent 

reading time. The second learning experience is show-and-tell that emerges in reading 

aloud time. After the teachers read aloud, the assistants of the day tell about an object they 

brought from home. These two learning experiences are highly interactive and facilitate the 

use of oral second language in the class. Monsieur L. explained the reason for integrating 

these learning experiences into reading aloud time: 

You know you have a stmcture, but then within the structure you 

have constant surprises for the kids...and Mademoiselle F. 

is good at that and I feel I'm pretty good at that, too. You know 

you gotta keep them (the children) interested, you gotta keep them 

thinking, keep them on the edge of their seats. (Interview, April 24,01) 
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Booksharing 

Scene "Rose" 

(Jan 25,01) 

In the example below, Meg was sharing the book she read with the class. Meg was 

in front of the chalkboard and holding the book she read. Mademoiselle F. was sitting on 

the small table just next to Meg. 

MF: Meg, t'es prete? Okay, mais 

tu vas, fais tout *ce que tres fort et 

lentement. 

(Meg, are you ready? Okay, but 

you're going to do everything very loudly 

and slowly.) 

M: Voici mon livre. Voici le titre de mon 

livre. La rose. J'aime ce livre parce que 

j'aime les roses. Ma page preferee est 

*ce page. 

(Here's my book. Here's the title of 

my book. The rose. I like this book 

because I like roses. My favorite page is this.) 

MP; Est-ce que tu veux lire ce livre a la 

classe? 

(Do you want to read this book to the class?) 

M; Oui'. 

(Yes!) 

Meg read a page from the book. She read it very well. 

MP: Oh, bravo, tres fran^aise'. EUe peut lire! 

(Oh, bravo, very French! She can read!) 

In another booksharing, Gina was standing in front of the class with a book in her 

hand. Monsieur L. waited for the children to be quiet to start the booksharing. 



338 

(March 28,01) 

ML: On est prets. Je vois que Jim 

est pret. Gina est prete. Gina, tu I'as 

deja lu a la maison? 

(We are ready. I see that Jim is ready. 

Gina is ready. Gina, have you already read 

it at home?) 

G: J'ai deja lu plein de fois. Je veux le lire 

si tout le monde ecoute! 

(I have read it plenty of times. I want to 

read it if everybody listens!) 

Ss: Ouiiii! 

(Yeeees!) 

ML: Est-ce que tu veux lire une page? 

(Do you want to read a page?) 

G: Qui. 

(Yes.) 

ML: Quelle page? La premiere page? 

(Which page? The first page?) 

The teacher put the book open on the board and Gina began to read. 

G: Un petit crouton, un deuxieme petit 

crouton, un troisieme petit crouton. 

(A little crust, a second little crust, a third 

little crust.) 

ML: Tu veux lire une autre page? 

(Do you want to read another page?) 

Gina read the other page. 

ML: Un petit applause! Okay...Qu'est-ce 

vous allez faire avec ces livres aujourdTiui? 

(A little applause! Okay...What are you all 

going to do with all the books today?) 

Ss: Les ranger bien! 

(Put them carefully back!) 
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The children screamed. They seemed to know the question as well as the right anwer. 

ML: Les ranger bien! 

(Put them carefully back.) 

Show-and-Teil 

The class moved to show-and-tell which is the routine after booksharing. The 

assistant of the day is Gina and she brought two little plastic horses to the class. She was 

describing them to her classmates. 

Scene "My Favorite Horse" 

(April 26,01) 

Gina (G): Ce sont deux *chevals 

(These are two horses) 

ML: Et ce cheval est ton prefere? 

(And this horse is your favorite?) 

G: Yes. 

Arthur screamed! 

A: Moi aussi!! 

(Me too!!) 

G: Parce que j'aime bien ^a, et pas 9a. 

(Because I like that and not that.) 

Then, the children started to pose questions to Gina. 

Mike: Est-ce que tu joues avec I'autre cheval aussi? 

(Do you also play with the other horse?) 

G: Qui. 

(Yes.) 

Danny: Mhm...C)ii tu as achete cela? 

(Mhm...Where did you buy this?) 

G: Red Dobsten! 
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Tim: Le petit aime aux fiiles parce que c'est 

petit et un blanc. 

(The small ones likes girls because it is small 

and white.) 

ML: Cest jaune. Tun! 

(It is yellow. Tim!) 

Tim: J'aime pas le blanc parce que je pretere 

les chevaux jaunes. 

(I don't like the while one because I prefer 

yellow horses.) 

ML; Bob? 

B: J'aime le jaune parce que c'est ma deu.xieme 

couleur preferee. 

(I like the yellow one because it is my second 

favorite color.) 

Gina called Karen's name who had a question. 

K: Est-ce que le cheval qui est jaune est la maman 

du cheval qui est rose? 

(Is the horse that is yellow the Mom of the 

horse that is rose?) 

ML: Quelle question! Oh la la!! 

(What a question. Wow!!) 

ML: Merci, Gina. Applause! 

(Thanks, Gina. Applause!) 

The children clapped hands and Gina went back to her seat. Monsieur L. helped the 

children to find the correct words when they were telling about objects. Show-and-tell time 

also gives the opportunity to the children to develop their vocabulary knowledge. This time 

Rebecca was talking about what she brought to the class. 

Scene "Skipping Rope" 

(May 16,01) 

ML: Rebecca voulait vous montrer quelque chose... 

(Rebbeca wanted to show us something...) 
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Rebbeca went to the front and began to explain her object, a skipping rope that made 

music. 

R: Qa, c'est *mon corde a sauter qui fait *du musique. 

Pour faire 9a, il fait pas de musique. Tu peux ouvrir le... 

(This is my skipping rope that makes music. To make 

that, it makes no music. You can open...) 

ML: Le bouton. 

(The button.) 

R: le bouton jaune ici. Et pour avoir *du musique. 

tu mets ici, et 9a fait 9a, et 9a, et 9a. 

(The yellow button here. And in order to have music, 

you put here, and it makes this, and this, and this.) 

Rebecca pushed some buttons and music started to play. Monsieur L. moved his 

head in the rhythm and the children laughed. 

R: Et apres, ce bouton faire 9a... 

(And then, this button makes this...) 

There were other rhythms coming out of the toy and the children laughed again 

because the teacher was making some dancing movements. Everybody began to sing to the 

background of music. 

Scene "Weights" 

(May 17,01) 

In this example, Mike brought weights to the class and showed it to his classmates. 

Mike was standing in the middle of the children who were sitting around him. 

Mike held two weights. 

Mike (M): Qa, c'est mon...comment dit-on weights? 

(This is my...how do you say weights?) 



MF: Des poids 

(Weights) 

M: Qa, c'est mon deux pound poids! Je peux faire 

deux fois comme qal 

(These are my two pounds weight! I can twice 

like this!) 

He held the two weights with the same hands and lifted them up. 

MF: Tu as des muscles? 

(Do you have muscles'?) 

M: Parce que c'est petit! 

(Because it is small!) 

Another student screamed: 

S: Je peux faire (ja aussi!! 

(I can do that, too!!) 

M: Est-ce que tu veux les toucher? 

(Do you want to touch them?) 

Ss: Ouiiiii!! 

(Yeeees!!) 

Mike let his classmates touch and lift the weights. 

M: Je peux faire comme qa! 

(I can do like this!) 

Arthur Donne-moi! 

(Give me!) 

Mike went around the classroom and everybody wanted to touch the weights. 

S: Oh, 9a, c'est lourd!! 

(Oh, this is heavy!!) 

Jim: Je vais les porter! 

(I will carry them!) 

Then Mademoiselle F. wanted to end this activity by saying: 

MF: Qu'est-ce que vous dites maintenant? 
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(What do you say now?) 

Ss: Merci, Mike!! (The students screamed) 

(Thanks, Mike!!) 

Interpretation of Findings on Reading Aloud Time 

The learning objectives of reading aloud time were to develop the smdents' phonics 

skills, to teach them to read aloud from previously read material and read aloud before a 

group. The students listened, learned to comprehend oral communications, and participated 

in discussions. They learned the components of a story structure and created stories based 

on that structure. Mademoiselle F. and Monsieur L. used experiential teaching strategies in 

order to accomplish these objectives. The first experiential teaching strategy was the use of 

nursery rhymes to develop the students' phonetic skills within the context of a story. The 

second experiential teaching strategy was asking comprehension questions about the 

content of a story in order to practice the structural elements of a story. The third 

experiential teaching strategy was to create interactive learning experiences to share with the 

class and discuss with peers and teachers. Namely, booksharing and show-and-tell were 

two learning experiences that become part of reading aloud time. 

Table 5.2 shows the quantity of teacher talk and the student(s)' oral second language 

production. The frequency counts presented in Table 5.2 are based on two-hour data that 

that were randomly selected from carpet time between November 2000 and May 2001. The 

percentages in Table 5.2 are weighted by different values. So the numbers are not summed 

to one hundred. The percentages include the quantity of the students' responses as 

influenced by the value of the utterance. A complete discussion is in Chapter 3. The 

horizontal line labeled "Teachers" demonstrates the number of time the teachers used low-

level, high-level questions, and prompting in her interactions with the students. The 

horizontal lines labeled "Student" and 'Students" show the percentages of responses given 
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by individual students or the students as a whole class. These percentages of responses are 

the student(s)' responses given to the teachers' low-level, high-level questions, and 

prompting. Low-level, high-level questions and prompting are explained in Chapter 3 

(Methodology). Student(s)' oral second language output were analyzed in four categories: 

minimum, phrase, clause, and sustained. Low-level, high-level questions, and prompting 

were found as the predominant features of the teachers' talk within reading aloud time. 

These features of teacher talk facilitated verbal interaction and learning. In the Table below, 

student-initiated talk refers to the students' participation either by asking questions or 

expressing opinions within the context of the lesson. Student-initiated talk is not teacher-

elicited response. 
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Table 5.2 

Frequency of Verbal Interaction of Monsieur L. and Mademoiselle F. and their Students in 

Reading Aloud Time between Nov'OO-May'Ol (Based on Two Hours of Data) 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teachers 38 30 79 

Student Minimum 32% 27% 23% 

Phrase 36% 73% 18% 

Clause 63% 80% 18% 8% (High-

Level) 

Sustained 11% 20% 6% 

Suidents Minimum 26% 56% 

Phrase 16% 27% 13% 

Qause 16% 4% 

Sustained 

Key 
Minimal: One-word or two-word level utterances (One point value) 
Phrase: Phrase level unerances (Two points value) 
Clause: Sentence level utterances (Three points value) 
Sustained: Longer than sentence level utterances (Four points value) 

(Taken from Swain, 1996) 

Within the framework of experiential teaching strategies, the teachers asked 

questions in order to encourage the students' participation and interest in the lesson. As 
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shown in Table 5.2, at the end of the analysis of teacher-student discourse in reading aloud 

time, the teachers used low-level thinking questions 38 times in a two hour time period 

between November 2000 and May 2001. The student(s)' responses included one word, 

two-words, phrases, and sentence level utterances. Also, 11% of the utterances of individual 

soidents were longer than a sentence. A sample of the teachers' questions and the student(s) 

responses to these questions are shown in Figure 5.6. 
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Low-level Questions High-Level Questions Prompting 

Do you hear it? What are the letters that Do you hear o or a ? 

S: Yes make this sound? Ss: o 

Do you remember this? Ss: au Everybody! 

Ss: Yes/No! Where does this story take Ss: At home 

Is he right? place? At the beginning... 

S; Yes, he is right. S: At home..An the home S: Play 

Ss: No, he is not right! Who are the persons in the BUT, there is a problem... 

Can the class help you? story? S: I know 

S: Yes Jojo, Bobby, and Bebe. S: They want to have a 

Is this a good solution? What does Jojo and Bebe game with the ball. 

Ss: Yeees! WANT in the story? They decided to bake...? 

Do you agree? S: The ball! Ss: Pie! 

Ss: Yeees! At the end...what happens? Tell everybody what 

Do you want to read this S: All the three of them play happens! 

book to the class? with the ball. S: Mona and Hughues snail 

S: Yes What happens? strawberries...and the two 

Do they just want to ball? S: Hughues wants to bake a strawberries...the small 

S: No! pie with the big strawberries strawberry and the big 

and...Mona wants to bake a strawberry... 

pie with the small He cannot walk, because...? 

strawberries. S: He had fallen down! 

What is the big problem? 

S: He cannot walk! 

Rgure 5.6. Teachers and student(s) language patterns for low-level, high-level questions, 

and prompting in reading aloud time 
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In reading aloud lime, the teachers used high-level thinking questions (i.e., why and 

what happens) as frequently as they used low-level questions. High-level thinking 

questions were mostly used while the teachers were working on the story structure. It was 

found that 80% of the individual students' responses were at the sentence level in response 

to these questions and 20% of the responses are longer than a sentence. Moreover, 8% of 

the utterances had been initiated by individual students and were in sentence level. It was 

also found that 27% of the students' responses as a group had been in phrase level and 

these responses were the repetition of what individual students said or utterances in unison 

given to the teachers' questions. 

The teachers prompted questions 79 times by encouraging the children to respond 

either to low-level thinking questions or high-level thinking questions. The individual 

student responses were in one-word, two-words, phrase, and sentence level. Also, 6% of the 

utterances were longer than a sentence in response to the teachers' prompting. The students' 

also responded as a group to the teachers' questions either at the word, phrase, or sentence 

level. The data revealed that the students responded to high-level questions with more 

extended verbal output than they responded to low-level questions. High-level questions 

also allowed more opportunities for student-initiated talk. Students posed questions and 

expressed their ideas during or after readings. 
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Puppet Theater Time 

Daily Routine 

After reading aloud time, puppet theater starts which takes approximately 45 minutes 

per day. Three children are chosen everyday to improvise a short play by using puppets 

which are made by the children themselves. The theme and the content of the play are 

created by the three children under the guidance of Monsieur L.. The puppet theater stage 

is located in the middle of the carpeted area (See Figure 5.7 for Puppet Theater). The 

children sit on the carpet. Mademoiselle F. is also sitting with them. The children are 

supposed to take notes while they are watching the puppet show since question session will 

proceed at the end of the puppet show. The class asks questions of the children who have 

acted out the play and those students answer the questions. Puppet theater time ends when 

Monsieur L. says 'Applause.' 

Figure 5.7. Puppet theater 
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Experiential Teaching Strategies 

The goal of puppet theater is to practice the story structure within a context where 

the children improvise a story. Thus, the furst experiential teaching strategy is the use of 

iniprovisation. The second experiential teaching strategy is the use of comprehension 

questions based on the story structure so that the children can share and discuss a topic. 

Monsieur L. asks the children questions at the end of each puppet show and the children 

also share their feelings on the topic performed. These strategies are discussed in depth 

below. 

Strategy I-Improvisation 

The improvisations are based on a story structure that the children have learned in 

reading aloud. Puppet shows are created based on the story structures, such as location or 

setting (where), the characters (who), the goal of the characters (what), obstacles that the 

characters might have in achieving in a goal (but), and resolution at the end (finally). 

Monsieur L. helps the children in planing their play and makes sure that they are 

incorporadng the story structures. The teachers remind the children that they can only play 

with the puppets with the permission of the teachers. In a class period. Monsieur L. said to 

the children in French: 

ML: You just have to ask. If we let you use the puppet theater 

by our own, without us one day, or if you play during the 

classes, there will never be a fight among the puppets. The 

puppets never beat each other! They don't beat each other up. 

That means that there is no violence. If you do this once, 

it's over for the rest of the semester. There are no bad words, 

neither. Okay? Is it understood? 
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The children altogether said 'Yes.' Also in French, Monsieur L. reminds the children 

how to perform when they present their play to the class. 

ML: And another thing...you know how one makes a theater 

piece. The playing figures don't say: We are in Jojo's house. 

Our name is this and that. And our problem is...And our 

solution is this...No we don't say that! But we can 

understand all that because of the action of the puppets. 

This is the frame. The theater is action! it's not only 

what they say. It's what happens between the characters. 

The following scene takes place when the three children act out their plays. The 

curtain is opened and there are three puppets moving around on the stage, without saying 

much at the beginning. Monsieur L. asks the three performers questions in order to help 

them proceed in their play. 

Scene "Three Friends" 

(March 27,01) 

ML: Qu'est-ce qui se passe au debut de 

lliistoire? 

(What happens at the beginning of the story?) 

The children began to let the puppets play even though the puppets did not talk too 

much. The performers are Meg -Bebe (M), Tim—Jojo (T), and Arthur —Bobby (A). 

A; [)onne-moi la balle, Bebe! 

(Give me the ball, Bebe!) 

They passed the ball from one puppet to the other. 

M: Je suis ici, Bobby'. 

(I am here, Bobby!) 
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The puppets moved around on the stage, the rest of the children (audience) were 

laughing. 

ML: Que fait Bobby maintenant, Meg? 

(What does Bobby do now, Meg?) 

The puppets made noises and moved around. 

ML: Et Jojo et Bebe vont parler maintenant? 

Qu'est-ce qu'ils vont dire? 

(And Jojo and Bebe will talk now? 

What will they say?) 

T: Bobby est dans I'auto! Bobby, Bobby, 

attend Bebe! Ecoute Bebe! 

(Bobby is in the car! Bobby, Bobby, 

wait for Bebe. Listen Bebe!) 

The ball went again from one puppet to another. 

ML: Et a la fm, qu'est-ce qui se passe? 

(And at the end, what happens?) 

A: Bebe. mhm...Bobby, Bebe veut jouer a la 

balle! 

(Bebe, mhm...Bobby, Bebe wants to play 

with the ball!) 

The ball went to the puppet, Bebe. 

M: Cest la fm! 

(That's the end!) 

One of the performing students closed the curtain, the class was laughing and they 

were clapping their hands. The next group went behind the curtain. The class was waiting 

for the second performance. The theme of the play was the same. This time, Gina (G), Jim 

(J) and Victoria (V) were the performers. 
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G: Bonjour, Bebe! Ou est la balle? 

(Hello, Bebe. Where is the ball?) 

V: La-bas! 

(There!) 

G: C'est ou, la balle? 

(Where is it, the ball?) 

G: Bobby, va chercher la balle! 

(Bobby, go and take the bail!) 

The ball was going from one puppet to another. 

V: Ou est Bobby? Ou est Bobby? 

(Where is Bobby? Where is Bobby?) 

V: Et la balle! 

(And the ball!) 

G: Je sais pas 

(Don't icnow.) 

G: Tu peux chercher la balle? 

(Can you look for the ball?) 

V: Okay! 

(Okay!) 

G: Viens, Bobby! Viens! 

(Come here, Bobby! Come!) 

J: Tu veux ma balle? 

(You want my ball?) 

G: Oui! 

(Yes!) 

The puppet did funny fast movements and the whole class was laughing. 

J: Au revoir! 

(Good-bye!) 

G: Au revoir! 

(Good-bye!) 

The puppets said good-bye to one another and the play ended. 
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Scene "A Problem at the Museum" 

(March 6,01) 

Mademoiselle F. collected the tickets from the children that she gave them at the 

beginning of the day. The children took their places on the carpet in order to watch the 

puppet theater. Collecting tickets was part of puppet theater and the purpose was to make 

this experience as real as possible. Three children (Victor, Danny, and Rebecca) were 

getting ready for their show; the curtain was closed. Down on the board of the theater were 

written the key words of a story structure, such as who, when, and where. The title of the 

play was written on the top of the theater board. Monsieur L. was sitting ne.xt to the stage 

and Mademoiselle F. was sitting with the children. Below is the scene when the children 

started to act their play. They are at an art section of a museum. 

Danny (D): Moi, je veux voir les serpents. 

(I want to see the snakes.) 

Rebecca (R): Tu veux? 

(You want?) 

D: Oui! 

(Yes!) 

R: Moi, je veux voir les dessins. Est-ce que tu 

veux aller avec moi? 

(Me, I want to see the drawings. Do you want to 

go with me?) 

D: Non. 

(No.) 

Victor (V): Moi, je veux voir les mummies'. 

(I want to see the mummies!) 

R: Nooon, je veux voir les dessins! 

(Nooo, I want to see the drawings!) 

V: Est-ce que... 

(Is it...) 

R; Quoi? 



355 

(What?) 

V: Moi, je veux voir ies dinosaures. 

(Me, I want to see the dinosaurs.) 

R: Okay, au revoir! 

(Okay, good-bye!) 

The next scene of the play took place in the dinosaur section of the museum. There 

was a huge dinosaur, standing in front of the stage. The picture of the dinosaur was drawn 

by Jim who had good drawing ability. 

D: Je suis la! 

(I am here!) 

R: Regarde, Justin, oi vois qa? 

(Look, Justin, do you see that?) 

D: Je ne peux pas! Je suis trop petit. 

(I cannot! I am too small.) 

R: U y a quelqu'un qui peut aider? 

(Is there anybody who can help?) 

V: line autre fois, okay? 

(Another time, okay?) 

D: Okay! 

(Okay!) 

The play was finished, the audience clapped hands. Monsieur L. closed the curtain. 

The three performers came to the front of the stage and greeted the audience. 

Scene "Hunt the Mouse" 

(April 24,01) 

Another example took place when the three children were performing a puppet 

show, called "Hunt the Mouse." The tide of the play was written on the top of the theater 

stage. The children got into lines to enter to the carpeted areas; they gave their tickets to 

Monsieur L. and sal. They read the title of the play altogether firom the theater board. The 

curtain opened and the play began. Karen, Barry, and Bob were the performers. 



Karen (K): Bonjour! 

(HeUo!) 

Ss (The class): Bonjour! 

(Hello!) 

K: Je m'appelle Kate, et (ja, c'est la Jean-Luc. 

L'auu-e, c'est la souris. 

(My name is Kate, and this is Jean-Luc. The 

other is the mouse.) 

Barry (B): J'ai dejeune... 

(I had lunch...) 

K: Quoi, tu as dejeune? 

(What, you had lunch?) 

Bob (Bo): J'ai entendu parler... 

(I have heard saying...) 

K: Oh, non! Monsieur Souris est parti! 

U mange son dejeuner. 

(Oh, no! Mister Mouse has left! I was having 

lunch.) 

B: Moi. je veux manger mon dejeuner aussi! 

(Me, I want to have my lunch, too!) 

K: Oil est ce souris? 

(Where is the mouse?) 

B: Je ne sais pas! Peut-etre ii est ici! 

(1 don't know! Perhaps it is here!) 

K: Monsieur Souris! Monsieur Souris!! Viens ici! 

(Mister Mouse! Mister Mouse!! Come here!) 

Bo: Oh, j'ai vu le souris. Je vais IL.. 

(Oh, I have seen the mouse. I am going there...) 

K: Monsieur Souris est ici! Monsieur Souris! Viens 

ici, toi! Monsieur Souriiiis... 

(Mister Mouse is here. Mister Mouse! Come here! 

Mister Mouuuse... 

ML: Tres bien! 

(Very good!) 
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The children clapped and Monsieur L. closed the curtain. 

Monsieur L. thinks that it is important for the children to have learning experiences 

where they feel that sense of play and also feel free in planning puppet shows. However, 

Monsieur L. also believes that it is necessary to present them with a structure since they are 

very young. Monsieur L. gives them five or ten minutes to sit and talk about what they are 

going to do. He observes the children when they are planning their play, he take notes on 

each of the story strucmres, and provides assistance if they need it. 

Puppet theater time is also part of a second-step of a violence prevention program 

that is used in the school. The goal of this program is to encourage the children to be nice 

and helpful to each other. It is also a good opportunity for the children to work with their 

peers and learn to compromise, according to Monsieur L.. For instance, a child might have 

an idea and another child has another idea, and they have to negotiate in order to choose 

one. 

Strategv 2- The Use of Comprehension Questions Based on a Storv Structure 

The second experiential teaching strategy is the use of comprehension questions so 

that the children can share and discuss on the topic performed by the children on the stage. 

After the puppet show. Monsieur L. asks questions to the students on the theme of the play. 

The children use the target language to express their ideas and also ask for information 

from their peers. Monsieur L. said that: 

I think they (the children) love the puppet show and the puppet 

show...is suoictured around the story strucmre: where, who, but, 

so and they (the children) know that well. I think that puppet time 

is important because the kids get a chance to use their imagination 

...and while they give the puppet show, it's spontaneous... 

afterwards they get to talk with the rest of the students, ask 
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questions and we analyze the story to see if they understand 

what's going on. (Interview, May 17,01) 

The following scene takes place after the children acted out the play, called "A 

Problem at the Museum." Then, Monsieur L. started to ask questions to the whole class in 

order to check their understanding and develop their interpretation skills. 

ML; Oil sont ces personnages? Danny! 

{Wtictc are the characters? Danny!) 

D: Au musee. 

(At the museum) 

ML: Au musee! Comment savez-vous qu'ils sont 

au musee? Victor? 

(At the museum. How do you know that they have gone 

to the museum? Victor?) 

V; n y a des dinosaures, des mum... 

(There are dinasaurs, mum...) 

ML: des mummies 

(mummies) 

Jim: des mummies, et des serpents 

(mummies and snakes) 

Gina: Les images. 

(Pictures.) 

ML: Oui. Les images...les dessins. Dessins. 

(Yes. The pictures...the drawings. Drawings.) 

ML: Est-ce qu'il y avait un personnage qui etait 

tres curieux? 

(Was there a figure who was very curious?) 

Tammy: Oui! 

(Yes!) 

ML: Qui voulait faire quelque chose? 

Qu'est-ce qu'il a fait? 

(Who wanted to do something? What 
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did he do?) 

Meg: U veut grimper sur le dinosaure? 

(He wants to climb on the dinasaur?) 

ML: n voulait sur le dinosaure. Est-ce 

qu'il a fait 9a? 

(He wanted to climb on the dinosaur. 

Did he do it?) 

Sam: Oui! 

(Yes!) 

In the following scene, the children were talking about what they liked in the play, 

"Hunt the Mouse." 

Meg: J'ai aime le souris 

(I like the moouse) 

Arthur. J'aime quand il y avait la meme chose avec 

les chats, mais j'aime quand Karen a dit: Non! 

(I like when there was the same thing with the 

cats, but I like when Karen said: No!) 

Amy: EUe a trompe Kate. 

(She has cheated on Kate.) 

ML: Danny! 

D: J'aime quand tu as fait un disco. 

(I like when you did a disco.) 

ML: T'miothy! 

T: J'aime quand tu as dit: Ahh, quelqu'un a mange 

mon dejeuner!! 

(I like when you said: Ahh. somebody ate my 

lunch!!) 

ML: OK, Sam! 

S: J'aime quand m...j'aime quand tu as dit: je vais te 

laisser manger mon dejeuner pour toujours!! 

(I like when you...I like when you said: I will let 

you eat my lunch forever!!) 
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Monsieur L. states that the children leam a lot when they ask their peers questions. 

He also adds that puppet theater is helpful for the children's writing skills since they are 

supposed to write stories by using story structures at the end of the year. The children are 

asked to write at least one story that has story components. As mentioned before, the main 

goal of teaching story structures is to give the children a model so that they can follow a 

sequence and understand better when they read, write, or listen to a story. 

Interpretation of Findings on Puppet Theater Time 

F^ippet theater provided an interactive context for the students to practice the story 

structures and use the second language in order to share and discuss their ideas and e.vpress 

their feelings. The teachers used two kinds of experiential teaching strategies in puppet 

theater time. The first one was improvisation where the students planned their play and 

presented it in front of the class by using puppets. The second teaching su-ategy was the 

use of comprehension questions based on the story structures. Monsieur L. asked 

questions in order to check the students' understanding and practice the story structure in a 

context. Comprehension questions also aimed to develop the smdents' analytical thinking 

since they needed to figure out where the conversation took place, what the problem was, 

and what the resolutions were. 

Table 5.3 shows the quantity of teacher talk and the student(s)' oral second language 

production. The frequency counts presented in Table 5.3 are based on two-hour data that 

that were randomly selected from puppet theater time between January 2001 and May 2001. 

Puppet theater started in January 2001. The percentages in Table 5.3 are weighted by 

different values. So the numbers are not summed to one hundred. The percentages include 

the quantity of the students' responses as influenced by the value of the utterance. A 

complete discussion is in Chapter 3. The horizontal line labeled "Teacher" demonstrates the 

number of time the teacher used high-level questions and prompting in his interactions with 
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the students. The horizontal lines labeled "Student" and "Students" show the percentages 

of responses given by individual students or the students as a whole class. These 

percentages of responses are the student(s)' responses given to the teacher's high-level 

questions and prompting. High-level questions and prompting were explained in Chapter 3 

(Methodology). Student(s)' oral second language output are analyzed in four categories: 

minimum, phrase, clause, and sustained. High-level questions and prompting are found as 

the predominant features of the teachers' talk within puppet theater time. These features of 

teacher talk facilitated verbal interaction and learning. In the Table below, student-initiated 

talk refers to the students' participation either by asking questions or expressing opinions 

within the context of the lesson. Student-initiated talk is not teacher-elicited response. 
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Table 5.3 

Frequency of Verbal Interaction of Monsieur L. and his Students in Puppet Theater Time 

between Jan'Ol-Mav'Ol (Based on Two Hours of Data> 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teacher 85 72 

Student Minimal 35% 29% 

Phrase 49% 52% 

Clause 98% 54% 5% (High-

Level 

Questions) 

6% 

(Prompting) 

Sustained 56% 17% 

Students Minimal 11% 27% 

Phrase 6% 

Clause 

Sustained 

Key 
Minimal: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances (Two point values) 
Clause: Sentence level utterances (Three point values) 
Sustained: Longer than sentence level utterances (Four point values) 

(Taken from Swain, 1996) 



363 

The data analysis showed that Monsieur L. used high-level thinking questions 

extensively in puppet theater time. The students' responses to the high-level questions 

included one-word, two-words, phrase, sentence level utterances. The majority of the 

students' utterances (98%) were at the sentence level in response to the teacher's high-level 

thinking questions. Individual students also produced responses longer than a sentence 

level (56%). The students also initiated responses in response to the high-level questions. 

They either posed questions or expressed their ideas within the context of puppet theater. It 

was found that 5% of the individual students' responses were initiated by themselves. The 

data showed that the students responded high-level questions with a more extended second 

language production. 

Monsieur L. prompted questions 72 times. His tone of voice went up when he was 

prompting the questions. The majority of his prompting included the sentences when he 

asked the students to complete his sentences. The students responded to his prompting 

either individually or as a whole class. Their responses were at the minimum, phrase, and 

clause level. Individual students also responded by producing utterances longer than a 

clause (17%). It was also found that the students' responses as a whole class were at one-

word, two-word, and at the phrase level (27% and 6%). Also, 6% of the responses were 

initiated by the individual students and these responses were produced at the clause level. A 

sample of the teacher's questions and the student(s)' responses are also shown in Figure 

5.8. 



High-Level Questions Prompting 

Where are the characters? And this is...? 

S: At the museum! Ss: Bobby 

How do you know that they Where... 

have gone to the museum? Ss; Who, wants, but, so 

S: There are dinosaurs We are afraid of what? It is 

S: Pictures dan... 

Who wanted to do Ss: gerous! 

something? What did he She wants to buy a game 

do? and... 

S: He wanted to climb on S: aaaand a little car with 

the dinosaur. remote control. 

What did they do? They want money, right? 

S: They ask for a ladder. Ss: Yees! 

At the end, what did 

Peterson say to Justin? 

S: It would be okay if we 

didn 't do it. 

What did you like? 

S: When Jim said This is a 

beautiful snake. 

S: I liked the pictures. 

What does she want? 

S: She wants to buy a game. 

Figure 5.8. Teacher and student(s) language patterns for high-level questions and 

prompting in puppet theater time 
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Math Time 

Daily Routine 

Around 11:00 am, before lunch. Math time starts and takes about an hour every day. 

Most of the learning experiences are hands-on and require the use of various mathematical 

tools and materials, such as interlocking cubes, unlined paper, blocks, play money, things to 

count with, egg cartons, plastic cups, scissors, and glue sticks. The Math activities are 

sometimes done with the whole group activities and at other times, they occur during small 

group work or in pairs. The teachers use overhead projector to explain mathematical 

concepts and solve math problems. For the assessment of group work, there is an 

evaluation rubric which is written on the board. Each group is evaluated based on whether 

the children used the target language, followed the instructions, and worked cooperatively in 

order to accomplish the group goal. 

Experiential Teaching Strategies 

The teachers use three kinds of experiential teaching strategies in order to teach the 

children the grade level learning goals that are stated in the Milwaukee Public Schools math 

curriculum. Some of the learning goals are presented below: 

- Read, write and sequence numbers to 100. 

- Explore and become familiar with numbers 

and groupings by 2's, 5's, and lO's. 

- Create story problems to match combination 

expressions to 20. (Addition) 

- Develop and record strategies for solving 

combining and separating problem situations 

using pictures, numbers, words and equations. 

-Sort, categorize and record a variety of objects by 
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attributes. 

-Recognize, describe, compare, draw and find the 

relationship between 2-D geometric shapes (including 

triangles, rectangles and squares). 
(Taken from Milwaukee Public Schools K-12 Academic Standards and Grade Level 

Expectations, November 1998) 

The first experiential teaching strategy is linguistic modeling and the use of pre

fabricated language patterns in which the teachers model sentence patterns that the children 

use when they work with math concepts, such as number facts (addition and subtraction), 

calculation, and math word problems. The second experiential teaching strategy is the use 

of cooperative group work which allows the children to work in small groups or in pairs on 

a particular math concept. The third experiential teaching su-ategy is building background 

knowledge of students so they can better understand the content matter to be taught. 

Strategy 1- Linguistic .VIodeling: The Use of Pre-Fabricated Language Patterns 

The teachers provide the children with sentence patterns and vocabulary that they 

can use when they express their mathematical thinking while they are communicating with 

their teachers and their classmates. In the following examples, the class was working on 

addition and subtraction and they were making word problems. The sentence patterns and 

vocabulary taught in the following examples included, 'Qa fait (There are),' "D y a (There is)' 

'Combien (How many),' 'Arrivent (Arrive),' and Partent (Leave).' 

Scene "How Many?" 

(Dec. 5,00) 

When a child's name was called, that child came to the front of the class and read his 

or her math word problem from the paper she or he had written on and the rest of the class 
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tried to answer the question. Then all the children repeated the answer. Monsieur L. also 

repeated the answer. 

ML: Vous allez travailler un peu plus 

avec i'addition. Vous etes prets? 

(You're going to work a little more with 

addition. Are you ready?) 

Ss; Ouiiii! 

(Yeeees!) 

Lilly read the math problem she had written. 

L: Dix renards marchent ensemble. Deux autres 

renards arrivent. (^a fait combien de renards en tout? 

(Ten foxes walk together. Two other foxes arrive. 

How many foxes are there all together?) 

ML: Vous avez entendu? Lilly, tu n'as pas 

tlni! Tu as pose une question. 11 faut 

demander a quelqu'un. 

(Did you hear? Lilly, you're not finished! 

You asked a question. You have to call on someone.) 

L: Sam! 

(Sam!) 

S: Douze 

(Twelve) 

ML: Vous allez repondre "Qa fait, (ja fait 

douze...." quoi? 

(You're going to respond 'There are, 

there are 12 what?) 

S: Qa fait douze renards en tout. 

(There are 12 foxes all together.) 

ML: Tout le monde! 

(Everyone!) 

Ss: (^a fait douze renards en tout! 

(There are 12 foxes all together!) 
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ML: Merci. Tres bien, Lilly. Alors, 

la prochaine personne, c'est Tim. 

(Thank you. Very good, Lilly. So 

the next person is Tim.) 

Tim (T) came to the front of the chalkboard and staned to read: 

T: Six loups marchent ensemble. Six 

loups arrivent. Combien de loups en tout? 

Victor? 

(6 wolves walk together. 6 wolves arrive. 

How many wolves all together? Victor?) 

Victor Qa fait douze loups en tout, parce que 

sL\ loups et six loups egalent douze loups. 

(There are 12 wolves all together, because 

6 wolves and 6 wolves equals 12 wolves.) 

Tim (T): Tu *as correcte. 

(You're correct.) 

ML: Tu as... 

(You are...) 

Ss (some) raison! 

(right!) 

T: Tu as raison. 

(You are right.) 

ML: Oh. c'est tres bien dit! U a dlt, 

"(^a fait douze loups en tout, parce que 

six loups plus six *loups (mispronunciation) 

egalent douze loups, n'est-ce pas? Tres bien. 

(Oh, that's very well said! He said, 

"There are 12 wolves all together, because 

6 wolves plus 6 wolves equals 12 wolves, right? 

Very good.) 

Then Monsieur L. called Victoria's name and told her to speak loudly. 

Victoria (V): Huit yo-yos marchent ensemble. Quatre yo-yos 

arrivent. Como, come... 
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(Eight yo-yos walk together. Four yo-yos arrive. How how...) 

She tried to remember the expression she was supposed to use. 

ML: Qa. fait 

(There are) 

V: Qa fait combien de yo-yos en tout? Rebecca? 

(There are how many yo-yos all together? Rebecca?) 

R: Est-ce que tu repeat*? 

(Can you repeal?) 

ML (to Victoria): Repete tout! 

(Repeat everything!) 

V: Huit yo-yos marchent ensemble. Quatre yo-yos 

arrivent. (^a fait combien de yo-yos en tout? 

(Eight yo-yos walk together. Four yo-yos arrive. 

How many yo-yos are there all together?) 

R: (^a fail douze yo-yos en tout. 

(There are twelve yo-yos ail together.) 

V: Tu as raison. 

(You're right.) 

ML: Tres bien. 

(Very good.) 

MP: Parfait. 

(Perfect.) 

In the following example, the class was working on addition and subtraction 

problems with three numbers. On the board was written 2+4-2. Interlocking cubes were 

used to help children to solve the three number operations. For instance, the children were 

coming to the chalkboard and based on the three-digit number operation on the board, they 

were adding or taking off the interlocking cubes from each other and were the correct 

answer onto the board. 

The day before, the class practiced the three-digit number operations by using the 

puppets, such as There were puppets that arrived and there were puppets that left' and at that 
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moment they were going to work with plastic animals in a basket to practice the math word 

problems (See Figure 5.9 for the plastic animal basket). 

Fjoure 5.9. Plastic animal basket 

Scene "There are ten insects" 

(Jan. 24,01) 

The class was sitting in a circle on the carpeted area. In front of the circle, there was 

a basket full of plastic animals (insects and mammals). 

ML: Regardez ici les eleves! Qa c'est le 

vocabulaire que je veux que vous utilisiez. 

II y a 

(Look here, students! That's the vocabulary 

that I want you to use. There is) 

Ss: II y a 

(There is) 

ML: Autre 

(Other) 

Ss: Autre 

(Other) 
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ML: arrivent, partem, combien de, y a-t-U, 

maintenant Et si vous voulez, vous pouvez 

ajouter des mots comme puis et alors comme 

nous avons fait pendant la classe d'ecriture. 

(arrive, leave, how many, are there, now. 

If you want, you can add words like then and so 

like we did during writing class.) 

The teacher made math stories by using the plastic animals in the basket. 

ML: OK. Vous faites les histoires de maths. 

Je vais commencer avec Rebecca. Rebecca, regarde ici, 

tu vas dire il y a et tu vas dire quelque chose. 

(OK. You're going to tell your stories. 

I'm going to start with Rebecca. 

Rebecca, look here, you're going to say "there are" 

and you're going to say something!) 

Rebecca went by the basket and chose ten insects and Monsieur L. explained the 

children how to tell their stories. 

R: II y a dLx insectes. 

(There are ten insects.) 

ML: OK. Merci. Tout le monde! 

(Thank you. Everybody!) 

Ss & ML : U y a dix insectes. 

(There are ten insects.) 

Monsieur L. explained how to proceed in the activity: First, Rebecca came and chose 

ten insects. Then another child came and said two insects arrived and the class found out 

how many ir\sects there were altogether. After this, the teacher moved to another math story: 

ML: Nous allons raconter lliistoire. II y a 

quatre animaux; quatre animaux partem; dix 

animaux arrivent; combien d'animaux y a-t-il 



maintenant? 

(We're going to tell the story. There are four animals, 

four animals leave, ten animals arrive, how many animals 

are there now?) 

MF: Qa, c'est facile. Ou sont les mains? 

Cest simple. 

(That's easy. Where are the hands? It's simple.) 

Karen: Dix animaux. 

(Ten animals) 

ML: II y a di.x animaux. Alors qui peut dire la 

phrase mathematique? Qui peut dire la phrase 

mathemathique? Jennifer qui leve la main. 

(There are ten animals. So who can say the math 

problem? Who can say the math problem? Sarah 

who's raising her hand!) 

Sarah: Quatre animaux moins quatre animaux plus dix 

animaux egale dix animaux. 

(Four animals minus four animals plus ten animals equals 

ten animals.) 

ML: Tout le monde ! 

(Everybody!) 

Ss and ML: Quatre animaux moins quatre animaux plus 

dix animaux egale dix animaux. 

(Four animals minus four animals plus ten animals 

equals ten animals.) 

S: Cest facile. 

(That's easy.) 

ML; n y a quatre animaux. Alors, quatre autres 

animaux arrivent. n y a quatre animaux, quatre 

animaux partent. Puis, sept animaux arrivent. 

Combien d'animaux y a-t-il maintenant? Tammy? 

(There are four animals. So four other animals arrive. 

There are four animals, four animals leave. Then, seven 

animals arrive. How many animals are there now? 
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Tanuny?) 

Tammy: Sept! 

(Seven!) 

ML: D y a sept animaux maintenant. Qui peut 

dire la phrase mathemathique? Jim? 

(There are seven animals now. Who can say the 

math problem? Jordan?) 

Jim: Quatre moins quatre moins quatre plus sept 

egale sept. 

(Four minus four minus four plus seven equals seven.) 

ML: Magnifique! 

(Magnificent!) 

Ss and ML: Quatre moins quatre plus sept egale 

sept. 

(Four minus four plus seven equals seven.) 

Monsieur L. asked another one: 

ML: II y a six animaux. puis un animal arrive. 

Six animaux partent. Combien d'animaux y a-

t-il maintenant? 

(There are six animals, then one animal arrives, 

six animals leave. How many animals are there now?) 

Karen: Un 

(One) 

ML: Un animal. La phrase mathemathique, 

qui peut dire la phrase mathematique? Oh, juste ces 

eleves? Pas les autres eleves? Je vais pleurer, 

je veux voir *tous les mains! Arthur, tu ne sais 

pas la phrase mathematique? 

(One animal. The math problem, who can say 

the math problem? Oh, only these students? Not the 

other students? Tm going to cry, I want to see 

everybody's hands. Arthur, you don't know the 

math problem?) 

A: Je ne sais pas. 
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(I don't know.) 

ML: Oh la la! Oh la la! Mary, tu sais? Dis-moi! 

(Oh la la! Oh la la! Mary, do you know? Tell me!) 

M: Quatre animaux arrivent... 

(4 animals arrive...) 

ML: Non, juste la phrase. Est-ce que c'etait 

quatre moins quatre? 

(No, just the problem. Was it four minus four?) 

Ss (various): Non, c'etait six! Plus... 

(No, it was sLx! Plus...) 

ML: Six plus un moins six egale un. Tout 

le monde. 

(Six plus one minus six equals one. Everybody!) 

Ss and ML: Six plus un moins six egale un. 

Et c'est tout. 

(Six plus one minus six equals one. 

And that's all.) 

[n the following example, the children read an example of a math story from the 

chalkboard that Monsieur L. wrote and tried to find the answer. 

Scene " Math Stories" 

(Jan. 25,01) 

ML: Qui peut lire maintenant I'exemple? Qui 

peut lire mon exemple? Qui peut lire I'exemple? 

Lilly, lece toi. 

(Who can read the example now? Who can read my 

example? Lilly, stand up.) 

L: n y a cinq animaux. Puis deux autres animaux 

arrivent. Apres 9a, quatre animaux panent. Combien 

d'animaux y a-c-il maintenant? 

(There are five animals. Then two other animals arrive. 

After that, four animals leave. How many animals are 
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there now?) 

ML: Tout le monde! 

(Everybody!) 

All the children read the example. Then Sam gave the answer. 

Sam: Trois. 

(Three.) 

Then Monsieur L. drew five animals onto the board: a lion, three pigs and a dog. 

ML: n y a trois animaux. L'n lyon, trois cochons, 

un chien. Apres, deux autres animaux sont arrives. 

Ce sont deux animaux ici, j'ai mis deux groupes 

qui sont ensemble maintenant. 

(There are three animals. A lion, three pigs, a dog. 

Afterwards, two other animals arrived. There are 

two animals here, I put two groups that are together now.) 

He counted and said: 

ML: (^a fait un, deux, trois. quatre, cinq, sLx, sept, 

mais combien panent? 

(That makes one. two, three, four, five, six, seven, 

but now how many leave?) 

Ss (various): Quatre. 

(Four.) 

In the following example, the children were sitting in a circle on the carpet and the 

basket full of plastic animals was in front of the circle. Karen was taking some of the 

animals out of the basket and was counting them. 

ML: Nous allons faire une belle histoire 

maintenant. 

(We're going to make a nice story now.) 

Karen: II y a six animaux. 

(There are six animals.) 

ML: Deux, trois, Je compte avec Karen. 

(Two, three, I'm counting with Karen.) 



Ss (various): Quatre. 

(Four.) 

Ss and ML: Quatre, cinq, six. 

(Four, five, six (as Karen was putting the animals on the 

ML: Okay? Quatre animaux arrivent. 

Tout le monde. 

(Okay? Four animals arrive. Everybody!) 

Ss and ML: Quatre animaux arrivent, 

(Four animals arrive.) 

ML: 11 faut que les animaux partem maintenant. 

Combien d'animaux partem maintenant? 

(The animals need to leave now. How many 

animals leave now?) 

Danny: Cinq animaux partem. 

(Five animals leave.) 

ML: Cinq animaux partent. Tout le monde! 

(Five animals leave. Everybody!) 

Ss and ML: Cinq animaux partem. Un. 

deux, trois. quatre, cinq. 

(Five animals leave. One, two, three 

four, five—They counted) 

ML: Alors, racontons I'histoire. U y a six animaux. 

Quatre autres animaux arrivent. Cinq animaux partent. 

Combien d'animaux y a-t-il maintenant? Barry? 

(So, let's tell the story. There are six animals. 

4 other animals arrive. Five animals leave. How many 

animals are there now? Barry?) 

B: II y a cinq animaux. 

(There are 5 animals.) 

ML: Tout le monde! 

(Everybody!) 

Ss and MF: U y a cinq animaux. 

(There are five animals.) 

ML: Tres bien, merci. 
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(Very good, thank you.) 

Monsieur L. asked another word problem; 

ML: Q y a sept animaux. Quatre autres animaux 

arrivent. Trois animaux partem. Combien 

d'animaux y a-t-il maintenant? Tammy? 

(There are seven animals. Four other animals 

arrive. Three animals leave. How many animals 

are there now? How many animals are there 

now? Tammy?) 

T: Huit 

(Eight) 

ML: U y a huit animaux? AUez les, vas les 

compter. 

(There are eight animals? Go, go count them.) 

Tammy and the rest of the class counted together. 

T and Ss: Un. deux, trois, quatre, cinq, sex, sept 

huit. 

(One. two, three, four. five, six, seven, eight.) 

ML: Alors, faisons la phrase mathematique. 

Sept plus quatre moins trois egale huit. Vous 

comprenez? 

(So let's do the math problem. Seven plus four 

minus three equals to eight. Do you understand?) 

Now, Monsieur L. asked the children to make a math story problem by themselves. 

ML: Amy, tu vas commencer. Je veux 

que la deuxieme personne fasse moins. La 

deuxieme personne *va faire partir. 

(Amy, you're going to start. I want the 

second person to do 'minus.' The second 

person is going to do 'leave.') 

A: Onze animaux arrivent. 

(Eleven animals arrive) 



ML: Okay, tout le monde! 

(Okay, everybody 1) 

Ss, ML and MF: Onze animaux arrivent. 

Combien d'animaux partent maintenant? 

Barry! 

(Eleven animals arrive. How 

many animals are leaving now? 

Barry!) 

B: Trois animaux partent. 

(Three animals leave) 

ML: Un, deux, trois. Meg! 

(One, two, three (counted) Meg! 

M: Deux animaux arrivent. 

(Two animals arrive.) 

ML: Deux autres animaux arrivent? Okay. 

Deux, Okay. Combien d'animaux y a-t-il 

maintenant? Chelsea! 

(Two other animals arrive? Okay. Two, Okay. 

How many animals are there now? Chelsea!) 

C: H y a neuf animaux. 

(There are nine animals.) 

ML: n y a neuf animaux? Est-ce que 

tu peux les compter? 

(There are nine animals? Can you count them?) 

C and Ss (various): Un, deux, trois, quatre. cinq, 

six, sept, huit, neuf, dix. 

(One, two, three, four, five, six, seven, eight, 

nine, ten.) 

ML: Dix? 

(Ten?) 

Monsieur L. counted one more time. 

ML: n panut que c'est dix. Alors, c'etait 

onze moins trois plus deux. Onze moins 
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trois plus deux egale dix. Vous comprenez? 

(It seems that it's 10. So it was eleven minus 

three plus two. Eleven minus three plus two equals 

ten. Do you understand?) 

Ss: Ouiii! 

(Yeees!) 

Monsieur L. thinks that it is very important to model sentence patterns and 

vocabulary in order for children to use the second language. This will also provide a safe 

and relaxed learning environment in which the students can communicate with each other by 

using the second language. 

In the following example, the children were playing a math game in which they 

count and find out what the secret number is. The learning objective of this game is to 

practice counting and working on addition. In order to play this game. Monsieur L. puts 

plastic cups onto a small table in front of the chalk board. He numbers the cups from zero 

to twelve since the children are working through zero to twelve. Monsieur L. demonstrates 

for the children how to play this game. He shows the cups by saying that each cup has a 

certain number or imaginary cubes in it. In this game, the children first pick their secret 

numbers, then they choose cups that have imaginary cubes in it for the numbers picked by 

the children. For instance, cup 'four' has four imaginary cubes in it and cup 'sLx' has sL\ 

imaginary cubes in it. Then the children put one cube in each cup and ask the rest of the 

children what the secret number is. The secret number is the number of imaginary cubes in 

the cup plus whatever number the children put into the cup. The children need to find the 

number by counting and adding. 

Scene "Secret Number" 

(March 6,01) 

Gina came to the front desk which was placed in front of the chalkboard and started 

to pick her secret numbers. 
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ML: Voil^ choisis tes verres et ton *nombre, comme m 

veux. 

(Choose your cups and your number, as you like it.) 

Gina put the cups on the desk; the cups were numbered. Gina took the cups which 

were 1,4, and 9 written on them. At the same time, all the children read the cups with Gina. 

Ss: Un verre imaginaire! Quatre verres imaginaires, 

neuf verres imaginaires! 

(One imaginary cup! Four imaginary cups, nine 

imaginary cups!) 

Gina chose her secret numbers and wrote them on the paper in front of her. As the 

rest of the class was watching her, she put the beans in the cups. Gina put 7 beans in cup I. 

si.x beans in cup 4, and two beans in cup 9, so the secret numbers were 8, 19, and 11. The 

children raised their hands immediately to tell the secret numbers. The children counted 

when Gina was putting the beans to the cups. Gina called names. 

Gina (G): Tammy! 

T: treize, deux, huit 

(Thirteen, two, eight) 

G: No. 

(No.) 

T: six 

(six) 

G: Non. Bob! 

(No. Bob!) 

B: huit, dix, onze 

(eight, ten, eleven) 

G: Ouiiii! Wow! 

(Yeeees! Wow!) 

In another example, Jim came to the front and chose his cups and numbers. At the 

same time. Monsieur L. was saying what be was doing; 
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ML: II choisit les •nombres. Et apres il choisit les verres. 

(He chooses his numbers. And after that, he chooses his cups) 

Jim was now putting the cups on the desk. All the children read while he was 

putting the cups on the desk. 

Ss (All): Dix cubes imaginaires, quatre cubes imaginaires,... 

et zero cubes imaginaires. 

(Ten imaginairy cups, four imaginary cups...and 

zero imaginairy cups.) 

Then Jim (J) put the beans into the cups and asked: 

J: Qui sait mon *nombre'? Arthur? 

(Who knows my number? Arthur?) 

A: onze. huit, dix? 

(eleven, eight, ten) 

J; Non. Tim! 

(No. Tim!) 

T: Deux, due, onze? 

(two, ten, eleven?) 

J: Presque. Sam! 

(Almost. Sam!) 

Sam: Deux, neuf, onze? 

(Two, nine, eleven?) 

J: Oui! 

(Yes!) 

Ss: Ouiii, c'est qaV. 

(Yees, that's it!) 

Monsieur L. stated that "It was really truly interesting to see the kids play that 

game...they write the secret numbers down as they are figuring out. They're counting 

aloud... they're all learning how to count." According to Monsieur L., the game was 

engaging because the children were supposed to choose their secret numbers and they all 
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wanted to be the person who chose the secret numbers and counted it and said everything 

that Monsieur L. was saying: "My first secret number is," "My second secret number," 

"My third secret number is," and "What are my secret numbers?" Monsieur L. thinks that 

it is important to give the children a safe way to lead the activity when they learn the content 

through a second language. Monsieur L. adds that "it's really important to offer kids what 

they can do, of course, we have kids who say more and there were kids who said more and 

added more words." (Interview, March 8,01). This Math game was also played within 

small groups and in-pairs. Group work had been extensively used in the class after a 

particular activity was first modeled in front of the whole class. 

Strategy 2- Cooperative Group Work 

The second experiential teaching strategy is the use of cooperative group work. 

Before using group work in the class, the teachers read a book, called "Who sank the boat?" 

to teach the children the importance of cooperation in order to accomplish a common goal. 

Monsieur L. briefly summarizes this book: 

There is these animals and they wanna go boating and they only 

have one boat and how can they get into the boat without its sinking 

so they get into the boat and they argue and the boat is unsteady 

and finally mms over so they didn't really cooperate in order to 

keep the boat floating, so no one got to go on the boat right, so 

that's the basis for the cooperative groups. You need to cooperate 

and be respectful to each other in order to achieve your goal. 

(Interview, January 25,01) 

Monsieur L. thinks that it is again important to provide the children with a safe 

structure by modeling the second language sentence patterns that the children can use when 
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they work in a group. The teachers say that cooperative learning is a great opportunity to 

use the second language in a meaningful context. 

In the following example, the students were working in pairs. The teachers were 

working on improving the soidents' ability to use counting as a math strategy for finding the 

difference between two numbers. In order to achieve this learning objective, the children 

were playing a game in which they had to be with their parmers and get an egg carton, which 

was a modified egg carton. One of the partners decided to how many cubes he or she 

needed to put into the egg carton. If she or he decided to put cubes in three of the 

compartments of the egg carton, the other child had to look at the egg carton and verbalize 

by counting up from 3.4. 5,6, 7, 8,9 to find the difference—it is assumed that the egg carton 

had nine compartments. The worksheet and a sample pair work that was used in this game 

is presented in Appendix V. At the end of this play, the children would assess themselves in 

terms of whether they worked together, followed the instructions, and used the second 

language to share their mathematical thinking. The teachers also had the same evaluation 

form and assessed the children's performance when they students were working on this 

activity. They were wondering around the class and observing how the children were doing. 

The assessment form is presented in Appendix W. 

Monsieur L. first modeled the game for the students on the overhead projector, then 

he distributed the materials and made necessary room arrangements. Then, he set the timer 

to 15 minutes and the game started. As mentioned previously, the learning objective is to be 

able to count up. The following scene took place when the children were playing this game 

in pairs. 

Scene "Can you count up?" 

(February 15,01) 

Bob (B) and Arthur (A) were lying on the floor and were playing the game. 
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B: un, deux, trois 

(one, two, three) 

A: sept! 

(seven!) 

B: Est-ce que j'ai bien fait qa? Onze, dix 

(Did I do this correctly? Eleven, ten) 

A: Eh ben, moi j'ai fait qa. Onze moins zero... 

Est-ce que j'ai fait 9a? 

(Well, I did this. Eleven minus zero...Did 

I do that?) 

B: ouiiii 

(yeees) 

They put the cubes in the egg cartons and counted. 

B: un, deux, trois, quatre, cinq 

(one. two, three, four, tlve) 

A: SLK, sept, huit, neuf, dLx! 

(six, seven, eight, nine, ten) 

A: deux! Combien? 

(two! How many?) 

B: sept, huit, neuf, dix...onze! 

(seven, eight, nine, ten...eleven!) 

B: Je me demande...j'ai cinq egale six 

est-ce que j'ai eu raison? 

(I am not sure...I have five equal sLx. 

Was I right?) 

A: Oui! Tu as eu raison. 

(Yes! You were right) 

Monsieur L. stated that expecting the children to say everything they are doing and 

thinking is a useful strategy for second language production. When Monsieur L. models 

this game on the overhead projector, he uses phrases and sentences, such as "I take [ am 
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putting in 3 cubes;" "I see that there are 9 in all;" "I see that there are 6 empty;" "9-3 equals 

6 and do you agree with me?;" "Yes, I agree with you;" "No, I don't agree with you." 

Strategy 3- Building Background Knowledge 

Building background knowledge is another experiential teaching strategy that the 

teachers use when they introduce math concepts, such as addition, subtraction, doubles, and 

counting. The following scene takes place when the class is working on mathematical 

strategies. First, the teachers introduced the word "strategy" and tried to give the children 

an idea about what the word means. The teachers helped the children understand how 

strategies for problem solving could be related to their daily lives. 

The following scene took place when the class was talking about the meaning of a 

strategy. 

Scene "Strategies" 

(March 7,01) 

Monsieur L. was telling the use of strategies in daily life. 

ML: Strate'gies. Nous utilisons des strategies tous les 

jours pour resoudre des problemes. Que mon ami 

*n'est pas fache contre moi, qu'est-ce que je peux 

faire? Bob? 

(SU"ategies. We are using strategies every day to solve 

problems. For instance, my friend is angry with me. 

What will I do? Bob?) 

B: Je dis: excuse-moi, la prochaine fois je ne vais 

pas faire ;a. 

(I say: Excuse me, the next time I won't do this 

anymore.) 

ML: Mais tu ne sais pas pourquoi I'ami est fache. 

Alors, qu'est-ce que tu fais si tu ne sais pas pourquoi 

ton ami est fache contre toi? Qu'est-ce que tu peux faire? 

(But you don't know why the friend is angry. So, what 



do you do when you don't know why your friend is angry 

with you? What can you do? Victoria! 

V; Tu peux faire quelque chose de...good, qu'est-ce que 

c'est? 

(You can do something—good, what is that?) 

ML: de bon 

(good) 

V; de bon a ton ami et elle arrete d'etre fachee. 

(good to your friend and she stops to be angry.) 

Terry: Tu peu.\ dire les choses pour aider les personnes. 

(You can say the things that help the people) 

VtL: Comment puis-je dire bonjour a Rebecca? Quelles 

strategies puis-je utiliser? Sam? 

(How can I say hello to Rebecca? What strategies can 

I use? Sam?) 

S: Tu peux ecrire un mot, et tu peux *baller, et tu prends 

la note, et tu *laisses tomber et Rebecca *attrape et elle 

*regarde et lit: Bonjour Rebecca'.'. 

(You can write a little letter and you can make a paper 

ball from it and you take it let it fall, and Rebecca catches 

it ad looks at it and reads: Hello Rebecca'.'.) 

ML: Qa, c'est une tres bonne strategie. 

(That is a very good strategy.) 

ML: Est-ce que tu utilises des strategies quand il y a un 

mot que tu ne connais pas et tu veux lire ce mot? 

(Do you use strategies when there is a word that you 

don't know and you want to read a word?) 

Ss: Ouiii! 

(Yeeees!) 

ML: Qu'est-ce que tu peux faire? Tammy? 

(What can you do? Tammy?) 

T: Suivre les lettres avec un doigt? 

(Follow the letters with the finger?) 

Tim: Trouver un autre mot. 
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(Find another word) 

Jim: sortir le mot? 

(take the word out?) 

Gina: regarder le dessin. 

(look at the picture) 

After helping the children find out the what the term strategy means, the teacher 

moved to the 'doubles' in math which is a strategy that can be used in addition or 

subtraction. The teacher wrote the doubles (14, 16, 28,20) on a transparency on the 

overhead projector. First the children counted the numbers by 2's. He asked: 

ML; Deux plus deux egale quatre. Quatre plus 

deux egale six. Six plus deux egale...? 

(Two plus two equals four. Four plus two 

equals six. Six plus two equals...?) 

Danny: huit 

(Eight) 

ML: Quatorze plus deux...? 

(Fourteen plus two...?) 

Victor Seize. 

(Sixteen.) 

ML: Je montre que chaque fois on ajoute 

un a chaque nombre. C'est pour qa qu'on 

compte deux en deux. Oui? 

(I show that each time you add one at each 

number. That's why we count two and two. 

Yes?) 

Amy: J'ai fait 9a aussi. 

(I did that, too.) 

Danny: Moi aussi, j'ai fait 9a aussi! 

(Me, too I did that!) 

Then the teacher asked the children what they know about doubles. Bob answered: 

Bob: Je prends deux par deux. 
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(I take two by two.) 

ML: Mais si je te dis...six plus six! Comment 

tu sais la reponse? 

(But if I say you...six plus six! How do you 

know the answer?) 

B: Parce que je sais que six plus six egale douze. 

Mais je peux compter avec mes doigts. 

(Because I know that sis plus six equal to twelve. 

But I can count with my hands.) 

S: Je fais: trois plus trois egale sue. 

(I do; three plus three equal to six.) 

ML: Pourquoi? Comment tu sais qa'l 

(Why? Because you know that?) 

Ss: Ouiii! 

(Yeees!) 

Monsieur L. says that memorization is one of the strategies when they are doing 

addition and subtraction. 

ML: Un plus un? Qui a appris par coeur? 

(One plus one? Who learned it by heart?) 

Karen: Moi. J'ai me'morise. 

(Me. I have memorized.) 

ML: Qui sait comment dire qa en anglais? 

Apprendre par coeur? 

(Who knows how to say it in English? 

Apprendre par coeur?) 

Monsieur L. touched his head when he said 'memorize' and touched his heart when 

he said 'appris par coeur.' Some of the children imitated this. 

Danny: Memorize 

Arthur Leam by heart. 

Then the class continued to work on the doubles. The teacher asked and the 

children responded. Each child also had flash cards with the doubles written on them. In 
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this way, the children practiced them by themselves or with their peers either at home or at 

school. At the end of the class period, the class sang a song on doubles. The children loved 

singing in the class. Almost every day, they were singing in French and dancing with the 

rhythm of music. 

Interpretation of Findings on Math Time 

Math time was presented with various hands-on activities with the use of different 

mathematical tools and manipulatives. The teachers aimed to provide the students 

opportunities to use the second language while they were learning the subject maner. The 

teachers used three kinds of experiential teaching strategies in math time. The first one was 

linguistic modeling, or the use of pre-fabricated language patterns, where the sentence 

strucmres and vocabulary were provided by the teachers. The second teaching strategy was 

cooperative group work in which the activities were conducted either in small group or by 

pairs of children. The third teaching strategy was building background knowledge. The 

teachers made connections between the daily experiences and mathematical concepts to be 

taught so that the students could understand the new learning material better. 

Table 5.4 shows the quantity of teacher talk and the studeni(s)' oral second language 

production. The frequency counts presented in Table 5.4 are based on two-hour data that 

were randomly selected from math time between November 2(XX) and May 2001. The 

percentages in Table 5.4 are weighted by different values. So the numbers are not summed 

to one hundred. The percentages include the quantity of the students' responses as 

influenced by the value of the utterance. A complete discussion is in Chapter 3. The 

horizontal line labeled "Teacher" demonstrates the number of time the teacher used low-

level, high-level questions, and prompting in his interactions with the smdents. The 

horizontal lines labeled "Student" and "Students" show the percentages of responses given 

by individual smdents or the smdents as a whole class. These percentages of responses 



390 

were the student(s)' responses given to the teacher's low-level, high-level questions, and 

prompting. Low-level, high-level questions, and prompting are explained in Chapter 3 

(Methodology). Student(s)' oral second language output were analj^ed in four categories: 

minimum, phrase, clause, and sustained. Low-level, high-level questions, and prompting are 

found as the predominant features of the teacher's talk within math time. These features of 

teacher talk facilitated verbal interaction and learning. In the Table below, student-initiated 

talk refers to the students' participation either by asking questions or expressing opinions 

within the context of the lesson. Student-initiated talk is not teacher-elicited response. 



391 

Table 5.4 

Frequency of Verbal Interaction of Monsieur L. and his Students in Math Time between 

Nov'OO-May'O L (Based on Two Hours of Data) 

Low-Level 

Questions 

High-Level 

Questions 

Prompting Student-

Initiated Talk 

Teacher 37 33 106 

Student Minimal 29% 30% 31% 3% (Low-

level) 

1% 

(Prompting) 

Phrase 16% 37% 11% 4% 

(Prompting) 

Clause 57% 56% 45% 1% 

(Prompting) 

Sustained 30% 8% 

Students Minimal 41% 22% 25% 

Phrase 8% 9% 

Qause 10% 11% 11% 

Sustained 4% 

Key 

Minimal: One-word or two-word level utterances (One point value) 
Phrase: Phrase level utterances (Two point values) 
Qause: Sentence level utterances (Three point values) 
Sustained: Longer than sentence level utterances (^our point values) 
(Taken from Swain, 1996) 

Within the framework of experiential teaching strategies. Monsieur L. asked low-

level and high-level thinking questions. At the end of the analysis, it was found that the 

teacher used approximately the same number of low-level questions and high-level thinking 
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questions in math time. The low-level questions consisted of repetitive recall type of 

questions and aimed to provide classroom management and social management among the 

students (i.e.. Are you ready? Do you agree? Is she right?). Individual and whole class 

level responses to the low-level questions included one-word, two-words, phrase, and 

sentence level utterances. 

The individual students responded to the high-level questions with longer than 

sentence level utterances (30%). The majority of the individual students' responses to the 

low- and high-level questions were at the sentence level (57% and 56%). The data showed 

that the students' responses to the low-level and high-level questions (either individually or 

as a whole class) were mainly teacher-elicited responses. Only 3% of the individual student 

responses, given to low-level questions, were at the one-word or two words level. The 

students initiated their utterances without the teacher's elicitation by expressing ideas and 

asking questions. The responses to the low-level and high-level questions were the pre

fabricated language patterns that were taught by the teachers in response to these questions. 

Sample of the teacher's questions and the students' responses to low-level, high level 

questions, and prompting both individual and as a whole class are shown in Figure 5.10. 

The teacher prompted questions 106 times to facilitate student participation and 

involvement. Monsieur L.'s tone of voice went up at the end when he was prompting a 

question or a statement. The individual and a class level responses given to prompting were 

mostly at the one-word, two-words, phrase and sentence level. The majority of the 

responses were at the sentence level (45%) and these responses were given by individual 

students. Individual and class level student responses to the teacher's prompting were the 

teacher-elicited responses. A low-percentage (4% and 1%) of individual responses were 

initiated by the students and these utterances were at the phrase and sentence level. The data 

demonstrated that high-level questions and prompting helped the students produce extended 
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second language output, and also provided the students opportunities to develop their 

mathematical thinking and reasoning ability. 

Low-Level Questions High-Level Questions Prompting 
Is she right? 
Ss: Yeeees, she is right. 
Do you agree? 
Ss: Yeeees. 
Is it heads or tail? 
Ss: Tails 
Are you ready? 
Ss: Yeees! 
Do you understand? 
Yes! 
You see? 
Ss: Yeees! 
S: Good work! 
Is it finished? 
Ss: Nooo! 
What is this? 
S: 5 cents 
S: It's a 25 cent coin. 
Ss: It's a 25 cent coin. 

Can you explain? 
S: Because this is a coin of 
25 cents and this is a coin of 
5. 
What is the other 
combination? 
S: Two coins of 10 cents. 
S: And one coin of 5 cents. 
How many foxes are there 
all together? 
S: 12 
How much is it worth? 
S: 2 cents! 
How many animals are there 
now? 
S:7 

Who can tell me four plus 
four? 
S: 8 
Ss: 8 
The difference is...? 
S:4  
There are. there are 12 what? 
S:There are 12 foxes all 
together. 
Everyone! 
Ss: There are 12 fo.xes all 
together. 
Rebecca, look here! You are 
going to say 'there are' and 
you are going to say 
something... 
R: There are 10 insects 
Ss: There are 10 insects. 
Everybody! 
Ss: 4 animals minus 4 
animals plus 10 animals 
equals 10 animals 
Wlio can say the math 
problem? 
S: 4 minus 4 plus 7 equals 
7. 
Ss &. ML: 4 minus 4 plus 7 
equals 7. 
10 what, 10 dogs? 
S: 10 cents 

Hgure 5.10. Teacher and sludent(s) language patterns for low-level, high-level questions, 

and prompting in math time 
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CHAPTER 6 

CONCLUSION 

INSIGHTS AND UNDERSTANDINGS ON IMMERSION TEACHING 

Every immersion teacher has a particular teaching way and a style to teach second 

language and the content matter that works better for his or her classroom. This smdy 

presents two first grade immersion classrooms in which mostly seven-year old children are 

instructed in the second language (German or French) starting from kindergarten. The 

main goal of this study was to explore the effective teaching strategies that first grade 

immersion teachers (two teachers are team-teaching in the French fu^t grade class) use to 

facilitate oral second language both in language arts and a content matter (math) class. The 

second goal of this soidy was to highlight learning experiences and teaching materials that 

the immersion teachers use to enhance the students' learning in language arts and math 

classes. 

In Chapters 4 and 5.1 described effective teaching strategies that the first grade 

immersion teachers employed in their language arts and math classes to promote the 

students' oral second language use. Learning experiences and teaching materials used in 

these classrooms were also presented within each teaching strategy and I described how 

they contributed to the students' learning process. In this final chapter, I review and discuss 

the findings of this study in the framework of the research questions of this dissertation. 

Then, I consider how information gained from this study can be useful for irmnersion 

teachers and immersion program implementors within an immersion context. Suggestions 

for further research are also presented at the end of this chapter. 



395 

Study Findings 

My research questions were: (I) what are effective teaching strategies that increase 

students' oral second language use in German and French first grade immersion 

classrooms? and (2) what are the learning experiences and teaching materials that the 

immersion teachers use in order to facilitate language and content learning in German and 

French first grade language arts and math classes. To answer these questions, I described 

learning experiences and teaching materials in depth in Chapters 4 and 5. At the end of the 

data analysis, this study found two types of teaching strategies that the first grade 

immersion teachers used to increase the students' oral second language production in 

language arts and math classes. The two types of teaching strategies were analytic and 

experiential teaching strategies. Analytic teaching strategies focus on the form of the target 

language, such as syntactic structures, vocabulary, and pronunciation. On the other hand, 

experiential teaching strategies focus on the use of the target language in a contextualized 

and an interactive way. 

In this study, analytic and experiential teaching strategies were examined in the 

main learning contexts in German and French first grade immersion classrooms. These 

learning contexts in both classrooms were calendar time, carpet time, board story time, 

reading aloud time, puppet theater time, and math time. In this study, my purpose was not to 

compare and contrast the teaching strategies used in German and French first grade 

immersion classrooms. The research design of this study was not developed for this 

purpose. My goal in conducting this study was to show the two different immersion 

classroom settings and explain what the teachers did in order to enhance student oral second 

language use and content matter knowledge. The analytic and experiential teaching 

strategies that facilitated oral language use in German and French first grade immersion 

classrooms are shown in Figure 6.1. 
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Learning Contexts Analytic Teaching 
Strategies 

Experiential Teaching 
Strategies 

Calendar Time (German 
First Grade Class) 

Carpet Time (French First 
Grade Class) 

Visual Cues; Linguistic 
Modeling; Peer Teaching; 
Developing Comprehension 
Skills and Vocabulary 

Linguistic Modeling and 
Pre-Fabricated Language 
Patterns; Peer Teaching; 
Creating Meaningful 
Communicative Contexts 

Board Story Time (German 
First Grade Class) 

Linguistic Modeling; 
Building Background 
Knowledge and Vocabulary 
Learning; Continuous 
Repetition and Review 

Developing Understanding 
through Comprehension 
Questions; Group Work 
Projects Related to the 
Board Stories 

Reading Aloud Time Building and Developing 
Background Knowledge; 
Comprehension Questions 
to Build Understanding; 
Small Group Reading Time 

Math Time Linguistic Modeling (The 
Use of Pre-Fabricated 
Language Patterns) 

Creating Concrete Learning 
Experiences; Activating 
Background Knowledge to 
Help Comprehension; 
Continuous Repetition and 
Review; Cooperative Group 
Work; Building Background 
Knowledge 

Puppet Theater Time 
(French First Grade Class) 

Improvisation; Use of 
Comprehension Questions 
Based on a Story Structure 

Figure 6.1. Analytic and experiential teaching strategies for oral second language use in 

German and French first grade immersion classrooms 

In the German first grade class, Frau M., the teacher, used analytic and experiential 

teaching strategies in calendar time and board story time. By using analytic teaching 

strategies, she aimed to 'mcrease the students' awareness of the form of the target language 

and develop the students' vocabulary icnowledge. Peer teaching was a frequently used 

teaching strategy by which the class reviewed sounds, letters, and words. Pre-fabricated 
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language patterns were also used by the teacher frequently in order to model the syntactic 

structure of the target language. 

The experiential teaching strategies used in board story time primarily focused on 

developing the students' comprehension through the use of questioning. Some of these 

comprehension questions asked by the teacher were low-level thinking questions which 

required recall, repetition type of answers, and some of them were high-level thinking 

questions which enabled the students to analyze and elaborate the content with their own 

sentences. This study suggests that high-level thinking questions and teacher prompting 

facilitated extended suident verbal output and encouraged more student initiated talk. The 

students posed questions or expressed their ideas in response to the teacher's high-level 

thinking questions and prompting. Another experiential teaching strategy, group work 

projects related to the board stories, also provided the students opportunities to use the 

target language and create interactive learning contexts where they interacted and exchanged 

information. In this teaching strategy, there was a connection between the use of reading 

and writing to the use of oral language. The four language skills—reading, writing, listening, 

and speaking—were integrated in this experiential teaching strategy. In group work projects, 

the first graders were expected to produce a writing piece, read it in a small group, and then 

act it out or read their own written product in front of the whole class. The students 

generally used the target language while they were working in their own groups. 

Frau M. used experiential teaching strategies in reading aloud time and math time 

with the goal of facilitating oral second language use. In reading aloud time, experiential 

teaching strategies included developing smdents' background knowledge by enhancing the 

students' vocabulary repertoire and asking comprehension questions to enhance 

understanding on a reading topic. Designing small reading groups was another experiential 

teaching strategy that created a setting for the students to share and discuss the content 

material. In math time, Frau M. mainly used experiential teaching strategies. Various 
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hands-on activities with the use of mathematical teaching tools were presented to teach the 

suidents the first grade math curriculum. The main experiential teaching strategy in math 

time was the use of concrete learning experiences to make the math concepts more 

comprehensible for the students. The use of concrete learning experiences facilitated verbal 

interaction among the students by getting them Involved in the content material. In order to 

enhance student talk, the teacher also activated the students' background knowledge by 

giving examples from the teaching material and asking questions on it. This also helped the 

students with their comprehension. Continuous repetition and review were frequently used 

by Frau M. to reinforce the use of the previously learned concepts and this strategy also 

increased comprehension. 

In the first grade French immersion classroom, the two teachers (Monsieur L. and 

Mademoiselle P.), used analytic and experiential teaching strategies in carpet time in order 

to teach the form of the target language and create meaningful settings for the use of the 

target language. The analytic teaching strategies used in carpet time were the use of flash 

cards and cubes to work on words and to practice their pronunciation. The second analytic 

teaching strategy was building the vocabulary knowledge of the students by learning new 

words, spelling, and sounding them out. The experiential teaching strategies used in carpet 

time were linguistic modeling (i.e., pre-fabricated language patterns), and creating concrete 

and meaningful experiences in which the children used the target language to express 

themselves and accomplish the objectives of a learning experience. In reading aloud time 

and puppet theater time, the teachers used mainly experiential teaching strategies, such as 

booksharing, asking comprehension questions about story, and improvisation. 

Math time was generally conducted by Monsieur L.. He taught math within the 

framework of various hands-on and cooperative group work activities. Experiential teaching 

strategies used in math time included linguistic modeling, cooperative group work, and 

developing students' background knowledge on a content material in order to encourage 
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their participation and make the content matter comprehensible for the students. Both in the 

German and French first grade classes, the teachers provided continuous revision and 

repetition on the content material in order to reinforce the students' language and learning 

processes. 

The immersion teachers participating in this study provided their students with a 

structured learning environment that was shaped by main leaming contexts (i.e., calendar 

lime, carpet lime, and reading aloud time) and daily routines within these contexts. Through 

these leaming contexts, the furst graders attend to language and content matter knowledge 

while trying to use the immersion language. The teachers frequently used multisensory 

experiences reinforced by visual aids, gestures, and manipulatives in order to enhance the 

students' understanding toward the target language and content matter. As stated above, the 

analytic and experiential teaching strategies used by the teachers in each learning context 

supported the oral use of the target language and strengthened students' understanding 

toward the content matter. 

In terms of immersion teaching within these two first grade classrooms, there are 

several points that drew my attention. The first one is, in German immersion class, there is a 

more focus on analytic teaching strategies in which the students mainly work on the form of 

the language as seen in calendar time. For instance, peer teaching is one of the analytic 

teaching strategies used in calendar time. The students have their vocabulary cards and the 

peer teacher (a student) leads the class as they go through the words and target language 

forms. In French immersion class, I found more interactive leaming experiences in leaming 

contexts. For instance, peer teaching is an experiential teaching strategy used in carpet time 

and the peer teacher (a student) leads the class as they go through more meaning-making 

activities as they also focus on form of the target language. 

Frau M., Mademoiselle F, and Monsieur L. used error correction based on the goals 

of leaming experiences within leaming contexts. For instance, the participating teachers 
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explicitly corrected the students' errors by repeating the correct form after the student. The 

error correction particularly occurred when the class was working on the form of the target 

language in calendar time or carpet time. The teachers were observant about the students' 

common errors. For instance, Frau M. used grammar activities and planned grammar 

lessons in order to work on common errors made by the students. The teachers rarely 

corrected the students' oral second language while the students were using the second 

language in order to express and share their ideas. For instance, most of the time. Monsieur 

L. did not correct the students' mistakes when they were acting out their plays in puppet 

theater time since he did not want to interfere with the students' performance and the way 

they were communicating. 

The second point is. the development of oral second language in German and 

French first grade classes are closely linked to literacy learning activities. As mentioned 

before, group work projects as an experiential teaching strategy integrates the use of oral 

language use and reading and writing in the second language. Language use also includes 

active listening in which the students need to listen to one another in order to accomplish the 

group goals. In the French first grade class, improvisation was one of the experiential 

teaching strategies used in puppet theater time. Through improvisations on the puppet 

theater stage, the students learned the story structure orally, and then applied this knowledge 

to their writing skills when they created and wrote their own stories in the target language 

based on the story structure they learned. Thus, the development of the oral language skills 

did not occur by itself; it was supported by the literacy-related learning experiences in 

German and French first grade immersion classrooms. 

Another issue that I need to mention is the integration of target language culture 

(German and French) into the lessons. Based on my observations and analysis of the data, 

it seems that the teachers were following the core curriculum that was designed for 

Milwaukee Public schools and the cultiu^ information presented in the core curriculum was 
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not specifically directed to German or French culture as expected. I think that there was 

more exposure to American culture (i.e., through thematic units on Thanksgiving and 

Halloween) within the classroom settings and the students were e.xposed to German or 

French culture through German or French songs. In the upper grades, if the students wish, 

they can join the dance activities in which German folk dance is being taught by the 

program implementor of the school. Dance groups perform for the public at the museums, 

the German Fest, and the performing arts center in Milwaukee. In French immersion 

school, for the fifth graders, there is an exchange program where the students, under the 

guidance of the assigned teachers, go to France and stay with the French families for a 

particular time period. According to my observations at the first grade level, the integration 

of German and French culture into the lessons could have been more visible. 

In the German and French first grade immersion classes, one of the goals of the 

teachers was to create a leaming community where the students shared, discussed, and 

learned both the second language and content. Based on my observations in these classes 

for seven months, I strongly believe that the teachers achieved this goal. The children used 

the immersion language in the class and sometimes outside of the class without any 

inhibition in order to communicate with one another. 

At the end of the semester, the teachers, under my guidance, gave the seven smdents 

from each class a story telling task from a wordless picture task and a picture description 

task. The teachers determined the students' proficiency levels and picked seven students. 

The students' second language proficiency level varied (2 high language proficient, 3 

intermediate language proficient, 2 low language proficient students). I also asked the 

teachers to evaluate the seven students' oral language proficiency at the beginning of the 

semester. I did not have the opportunity to give the same test to the students at the 

beginning of the semester. 
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Based on Frau M.'s evaluation of those seven children's oral second language 

proficiency at the beginning of the semester, all of the children who are tested basically 

understood the directions, but they did not express themselves in the target language at the 

beginning. In the beginning of the semester, most of the children's speech was mixed. The 

children had two or three words in German and they compensated for the rest of it in 

adjusting the English words to German grammar. For instance, instead of "Er hat mich 

geschubst" (He pushed me), they were saying "Er hat get me gepushed." Frau M. mentions 

that there was a difference in terms of the students' oral language proficiency level between 

the beginning and the end of the semester. The teacher also pointed out that some of the 

students did not have the vocabulary in English so that it was hard for them to say and use 

the words in German. Unfortunately, I did not have information regarding the students' 

English language proficiency level. 

Based on Monsieur L. and Mademoiselle F.'s evaluation regarding the seven 

students' oral second language proficiency at the beginning of the semester, those students 

did not talk much at the beginning. Some of them were shy and did not want to take many 

risks. They only answered with one- or two-word utterances. The high language proficient 

children answered at the sentence level at the beginning. Some of the children were risk-

takers, and some of them were not. At the beginning of the year, the children talked to the 

teachers in English all the time and asked a lot of things in English. Then they went 

through the stage where they mixed French and English. The teachers stated that the 

children were currently doing well in speaking French, original sentences, and participating 

the class all the time. 

After the oral language assessment test (story telling and picture description) was 

completed, the students' language proficiency were evaluated by using the SOPR scale 

(Student Oral E*roficiency Rating). Based on the evaluations of the students' language 

proficiency by native speakers of German and French on the SOPR scale, the 14 students 
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from both of the classrooms (seven from German and seven from French) had levels three 

and four out of five in the areas of comprehension, fluency, vocabulary, pronunciation, and 

grammar. According to results of the SOPR assessment scale, the students understood 

most of what was said at normal speed although the teachers repeated what they said 

occasionally. The students' speech was generally fluent, with occasional pauses to find the 

correct expression. The smdents had a broad enough vocabulary to talk about and describe 

a given topic. The students' pronunciation was found intelligible with a definite accent and 

occasional inappropriate intonation patterns. In terms of grammar, the students made word 

order, case, and preposition errors, but these did not interrupt meaning. 

The students in the German and French first grade classrooms liked to learn a new 

language. Based on an interview (the interview was conducted in English) with the students 

at the end of the semester, it was found that the children in the German and French first 

grade classes enjoyed learning a second language and answered the question, "Do you like 

learning German,? Do you like learning French? with affirmative statements. Some of the 

children's comments included: 

— Yes, because I learn a lot and I know a lot. 

-- Yes, because I can speak other people that know German and 

then I can speak German when I go to German world. 

— Yes, because it's just very fun. 

— Yes, because I'm the only one in my family that can do it and 

it's really cool. 

— Yes, because I Uke learning languages. 

— Yes, because first I didn't know the French and then I used to it 

and then after when I was learning, I am keep learning more French all over and 

all over. 

— Yeah, because it's fiin to leam a second language. 



404 

Discussion on Immersion Teaching 

Second language acquisition researchers agree that children acquire a second 

language most meaningfully when they have the opportunity for comprehensible output 

along with comprehensible inpuL In order words, leamers need to have a setting in which 

they are given many communicative opportunities to produce the new language (Swain, 

1985). However, providing opportunities for the smdents to produce their second language 

is one of the major challenges of immersion teaching (Curtain, 2(XX)). The language model 

that is most prevalent is the teacher and the classroom setting which presents limited 

opportunities for the use of the target language. According to Curtain, successful 

immersion teachers use predictable instructional routines and pre-fabricated chunks of 

language, such as in songs, rhymes, poems, and chants. Successful immersion teachers also 

build redundancy into lessons since students may not understand a concept presented for 

the first time. 

Vesterbacka (1991) states that children's use of pre-fabricated language patterns 

gives them confidence to express themselves in the second language at the early stage of 

second language acquisition; however, the children might not separate the meaning of each 

word in pre-fabricated language chunks. Vesterbacka emphasizes that the use of pre

fabricated language patterns is particularly crucial in early, total immersion programs since 

children start without any knowledge of the second language. This present study showed 

that both the German and French immersion teachers create contexts which provide children 

with the use of the immersion language. The teachers model the target language structures 

and expect the children to use these language panems within the learning contexts. As 

Curtain and Pesola (1994) mention, the teachers can increase communication by teaching 

functional chunks of the target language. This study showed that pre-fabricated language 

patterns helped the children fulfill a specific need in a school day and facilitated the use of 

the target language within language arts and math classes. 
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As mentioned previously, language learning becomes more effective when it is 

contextualized as it is in immersion classrooms (Collier, 1995; Mohan, 1986; Short, 1991; 

Crandall, 1987; Safty, 1991; Mohan, 1986; Snow, Met, & Genesee, 1989; Cummins & 

Swain, 1986; Flores & Riley, 1982; Rosberg, 1995; Cloud, Genesee, & Hamayan, 2000). 

These researchers point out that young children learn best in a setting where they can 

practice language in a meaningfiil way. Therefore, it is essential for immersion teachers to 

organize the environment in a way that children feel comfortable interacting with others and 

taking risks in using the second language. One of the main reasons for the participating 

teachers of my study to use pre-fabricated language patterns is because they want the 

children to feel safe when they are using the second language. Thus, the teachers provide 

language patterns to the students to help them proceed in a learning experience and build 

communication among the students. The teachers mention that the pre-fabricated language 

patterns will be the first step for the children to produce original and sustained speech. 

Although my study specifically focuses on exploring oral language teaching 

strategies, oral language cannot be separated from the other language areas, such as reading 

and writing. They all interact with one another. By developing students' oral language 

skills, teachers also support their reading and writing performance (Cloud, et al. 2000). As 

my study findings suggested, there is a mutual relationship between the development of oral 

language in the contexts of reading and writing. The teaching strategies used for the oral 

second language development in German and French first grade classes took place during 

reading and writing learning experiences. 

The opportunity to engage in meaningful oral exchanges in a classroom setting is a 

necessary component in second language acquisition. During these oral exchanges, 

teachers use questioning to support students' language interaction and learning. Teachers 

and students engage in a continuous process of joint negotiation of meaning during these 

oral exchanges. Questioning is one of the most common strategies used by teachers (Gall, 
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1984; Richards & Lockhart, 1996). Questions maintain students' interest and encourage 

students to focus on the content of a lesson. Questions also allow teachers to elicit 

particular structures or vocabulary items, enable them to check the students' understanding, 

and encourage student participation in a lesson (Gall, 1984; Banbrook & Skehan, 1989). 

In my study, the teachers frequently used questioning in order to elicit responses, check 

students' understanding, and maintain their participation in the lesson. The participating 

teachers of this study preferred to use questioning based on the goals of a learning context. 

For instance, in analytic teaching su^tegies used in calendar time, Frau M. used more 

repetitive, recall type of questions in order to review the form of the target language, whereas 

in experiential teaching strategies used in reading aloud time, the questions tend to be more 

high-level thinking questions that required original and sustained level utterances. The 

teachers also prompted the questions in order to encourage increased student participation. 

Swain (1988) states that sustained talk provides opportunities for variety and 

complexity of language use so that the teachers need to structure the content of the lessons 

in order to permit more opportunities for the sustained use of language by students. This 

present study suggests that particularly in reading aloud time and puppet theater time, 

students produce more original and sustained level utterances since they need to formulate 

questions about a play or make predictions about the content of a story. They use the target 

language in a contextualized setting for communication. 

Teachers use questioning in order to check students' comprehension and clarify 

their understanding to the teaching material (Genesee, 1994; Au, 1993). Hill (2001) states 

that there are various types of scaffolding that can be used effectively with young learners. 

In verbal scaffolding, teachers use prompting, questioning, paraphrasing, and elaborating to 

facilitate students' language and learning to the higher levels of language proficiency, 

comprehension, and thinking. In procedural scaffolding or modeling, the teachers repeat 

children's verbal language to model correct usage. In the German and French first grade 
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classes, the teachers used both verbal and procedural scaffolding. Verbal scaffolding was 

used when the teachers asked or prompted questions in order to aid students' understanding 

and helped in their learning process by eliciting student output. Procedural scaffolding was 

seen when the teachers modeled the target language sentence patterns. Overall, scaffolding 

aided to build communication among the teachers and the smdents and teach language. 

The focus of immersion classrooms is mainly on tasks and curriculum content 

(Bernhardt, 1992). However, as Harley (1991) indicated, there is also a place for an 

analytical approach to the second language in immersion classrooms. Harley thinks that 

students should constantly be encouraged to analyze their vocabulary and grammar. Lyster 

(1998) supports the idea that the analytic teaching approach which is a "focus on form" 

needs to be combined with more experiential ones in order to provide optimal conditions for 

second language learning. Swain (1987) also recommends that immersion teachers need to 

encourage students to become more aware of the relationship between form and meaning. 

The results of my study showed that the teachers in German and French first grade classes 

used analytic teaching strategies in order to increase the students' knowledge and awareness 

of the form of the target language. Thus, the teachers promoted second language awareness 

and accuracy in the students' oral second language output. Lyster (1998) and Schmidt 

(1990) argue that it is necessary first to notice features in a second language. Thus, analytic 

teaching strategies make features of the second language more salient for learners. The 

analytic and experiential teaching strategies are not separate; they are interrelated and both 

of these teaching strategies contribute to target language development and content learning. 

The use of native language among peers in a classroom setting is also discussed in 

the professional literamre. Gayman (2000) and Fortune (2001) found that smdents 

preferred their native language in their social interactions with their peers in the upper 

grades (i.e., third, fourth, and fifth grades). However, in German and French first grade 

classes, the majority of the children used German or French in their social interactions with 
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their peers in the classroom setting. Here is an anecdote from the French immersion class 

when Monsieur L. told an incident about two girls in his class: 

The other day, there's a conflict between two girls. She said 

Melissa has been bothering me a lot and I'm afraid of her. I said 

go into the hall and talk to her. So they went out the hall and standing 

there so I wanted just to see if they were speaking in French or English. 

They had their whole conversation in French. I didn't say have your 

conversation in French. They didn't know that I was gonna be walking 

over there, too which I supposed I invaded their privacy, but I wanted to 

know. (Interview; May 24,01) 

Monsieur L. was amazed and at the same time he was pleased that the two girls were 

speaking totally in French when they were discussing a personal problem between 

themselves. Monsieur L. emphasizes building play language in the classroom. Talking in 

French with their peers just automatically appears; they communicate using French within 

the classroom so why shouldn't the children use French in their social interactions. I also 

observed the same situation in German class where the students even argue in German. 

They do not care whether they use the second language or the native language. This is what 

the children think they are supposed to do. What they know is, they should use the second 

language to communicate. Language is for conununication. In the upper grades, the 

situation would be different. As the children become more aware of the status of the 

languages—English is used abundantly outside of the class, it is the language they 

communicate with more comfortably—naturally they would prefer to use their first language 

more during their social interactions with their peers. 

However, in a first grade class, the situation can be more different than the upper 

grades since the children may not yet di^erentiate regarding the status of language (i.e., 

native language, second language)—at least this seemed to be the case for these first graders. 
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Since the language of the class is French or German and the teachers' expectations in the 

class is for the children to speak the target language, the students continue to use the second 

language in their social interactions. I think that this is an advantage for the first grade 

immersion teachers where the students might use the second language so automatically. 

The participating teachers in this study also suggested that gym, art, and music should be 

conducted in the second language; however, there are not teachers who can teach these areas 

in the second language. They mentioned that it would be very useful for the children since 

they would have a chance to use and e.xperience the second language through gym, music, 

and art. 

Suggestions for Immersion Teachers 

It is essential that an immersion teacher uses the target language consistently both 

within the classroom and outside of the class, such as at lunch breaks or at playground. The 

teachers should create a classroom and also a school context with clear expectations for 

second language learning. They should make conscious decisions about the target language 

use in the classroom. It is also important to create an interactional environment that 

encourages the use of extended discourse which draws upon students' previous experience 

and knowledge. 

Immersion teachers need to have adequate command of target language knowledge 

and should be able to see the differences between their native language and the second 

language. The students need to learn both the informal use of the language as well as the 

academic use of the language. The immersion teachers also need to be good observers or 

kid-watchers and treat errors consistendy without disrupting the flow of communication. 

They should assess students' performance frequently and regularly. Cooperating with other 

teachers either in preparing teaching materials and receiving feedback about their own 

teaching would be usefiil for immersion teachers' individual development. Looping is also 
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suggested by the participant teachers in this study. They support the idea that teachers 

should continue to teach the same class at least two years in order to follow the students' 

language and learning process more closely. 

Teacher education programs have a great deal of responsibility in educating teachers 

for content instruction through a second language. It is useful if the teachers get their 

practice training by actually being in the immersion classrooms, observing the teacher and 

also teaching in those classrooms for a certain period of time. In this way, pre-service 

teachers will have an idea of what immersion teaching looks like and what the students' 

needs are. I had the opportunity to attend an in-service teacher training workshop on 

immersion teaching organized by Dr. Helena Curtain for the district in-service immersion 

teachers. Dr. Curtain is a teacher educator and she is teaching in a university in Milwaukee. 

Her main research interests include early foreign language education and immersion 

teaching pedagogy. All new immersion teachers in the district receive immersion teaching 

training from Dr. Curtain. Curtain (2000) states that these immersion teaching workshops 

for the new immersion teachers are important because of the lack of immersion teacher 

training programs in universities. 

Suggestions for Immersion Program Implementors 

In an immersion program, the role of a program implementor is significant. Both 

German and French program implementors suggest that a potential program implementor 

needs to know research on the successes and the pitfalls of the immersion education from 

Canada throughout the U.S. over the last thirty years. The program implementors in 

German and French immersion schools mention that program implementors need to be 

flexible and handle many different things at the same time. They have the ability to readjust 

priorities on a daily basis or an hourly basis and stay up with current research on immersion 

education since the teachers rely on them for information and to find resources. Program 
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Lmplemeniors should also be comfortable with the curriculum and become familiar with it 

across different grade levels. 

According to program implementors in German and French immersion schools, 

budget problems are the biggest challenge that the schools need to deal with. Financial 

restrictions are always a big challenge to get the learning materials and recruiting or 

maintain the teachers and personnel within the school. The program implementors state that 

the parents are the best supporters and they fight for everything that they see is going to 

benefit the program. The German program implementor's suggestion for the potential 

program implementors is to start small and plan ahead when planning to establish an 

immersion program. For instance, when the German immersion program staned. it began 

with kindergarten through third grade. Every year a grade level is added as the school 

population goes up. 

As the German and French program implementors state, the parents in Milwaukee 

are supporting Immersion schools a great deal and they think that their children are getting a 

high quality education and becoming bilingual as well. Some of the parents' comments in 

sending their children to the immersion schools are (Interview; April-May, 2001): 

—My husband and I want our children to be bilingual and immersion is the best 

means to attain that. In addition, we wanted our children to go to school in a 

diverse setting. 

—I grew up in Germany and I lived in Germany for 7 years...when I was 7 to 14, 

and then I studied German in College. So this (immersion program) is a dream and 

I think this is great. I just wanted him (her son) to have that oppormnity. I think 

they (the children) have fiin. They even argue in German. 

—We knew that there is a lot of parent involvement...We visited the program 

and we have lots of friends who have their kids got good results, the retention... 

of the language. They were able to go to high school and get college and they excel 
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in other academic areas. 

—Because I would like ray daughter to leam...have the second language. It is also 

a good school. 

—We found that the school did well in standardized tests...We wanted somewhere 

where have higher standards. We decided on this school because it's also close 

to our house and it had high quality education and good parent involvement. 

Suggestions for Further Research 

This study presented what inmiersion teaching looked like in a German and a 

French first grade immersion classroom. In this study, I explored effective teaching 

strategies that increase oral second language use in language arts and math classes. I also 

described the learning experiences and the teaching materials that enhanced learning in 

those classes. I think that more process-product oriented research needs to be conducted on 

immersion teaching that can shed light on immersion teaching process and provide an 

analysis on the students' oral second language output and learning process. Three research 

topics are listed below. The first research topic is Frau M.'s suggestion. 

1. It would be a good idea to examine the English language effect on students' target 

language at the second grade. English language arts instruction is introduced at the second 

grade and Frau M. thinks that this reduces the use of German among the students in the 

second grade. Students prefer to speak English since they feel more comfortable using it in 

their interactions with their peers and the teacher. Therefore, it might be crucial to examine 

the effect of the native language on the development of the immersion language at the 

second grade level. 

2. Analyzing students' oral second language errors and fmding out the occurrences 

and reasons for the error types would be a valuable smdy. At the end of this study. 
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suggestions can be made regarding the integration of a form-focused and meaning-focused 

syllabi to the content-based curriculum. 

3. A study on immersion teacher talk can be useful in demonstrating what kind of 

language skills immersion teachers are using in their own language and what kind of 

language skills they are expecting their students to master. 

Personal Reflections on this Research Study 

This study has convinced me that immersion teaching is an effective way to teach a 

second language to the young learners. However, it is a tough task to implement immersion 

education effectively in a school context. Immersion education requires careful planning 

both at a classroom level (teaching methods, materials) and an administrative level (i.e., 

recruitment of qualified bilingual teachers). 

This studv also showed me that teaching methods and strategies are not like tools in 

a tool kit that teachers pick at random and use it in their classrooms. Teaching strategies are 

inherent in teachers' beliefs and in their teaching philosophies. Every teacher has a 

particular way to teach a second language that works better for him or her and his or her 

students. In German and French first grade classrooms, the teachers established learning 

environments in which they consistently used interactive dialogues, humor, challenge, 

imaginary characters, pre-fabricated language patterns, and concrete learning experiences in 

order to teach the second language and content matter simultaneously because these reflect 

their belief systems toward teaching and learning. 

I think that the most important contribution of this study to my thinking process is 

seeing the pedagogical applications of the teachers' belief systems and teaching 

philosophies into their immersion teaching contexts. The participating teachers in this study 

were successfiil in demonstrating their teaching practices which they deeply believed were 

successful teaching practices that worked well for their students. I believe that both pre-
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service and in-service inunersion teachers will benefit from the findings of this study by 

understanding the inunersion teaching process in German and French first grade inunersion 

classrooms, and also examining their belief systenas and teaching philosophies. 
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APPENDIX A 

TIMELINE FOR THE SCHOOL VISITS 

(OBSERVATION SCHEDULE IN GERMAN AND FRENCH FIRST GRADE 

LANGUAGE ARTS AND MATH CLASSES, 2000-2001) 

German Immersion School 

Teacher: Frau M. 

November 20,00 Monday 

November 27,00 Monday 

December 5.00 Tuesday 

Week t: 

January 29.01 Monday 

January 30,01 Tuesday 

January 31,01 Wednesday 

Week 2: 

February 19.01 Monday 

February 20,01 Tuesday 

February 21,01 Wednesday 

Week 3: 

March 12,01 Monday 

March 13,01 Tuesday 

March 14,01 Wednesday 

Week 4: 

April 2,01 Monday 

April 3,01 Tuesday 



April 4,01 Wednesday 

Week 5: 

April 30,01 Monday 

May 1.01 Tuesday 

May 2,01 Wednesday 

Week 6: 

May 21,01 Monday 

May 22,01 Tuesday 

May 23,01 Wednesday 

Class Schedule 

9:00-10:30, #29 Frau M. (1st Grade) Morning Work, Calendar, Board Story 

11:00-11:30 Reading, Writing 

1:15-2:30 Math 

Total Observation Period: 73 hours 

Total Videotaped Data: 22 hours 

French Immersion School 

Teachers: Mademoiselle F. and Monsieur L. 

December 5,00 Tuesday 

Week 1: 

January 23,01 Tuesday 

January 24,01 Wednesday 

January 25,01 Thursday 

Week 2: 

February 13,01 Tuesday 
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February 14,01 Wednesday 

February 15,01 Thursday 

Week 3: 

March 6,01 Tuesday 

March 7,01 Wednesday 

March 8,01 Thursday 

Week 4: 

March 27,01 Tuesday 

March 28,01 Wednesday 

March 29,01 Thursday 

Week 5: 

April 24,01 Tuesday 

April 25,01 Wednesday 

April 26,01 Thursday 

Week 6: 

May 15,01 Tuesday 

May 16,01 Wednesday 

May 17,01 Thursday 

Class Schedule 

9:00-10:00 #21 (1st Grade) Language Arts—Morning Work, Calendar, Grammar 

Lesson 

10:00-10:30 Language Arts—^Writing 

11:00-11:30 Math 

12:15-1:45 Reading Aloud, Silent Reading, Book Sharing, EHippet Theater 



Total Observation Period: 67 hours 

Total Videotaped Data: 20 hours 
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APPENDIX B 

STRUCTURED INTERVIEW QUESTIONS FOR THE PROGRAM IMPLEMENTORS 

Note: Some of the interview questions are taken from: 

Faltis, C. J. (1993). Joinfostering: Adapting teaching strategies for the multicultural 

classroom. New York: Macmillan. 

Merriam, S. B. (1988). Case studv research in education: A qualitative approach. 

San Francisco, CA: Jossey-Bass, Inc. 

Montone, C. L., & Loeb, M. I. (2000). Implementing two-wav immersion programs 

in secondary schools. Center for Research on Education, Diversity & Excellence, 

University of California. Santa Cruz. 

Ouestions on the Immersion Program 

1. What is your school profile (i.e., type of immersion model, year began, current grade 

levels, program goals, student population, and admission process)? 

2. What is the origin of your program? How did the program start? 

3. Would you consider your program successful? If so, why? If not, why not? 

4. What have been the program's greatest successes? 

5. What difficulties has the program had that other programs could learn from? 

6. How could the program be improved? 

7. What are program's goals for the future? 

8. What advice would you give to schools that are considering starting a program at the 

elementary level? 

9. What are your suggestions/recommendations for the fiature program implementors or 

school principals? 
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Questions on Parent-School Collaboration 

1. What are parents' motivation/reasons for sending their children to your immersion 

school? 

2. What is the level of parent-teacher association (PTA) in your school? 

3. What are the activities that involve parents into the school community? 

Questions on the Teachers 

1. How many teachers are there in your school? What are their educational background? 

2. How many of your teachers are the native and non-native speaker of the immersion 

language in your school? 

3. How do you evaluate your teachers' teaching performance? 

4. Do you provide in-service teacher training for your teachers? If yes, how often? 

5. What kind of teacher training activities do you provide within the school? 

Questions about Students 

1. What is the socio-economic status of your students? 

2. How many students received acceptance to enroll to your school in the academic year 

2000-2001? 

Questions on Instructional Materials 

1. How do you obtain materials you are using in your classrooms? 

2. What is the school's philosophy toward native language instruction? 

3. What are other personnel or material resources available for the program (i.e., 

instructional aides, resource teachers, technology support, etc.)? 



421 

APPENDIX C 

STRUCTURED [NTERVIEW QUESTIONS FOR THE TEACHERS 

1. What do you do in your classroom? 

2. How do you know your students developing in the target language? 

3. How do you plan your lessons? 

4. What is your teaching philosophy? 

5. What are the assessment techniques you are using in evaluating your students' target 

language and content knowledge? 

6. How often do you use group work? How do you form the groups? Do you always 

assigns the students roles within the group? 

7. How do you make the seat arrangement at the beginning of the semester? 

8. Do the teachers collaborate with one another in order to improve their teaching practices? 

If so, can you talk about your collaboration with other teachers? 



APPENDIX D 

SEMI-STRUCTURED INTERVIEW QUESTIONS FOR THE TEACHERS 

1. How did today's board story time helped the stuaents involved to the class? 

2. Why did you ask the student to repeat one of his or her peer's sentence? 

3. Did you find the group work successful? How do you evaluate the snadents' oral 

language performance? 

4. What would you change if you did this group work one more time? 



APPENDIX E 

PICTURE OF THE GERMAN IMMERSION SCHOOL 



APPENDIX F 

PICTURE OF THE FRENCH IMMERSION SCHOOL 
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APPENDIX G 

PERMISSION LETTER FROM THE HUMAN SUBJECTS COMMITTEE OF THE 

UNivEsmr OF ARIZONA 

ThcUMvmrrcr 

Httotaa 3tftt|ccts Cjcnmiuce 

24 Ocwbcr ZOCO 
A^ONA. .oil S. Matel itxKt 

HCAUH SOINCZS QNTU 
ea 8o*i«suT 
lUcwo. .M )7 .3^} 

Smnni .-KJccon. .VL£d. ~ 
Advuor Yena Goodman. ?hJD 
Oepanment at Second Language Acqut^tQcn 

wd Teaching (SLAT) 
?0 BOX: 10427 

RE HSC A(I0.1J4 EFFECnV'E INSTRUCTIONAL STR.\TEGIES IN FRHNCH. GER\L-VN 
AND SPANISH ONE-WAY tMNCRStON CUvSSROGNtS 

Dear VCs. Akcon: 

We received your above cited research proposal. The procedures co be followed in ihts study pose 

no more than aummai risk to padapaong subjects. Regulations issued by the L' 5- De^-Ttxnem o( 
Health and Human Services [4S CFR Part 46. i 10(b)) authonze upprcvol of this type profec: through 
Che expedited n:view procedures, with the condiuoms) that subjects' anonymity oc samtained. 
.Although full Committee revtew is not required, a onet turxunary of the project procedures ;s 
submitted to the Coreouttee for their endorsement and/or commenL if any. after admimsffauve 
approval is granted. This project is approved effecuve 24 October 2000 for a period of one year. 

The Human Suojects Committee (InstituUonaJ Review Board) of the L'mversity of .'Knzona has a 
current assurance of compliance, number .VM233. which ts on r'llc wtch the Department of Health 
and Human Services and covers this octivtcy 

Approval isgrancedwicn'Jie understanding that no furtherchanges or additions wtU be made acher 
:o the procedures followed ano the consent form(s) used (copies of which we have on file) without 
±e knowledge and approval of the Human Subjects Comimttee and your College or Departmental 
Review Committee. Any xsearch related physical or psychological harm to any lubject must also 
be repotted :o each commines. 

A umverstty policy requires Out ail signed subject consent forms be icepc in a permanent ^le in an 
area designatec for that purpose by the Department Head or comparable ouihoncy Thu will assure 
their acccssibiiity in the event that omversity officials require the informaaon and the prtncipal 
investigator is onavatlable for some reason. 

Sincerely yours. 

Davtd 0. Johnson. M.D 
(Diairman 
Human Suojects Comrmitee 

DCJ rs 
OeparirxiitauCollegB Review Cummittec 
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APPENDIX H 

SAMPLES OF THE DESCRIPTIVE AND ANALYTIC FIELD NOTES 

Field Notes 

Descriptive notes 

The students read the board 

story aloud. 

The teacher makes jokes. 

The teachers asks comprehension 

questions about the story 

Analytic notes 

Possibly a pattern 

Humor seems to be a crucial 

element. 

This is the beginning of oral 

language practice 

The teachers asks a student to repeat Keeps students' attention, 

what another student has just said. 

The teacher makes mistakes on purpose. Maintain students' interest; 

keep students' attention. 

The teacher uses noun, verb, adjective charts. This is to increase students' 

awareness to the form of the 

target language. 



APPENDIX I 

PICTURE OF ROOM 29 

(GERMAN FIRST GRADE CLASS) 



APPENDIX J 

"ONLY GERMAN SPOKEN IN THE CLASS 
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APPENDIX K 

PRAISE COUPONS 

viEiiEN ma 
FfiRElNE 
SnTETflT! 
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APPENDIX L 

TEACHING MATERIALS USED IN CALENDAR TIME 
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APPENDIX M 

PASSWORDS 

tenentocK 
[ffonqe wmeRSBSa 
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APPENDIX N 

GRAMMAR GAME 

A B 
gehen (ich) ich gehe 
du stehst stehen * ) 

.streiten ( Andrea) sie streitet 
ich sitze sitzen (ich) 
suchen ( er) er sucht 
ihr ruft rufen (ihr) 
frogen (ich) ich froge 

;er sogt sagen (er) 
lochen (du) du lachst 
sie sprechen sprechen (sie, viele) 
nnochen (ich) ich nnache 
,er dorf durfen (er) 
fahren (ich) ich fahre 
ich bin sein (ich) 
woilen (du) du willst 
ich mul3 mussen (ich) 
solien (er) er soil 
du wirst werden (du) 
hoben (ich) ich hobe 
wir mussen nnussen (wir) 
sein (wir) wir sind 
er fdhrt fahren (er) 
./verden (die Frou) die Frau wird 
du dorfst durfen (du) 
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APPENDIX O 

GROUP WORK JOB CARDS 

der Vorleser 
die Vorleserin 



APPENDIX P 

STUDENT WORK ON SORTING THE GEOMETRICAL SHAPES 



APPENDIX Q 

CHART FOR THE GEOMETRICAL SHAPES 
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APPENDIX R 

STUDENT WORK 
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APPENDIX S 

SAMPLE STUDENT WORK ON MORNING WORK 
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APPENDIX T 

VOCABULARY GAME, "CHUTES AND LADDER" 
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APPENDIX U 

INCENTIVES AND CONSEQUENCES CHARTS 

uolu 
lotu 

UOStOLU ions 



APPENDIX V 

SAMPLE STUDENT WORK 
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APPENDIX W 

ASSESSMENT ON PAIRWORK 

Norn:' Date: 
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