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The United States society is becoming increasingly diverse due to the arrival of 

large numbers of immigrant groups. Many of these children do not speak English as their 

first language. However, the U.S. Department of Education (1995) reports that only 15% 

of English language learners (ELLs) nationwide are educated in programs designed 

specifically for second-language learners. 

With English-only educational policies in a number of states, ELLs will likely be 

put in mainstream classrooms in which they may not receive enough language learning 

support. In most cases, a teacher in a mainstream classroom is not equipped with the 

proper ESL education to support ELLs through their transitional phases. It is therefore 

necessary to research the process of ELLs acquiring English in a mainstream classroom. 

This ethnographic case study examines the nature of a novice English learner's 

apprenticeship and her experiences in the process. Ying, an 8-year-old, whose native 

languages are Taiwanese and Mandarin, arrived in the U.S. 2 months prior to the start of 

this study. Ethnographic approaches - participant observations, interviews, and artifact 

collection - are utilized to answer two research questions. 

The research questions that guide this study are: (1) what is the nature of 

apprenticeship for a novice ESL learner in a mainstream classroom, and (2) how does a 

novice ESL learner experience the process of apprenticeship within the contexts of the 

home, school and community. The findings for the first question document the kinds of 

assistance and resources Ying received from the community, the school, the class, and the 

family, and the influence of the assistance and resources on Ying's development of 
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English. The findings of the second question include Ying's significant roles as a 

collaborator, a resource seeker, a demonstrator, and a contributor in her class and school 

communities. She utilizes the strategies of tolerating ambiguity, remaining confident, 

connecting schoolwork with her real life experience, and making good use of resources in 

the process of learning. Based on these findings, the researcher discusses their theoretical 

contributions and pedagogical implications of sociocultural theory, comprehensible input, 

and balance of cognitive and situated perspectives in second language acquisition 

research. 
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ENGLISH LANGUAGE LEARNERS IN THE UNITED STATES 

This research study examines the nature of a novice English language learner's 

experience in a mamstream' classroom. It looks at the collaboration and the assistance a 

second language learner receives within and outside of the classroom in completing 

school experiences, such as homework, reports and projects. This focus grew out of my 

concerns to understand the challenges that my child and many other children like her face 

when they do not speak English but are taught to understand subject matter, and further 

are required to read and write in English in a mainstream classroom in the United States. 

The purpose of this study is to understand the sociocultural influences of home and 

school on a non-English speaking immigrant child. 

"I was boring [bored] because I don't know what the teacher was talking about so 

I was thinking about going home to sleep." 

These frustrating comments were made by my 8-year-old daughter as she recalled 

how she felt in class upon starting school a few days after arriving in the United States 

(see Figure 1). I was heartbroken to see her encounter a new world on her own in which 

she had to struggle to make sense of an overwhelming stream of unfamiliar utterances 

and the new social contexts of American schools. The same frustration she 

' The fiill name for "a mainstream classroom" referred to in this study is "an English mainstream 
classroom." It is a classroom in which the students are eitha* native English speakCTs or have already 
acquired fluency in English. All instructiais are given in English. The curriculum is not designed to 
provide sheltered English to students who learn English as a second language. 
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Figure 1. Ying's reflection on her early days in class. 

expressed has no doubt been faced by millions of other newly immigrating children in 

mainstream classrooms, where English is the only medium for teaching the content areas. 

In order to demonstrate the importance of understanding this issue, I utilize statistics 

released by the United States government and published research articles to illustrate the 

fact of the increasing population of English language learners (ELLs) (Lacelle-Perterson 

& Rivera, 1994) in the K-12 classrooms in the United States and the preparation of 

teachers to serve such students in public schools, and this chapter will end with the 

research questions that guide this study. 

^ "Limited English proficient" (LEP) is an official term to refer to the increasing diverse students in the 
United States. Other terms such as "language minority" (LM), linguistically and culturally diverse" (LCD), 
"culturally and linguistically" (CLC), and "English language learners" (ELL) are used in the relevant 
literature as well. In this study, I refer to these students as "English language learners" (ELL) to avoid the 
negative connotation of deficiency and to include the heterogeneity among this population as well. 



17 

Students Who May Need Extra Help in English 

The United States is increasingly becoming more diverse due to the largest influx 

of immigrants in its history (Lewis, 1991). Most new arrivals to the United States used to 

be from Europe during the early part of the 20th century. However, over the last decade, 

the population of Asian/Pacific Islanders and Hispanics has grown quickly (1997, 

National Center Education Statistics). The growth of the U. S. non-English-speaking 

population is contributing to the burgeoning linguistic diversity of public school students. 

According to a 1990 census data report, 6.3 million school aged children (5 to 17 years of 

age) spoke a language other than EngUsh at home (National Association for Bilingual 

Education, 1993). In the school year 2000-2001 alone, roughly 4.6 million ELLs were 

served by the U. S. K-12 educational system (Kindler, 2002 as cited in Thomas & 

Collier, 2003) and the number of ELLs continues to rise. By the 2030s, language 

minority students are expected to comprise 40% of the school-aged population in the 

United States (Thomas & Collier, 2002). Gains in the number of nonnative English 

speakers have been reported for 39 states in the nation (National Center for Educational 

Statistics, 1995), with certain states having particularly large proportions of English 

language learners. In 2000, more than half of all non-English language speakers lived in 

four states: California (12 million), Texas (6.0 million), New York (4.9 million), and 

Florida (3.4 million) (see Table 1). California had the largest percentage of non-English 

language speakers at 39%, followed by New Mexico with 36%, Texas 31% and New 

York almost 28%. In 21 states, 10% or more of the population spoke a non-English 

language (see Table 1). 



Table 1 

Language Spoken at Home and Ability to Speak English for the Population 5 Years and 

Over by State: 2000 

Language Spoken at Home 

^on-English language 

State Total population English only No. % 

United States 262,375,152 215,423,557 46,951,595 17.9 
Alabama 4,152.278 3,989,795 162,483 3.9 
Alaska 579,740 496,982 82,758 14.2 
Arizona 4,752,724 3,523,487 1,229,237 25.8 
Arkansas 2,492,205 2,368,450 123,755 4.9 
California 31,416,629 19,014,873 12,401,756 39.4 
Colorado 4,006,285 3,402,266 604,019 15.0 
Connecticut 3,184,514 2,600,601 583,913 18.3 
Delaware 732,378 662,845 69,533 9.4 
Dist. of Columbia 539,658 449,241 9^ Ml 6.7 
Florida 15,043,603 11,569,739 3,473,864 23.0 
Georgia 7,594,476 6,843,038 751,438 9.8 
Hawaii 1,134,351 832,226 302,125 26.6 
Idaho 1,196,793 1,084,914 111,879 9.3 
Illinois 11,547,505 9,326,786 2,220,719 19.2 
Indiana 5,657,818 5,295,736 362,082 6.3 
Iowa 2,738,499 2,578,477 160,022 5.8 
Kansas 2,500,360 2,281,705 218,655 8.7 
Kentucky 3,776,230 3,627,757 148,473 3.9 
Louisiana 4,153,367 3,771,003 382,364 9.2 
Maine 1,204,164 1,110,198 93,966 7.8 
Maryland 4,945,043 4,322,329 622,714 12.5 
Massachusetts 5,945,249 4,838,679 1,115,570 18.7 
Michigan 9,268782 8,487,782 781,381 8.4 
Minnesota 4,591,491 4,201,503 389,988 8.4 
Mississippi 2,641,453 2,545,931 95.522 3.6 
Missouri 5,226,022 4,961,741 264,281 5.0 
Montana 847,362 803,031 44,331 5.2 
Nebraska 1,594,700 1,469,046 125,654 7.9 
Nevada 1,425,748 1,425,972 427,972 23.0 
New Hampshire 1,160,340 1,064,252 96,088 8.2 
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Language Spoken at Home 

'Hon-English language 

State Total population English only No. % 

New Jersey 7,856,268 5,854,578 2,001,690 25.4 
New Mexico 1,689,911 1,072,947 616,964 36.5 
New York 17,749,110 12,786,189 4,962,960 27.9 
North Carolina 7,513,165 6,909,648 603,517 8.0 
North Dakota 603,106 565,130 37,976 6.2 
Ohio 10,599,968 9,951,475 648,493 6.1 
Oklahoma 3,215,719 2,977,187 238,532 7.4 
Oregon 3,199,323 2,810,654 388,669 12.1 
Pennsylvania 11,555,538 10,583,054 972,484 8.4 
Rhode Island 985,184 788,560 196,624 19.9 
South Carolina 3,522,240 3,522,240 196,429 5.2 
South Dakota 703,820 658,245 45,575 6.4 
Tennessee 5,315,920 5,059,404 256,516 4.8 
Texas 19,241,518 13,230,765 6,010,765 31.2 
Utah 2,023,875 1,770,626 253,249 12.5 
Vermont 574,842 540,767 34,075 5.9 
Virginia 6,619,266 5,884,075 735,191 11.1 
Washington 5,501,398 4,730,512 770,886 14.0 
West Virginia 1,706,931 1,661,036 45,895 2.6 
Wisconsin 5,022,073 4,653,361 368,712 7.3 
Wyoming 462,809 433,324 29,485 6.3 

Source: U. S. Census Bureau, Census 2000, Summary File 3, Table p. 19 
Internet release data: February 25, 2003 
The first four places of population and percentage are printed in bold. 

Teacher Preparation in the Mainstream Classroom 

In spite of the huge population of ELLs accommodated in schools, the U. S. 

Department of Education (National Center for Educational Statistics, 1995) reports that 

only 15% of them nationwide are educated in programs designed specifically for second-

language learners. With the proposition of English-only policies in many states such as 
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Proposition 227 in California in 1998 and Proposition 203 in Arizona in 2000, it is more 

likely ELLs will be placed in mainstream classrooms in which they may have difficulty 

in getting sufficient help with their English. In most cases, a teacher in a mainstream 

classroom is not ready to assume the responsibility of bridgmg these students' transitional 

stages because of the lack of English as a second language (ESL) information, education 

or support (Abraham & Chumley, 2000; Cummins, 2001; Faltis & Hudelson, 1994; 

Garcia, Willis, & Harris, 1998; Gutierrez, Asato, Pacheco, Moll, Olson, Homg, Ruiz, 

Garcia, & McCarty, 2002). 

Factors that contribute to the ill preparedness of mainstream teachers to serve 

ELLs include the lack of ESL courses in the pre-service and in-service teacher education 

programs (Clair, 1995; Constantino, 1994; Gonzalez & Darling-Hammond, 1997) and the 

dearth of research conducted and published in professional journals for both pre-service 

and in-service teachers (Eakle, 2003). The 1993-94 SASS^ data reveal that only 2.5 % of 

teachers who instruct ELLs actually have an academic degree (bachelor's, master's, or 

Ph.D.) in ESL or bilingual education. Furthermore, only 30% of the teachers with ELLs 

in their classes have received any training in teaching them (National Center Education 

Statistics, 1997). Due to these disadvantaged circumstances for ELLs in the United States 

public schools, it is urgent to gain more knowledge of the process of ELLs' acquiring 

English in a mainstream classroom. This process may be illuminated by examining the 

^ The Schools and Staffing Survey (SASS) is the U. S. nation's largest sample survey of America's K-12 
public and private schools. The survey is released by National Center for Education Statistics. Available 
at: http;// nces.ed.gov 



21 

assistance they receive and the struggle and efforts they themselves make to conquer the 

language barrier in order to "swim" in the ocean of an unfamiliar language and schooling 

system. Emphasizing the immediate need of this knowledge, Piatt and Troudi (1997) 

urge that, "...classroom research in the SLA[second language acquisiton] field should be 

expanded to include mainstream and inclusion settings, and fmdings should be made 

available in journals that teachers read" (p. 29). However, Eakle (2003) conducted a 

content analysis of the published articles in The Reading Teacher and Language Arts 

from 1990 to 2001, and concluded that the topic of second-language learning and 

teaching is not given enough attention in both journals though they are primary sources of 

information for literacy specialists and classroom teachers. 

Research Questions 

Research that carefully examines how ELLs learn in a mainstream classroom is 

urgently needed in order to provide mainstream teachers with the knowledge about how 

ELLs can simultaneously receive sufficient and appropriate opportunities to acquire 

English language and develop their abilities in subject matter areas. 

Apprenticeship Learning Model, rooted in the sociocultural perspective of 

learning, is thought to be particular helpful in explaining how novice English second 

language (ESL) children acquire English through activities in which they interact and 

collaborate with more skilled English speakers (native and normative) in school and at 

home. This model is based on the idea that learning occurs through the activities of 

interacting and collaborating between the novice and the "more knowledgeable one" 

(Dom & Sofos, 2001) or "more knowledgeable other(s)" (Lee &. Smagorinsky, 2000) 
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within a community of learners. In this context, children are considered apprentices in 

thinking, active in their efforts to leam by observing and participating with peers and 

more skilled members of their society, developing skills to handle culturally-defined 

problems with available tools, and building from these given concepts to construct new 

solutions within the context of sociocultural activity. The roles of the individual and the 

social world are interwoven and inseparable. The processes of guided participation in the 

social and cultural context are to build bridges between what children know and new 

information to be learned. Rogoff (1990) defmes apprenticeship by statmg that it is an 

appealing metaphor, "in which active novices advance their skills and understanding 

through participation with more skilled partners in culturally organized activities" (p. 39). 

Even though more SLA researchers (Atkinson, 2002; Ellis, 1997; Lantolf, 2000, 

2002; Lantolf & Pavlenko, 1995; Nassaji & Gumming, 2000; Nyikos & Hashimoto, 

1997; Oxford, 1997; Piatt & Troudi, 1997; Scarcella & Oxford, 1992; van Lier, 1996) are 

applying a sociocultural lens to ESL research, the day-to-day nature of apprenticeship is 

not thoroughly explored. Therefore, I chose to study my daughter, who is a second 

language learner in a mainstream classroom, right after she arrived in the United States. 

This study hopes to fill this gap of knowledge in SLA research through the following 

research questions: 

1. What is the nature of apprenticeship for a novice ESL learner in a mainstream 

classroom? 

2. How does a novice ESL learner experience the process of apprenticeship within 

the contexts of the home, school and community? 
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Ethnographers (researchers who are interested in cultural descriptions and 

interpretations) generally debate over the view of insiders/outsiders or natives/non-

natives (Vo, 2000). While the native researchers have the advantage of being "trusted" in 

their home culture, their disadvantage is that of being "too close to home" (Aguilar, 

1981); on the other hand, outsiders' curiosity about their new environment makes 

valuable discoveries (p. 16). The dichotomy is differentiated as emic/etic perspective by 

George and Louise Spindler (1992). In this study, the first research question involves the 

researcher's interpretation of many data sources while the second one is examined 

through the voice and eyes of the child to gain a fuller and more balanced understanding 

of her learning process. 

Overview of the Dissertation 

This chapter is followed by the importance of studying English language learners 

through apprenticeship in Chapter 2, which illustrates the interpretation of second 

language acquisition (SLA) from Vygotsky's sociocultural perspective; the use of the 

metaphor; apprentices, in relation to the role of ELLs in mainstream classrooms; and the 

importance of examining their learning process and experiences within the contexts of the 

community, school, and family. In Chapter 3, Lev Vygotsky's zone of proximal 

development and Krashen's comprehensible input {i+1) are explained by presenting the 

key concepts in their theories. Furthermore, various views toward the long-existing 

controversy of the relationship between ZPD and /+/ are pointed out and discussed in 

this chapter as well. Chapter 4 defines the concept of the apprenticeship and includes the 

previous relevant studies under the themes of social interaction in language learning. 
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children's development of English language proficiency, scaffolding, the successful 

pedagogy of ELLs in the mainstream classroom, and parental involvement in ELLs' 

school learning. The relations of these themes to this study are explained and illustrated 

as well. In Chapter 5, the multiple settings and the participant of this study, Ying, are 

portrayed in great detail. The collection of various sources of data within the contexts of 

the community, school and family and the procedures of analyzing them are described. 

The validity and limitation of this study is discussed at the end of this chapter. The 

findings in answering the research questions of the study are reported in Chapter 6. In 

Chapter 7, these fmdings are discussed in relation to Vygotsky's sociocultural theory and 

Krashen's comprehensible input theory, and their implications to teaching ELLs in 

K-5 mainstream classrooms are also reported. 
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AN ESL LEARNER THROUGH APPRENTICESHIP 

The purpose of this study is to examine the nature of an 8-year-oId second 

language learner's apprenticeship, her role in learning English as a second language 

(ESL), and her own experiences in the process of apprenticeship. The study looks at her 

collaboration and the assistance she receives within and outside of school in completing 

some of her school assignments, such as homework, reports, and projects. The necessity 

and importance of this study are discussed from these aspects: the sociocuhural 

perspective in second language acquisition (SLA), the role of ELLs as apprentices in a 

mainstream classroom, and the inclusion of the school, family, and community contexts. 

The use of sociocultural theory is gaining more and more attention in SLA (Atkinson, 

2002; Ellis, 1997; Lantolf, 2000, 2002; Lantolf & Pavlenko, 1995; Nassaji & Gumming, 

2000; Piatt & Troudi, 1997; Nyikos & Hashimoto, 1997; Oxford, 1997; Scarcella & 

Oxford, 1992; van Lier, 1996) because of its emphasis on learning as an active process in 

real life contexts. Apprenticeship in this study is defmed as the status of ELLs as "active 

novices advance their skills and understanding through participation with more skilled 

partners in culturally organized activities" (Rogoff, 1990, p. 39). The inclusion of 

multiple research settings of the community, school, and family helps this study to 

provide a thorough picture of a novice English language learner's learning process and 

experiences in her real life. 



26 

Sociocultural Perspective in SLA 

Atkinson also (2002) calls for qualitative ethnographic studies conducted in the 

real classroom that attempt to reflect the context-situated portrait of ESL learners; 

Although individual-aggregating statistical and experimental methods have a 
place in SLA, studying real humans in real human contexts and interactions, 
including classrooms, entails methodologies that do not denature phenomena by 
removing them from their natural environments and breaking them down into 
countable components parts. Qualitative research approaches that attempt to 
honor the profound wholeness and situatedness of social scenes and individuals-
in-the world, such as ethnographic methods, will have a central place in this 
endeavor, (p. 539) 

The focus on the apprenticeship process of activities in this study responds to Nassaji and 

Cumming's (2000) advocating, .. language teaching and learning be 

conceptualized as sociocultural activity" (p. 95) and Lantolf s (2002) statement, .. that 

ftiture SCT (Sociocultural Theory) on SLA (Second Language Acquisition) needs to pay 

more attention to activity theory (compared with the studies of interaction and discourse 

analysis) than is now the case" (p. 104). In explaining that the SLA has recently fallen 

into a dichotomy of language acquisition and language use, Sfard (1998) makes a 

distinction between "the acquisition metaphor (AM)" and "the participation metaphor 

(PM)" (p. 6). He states, .. While the AM stresses the individual mind and what goes 

'into it', the PM shifts the focus to the evolving bond between the individual and others" 

(p. 6). In order to call for a theoretically-balanced approach among language acquisition 

and language use to the study of SLA, Larsen-Freeman (2002) quotes Firth and Wagner's 

(1997) argument that the SLA field has been dominated by the "individualistic and 

mentalistic" view, which fails to account in a satisfactory way for the social nature of 
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language. She argues that a balance is one where both the social and the individual 

cognitive dimensions for SLA receive equal attention. 

In a review article on the use of the sociocultural theory in SLA, Schinke-Llano 

(1993) points out a few Vygotskian key concepts that are most helpful and relevant to 

SLA - the relationship between thought and language, the explanation of development, 

and the role of interaction in language acquisition. She then continues to provide an 

annotation of studies in SLA that have utilized Vygotskian theory to frame their studies. 

Based on her review, Schinke-Llano claims, "... relatively few SLA theoreticians and 

researchers have used the potential of Vygotskian psycholinguistics [theory] to its fullest 

extent" (p. 127). Schinke-Llano further points out studies conducted to find "mediation 

strategies are most effective in allowing [English language] learners to become self-

regulatory in both linguistic and cognitive tasks" (p. 127). 

The focus of the present study is placed on the social nature of an 8-year-old's 

learning English and on the process of her socialization as she is becoming a member of 

the community (the American school and classroom). This attention will help to add to 

the knowledge pool of socialization in SLA, which Larson-Freeman (2002) argues to be 

long ignored by mainstream SLA research. 

ELLs as Apprentices in a Mainstream Classroom 

In addition to the need to consider ELLs from the sociocultural perspective, there 

is scant literature about how Enghsh language learners (ELLs) adapt to learn in 

mainstream classrooms from the lens of apprenticeship, which is the focus of this study. 

Therefore, an in-depth day-to-day ethnographic case study will help fill this gap in 
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understanding how a novice ieamer acquires English through the process of 

apprenticeship. The sociocultural apprentice nature of second language acquisition is 

also emphasized by Atkinson (2002): 

The expert-novice (or master-apprentice) metaphor emanating from studies of 
situated cognition is a useful thinking tool in this context, exactly because it 
emphasizes learning through active and increasingly knowledgeable participation in 
a particular 'community of practice.' (p. 538) 

Therefore, learning a language is seen as a process of becoming a member of a certain 

community. In the case of this study, language learning success is to seek evidence of the 

learner becoming a participant in the new community where she is accommodated. 

School-Family-Community Contexts 

This study examines the assistance an 8 year old girl new to English receives from 

the community'', school^, classroom^, and family^. The inclusion of multiple settings 

corresponds to the concern of current literacy scholars whose research target includes 

both native and normative speakers of Enghsh. More and more researchers discuss the 

importance of learning in a variety of out-of-school contexts 

(Cole, 1996; Hull & Schultz, 2002). Heath's (1983) long-term examination of 

participation with three contiguous communities over a decade in the 1960s and 1970s 

illustrated how each community socialized their children into very different language 

practices. Moll and Greenburg (1990) have documented the fiands of knowledge students 

in schools brmg from home. They have described the learning that transpires in after-

* Community is defined as the neighborhood facilities and people that impact Ying's school and home. 
^ School is defined as a public institution in which children are gathered for learning. 
® Classroom is defined as a small group of children assigned to a home teacher within the context of school. 
^ Family is defined as Ying's household in the United States which is comprised of her mother, brotha- and 
Ying herself 
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school computer and arts programs. While more attention has been paid to learning in 

non-school settings, few attempts have been made to synthesize across school and non-

school settings. The exceptions are the Schultz' (2002) longitudinal study of literacy 

practices of urban adolescents' writing practices both in and out of school and Mulhem's 

(1997) documentation of a Mexican-American boy's experience in becoming literate in 

Spanish both at home and in school. Schultz's participants are adolescents while 

Mulhem's is a kindergartner. However, neither of these studies documents children's 

learning English in mainstream classrooms. 

In a theoretical review article, Au (1998) also argues that both failure and success 

in the school literacy learning of students of diverse backgrounds are influenced by the 

collaborative social environments of school systems, communities, teachers, students, 

and families. However, to my knowledge, the knowledge of the ELL's learning 

contributed by the home setting has not been fully brought to the light, not to mention an 

examination that looks at home, school, and community. The focus of this study also 

examines the nature of the assistance Ying receives from school, home, and the broader 

community (see Figure 2), which together interweave her social and cultural networks. 

The integration of home and community with effective educational programs for English 

language learners is also central to MacKay's (2000) study of ELLs as she writes, "[A]s 

Paulston (1981) points out, '[Ejducational institutions have limited power in dealing with 

language acquisition or the lack thereof, a learning process which is primarily the result 

of social factors'" (p. 476). She calls for the importance of the involvement of family and 

community in the ELLs' educational process. The inclusion of examination of both 
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family school 

community 

Figure 2. Interaction of the varied social contexts. 

school and non-school settings in this study echoes these scholars' concerns about the 

need to understand broader social contexts in order to foster insight into the ELLs' 

education in the United States public schools. 
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THEORETICAL FRAMEWORK 

Because this study is heavily influenced by the theories of Vygotsky's (1978) 

Zone of Proximal Development (ZPD) and Krashen's Comprehensible Input (1985), I 

present each of their theories separately from the next chapter on literature review. ZPD 

acts as an efficient tool in connecting the 8-year-old ELL's learning in this study with the 

social contexts which she is embedded in and interacts with, and in explaining the 

learner's internal transformation in ongoing participation of the sociocultural activities. 

Comprehensible input acts as a shared goal (intersubjectivity) for both the learner's 

interaction with others and her own internal regulation. In this chapter, I point out the 

key tenets of each theory and explain how these concepts relate to this study. 

Vygotsky 

ZPD is rooted in the sociocultural theory in the writings of L. S. Vygotsky (1978, 

1986), a Russian psychologist and philosopher. The major theme of Vygotsky's (1978) 

theoretical framework is that social interaction plays a fundamental role in the 

development of children's cognition. He states that very frinction in the child's cultural 

development appears twice: first, on the social level (interpersonal), and later, on the 

individual level (intrapersonal). This development applies equally to voluntary attention, 

to logical memory, and to the formation of concepts. Each developmental cycle starts 

with social interaction with others and internalization with the child inside. That is, 

children's cognitive development is from other-regulation (the assistance from adults) to 
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self-regulation (independent completion of a given task). However, the direction from 

other-regulation to self-regulation is back and forth, circular, not linear. 

Therefore, Vygotsky's theory is built on the premise that individual intellectual 

development cannot be understood without reference to the social context in which the 

child is embedded. For Vygotsky, children's cognitive development must be understood 

not only as taking place with social support in interaction with others, but also as 

involving the development of skill with historically developed tools that mediate 

intellectual activity (see Figure 3). 

Mediating Tools 

Self Others 

Figure 3. The mediational triangle with self, others, and medium. 

Mediation 

Vygotsky proposes that there are two levels of mental functions - lower level and 

higher level. Lower level mental functions involve impulsive and spontaneous actions 

which depend on their concrete surroundings and visual situations, such as using a stone 

to crack a walnut. Learning involves various higher level mental functions, such as logic 

memory, voluntary attention, conceptual thought, planning, perception, and problem 

solving. These mental activities are mediated by signs and symbols, such as algebraic 
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symbols, diagrams, schemes, and, of course, language. Lantolf (1994) illustrates this 

concept: 

Vygotsky's ftindamental theoretical insight is that higher forms of human mental 
activity are always, and everywhere, mediated by symbolic means. ... Mediation, 
whether, physical or symbolic, is understood to be the introduction of an auxiliary 
device into an activity that then links humans to the world of objects or to the 
world of mental behaviour. Just as physical tools (e.g. hammers, bulldozer, 
computer, etc.) allow humans to organize and alter their physical world, Vygotsky 
reasoned that symbolic tools empower humans to organize and control such 
mental processes as voluntary attention, logical problem-solving, planning and 
evaluation, voluntary memory, and voluntary learning. ... Symbolic tools are the 
means through which humans are able to organize and maintain control over the 
self and its mental, and even physical, activity, (p. 418) 

From Vygotsky's perspective, the main symbolic tool available for the mediation 

of mental activity is language. Language not only facilitates the child's effective 

manipulation of objects but also controls the child's own behavior. It further directs the 

child's attention, formulates a plan, or articulates the steps to be taken in solving a 

problem or accomplishing a given task. 

Educators of culturally-diverse students will fmd this theoretical framework 

helpful because it conceives of learning as an interaction between individual learners and 

an embedded context. That embedded context may be as immediate as the social 

environment of the classroom or as indirect as the traditions and institutions that 

constitute the history of education. Both contexts and many more come into play 

whenever teachers and students interact. Important contexts for teaching and learning 

range from (1) close detailed instruction of individual learners and (2) concern for the 

social organization of classrooms to (3) a consideration of the cultural and linguistic 

attributes of teachers, students, and peers (Garcia, 2002). These contexts interweave, and 
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educators can follow their strands to gain a new understanding of the relationship 

between language, culture and cognition. 

Accordmg to Vygotsky, language acquisition is the momentous occasion when 

internal mental representation and external reality converge. For him, "external reality" 

is first and foremost cultural; through the development of language in interpersonal 

experiences, children begin to construct meaning. In this view, language ftinctions 

significantly as a tool of thought. 

Private and Inner Speech 

As stated previously, children's learning takes place interpersonally (between 

himseltTherself and other people) first and intrapersonally (within himselCherself) later. 

Language is the prime tool to mediate between these spheres. The primary function of 

speech is its communicative or interpersonal function. It serves to contact and interact 

with others. The second function of speech is for children themselves, private speech, 

which is intrapersonal and cognitive. Private speech is seen as evidence of the child's 

growing ability to regulate her own behavior in the sociocultural theory. Private speech 

eventually becomes inner speech, a use of language to regulate internal thought. The 

fully autonomous individual has developed inner speech as a tool of thought. 

Regulation and Scaffolding 

As mentioned previously, the children's learning process is from other-regulation 

(interpersonal) to self-regulation (intrapersonal). That is, "the child ... learns by carrying 

out tasks and activities under the guidance of other more skilled individuals (e.g., parents, 

teachers, etc.)" (Mitchell & Myles, 1998, p. 145), and finally becomes independent and 



35 

autonomous in carrying them out. The primary means of carrying out other-regulation is 

through dialogic speech (Wells, 1999, 2000) and guided participation (Rogoff, 1990). 

The process of supportive dialogue which assists children's learning has come to be 

known as scaffolding (Wood, Bruner, & Ross, 1976). Scaffolding - in its literal meaning 

- is a temporary structure that is often put up in the process of constructing a building. 

As each part of the new building is finished, the scaffolding is taken down. The 

scaffolding is temporary, but essential for the successful construction of the building. 

Bruner (1978) uses it as a metaphor in describing it as . .the steps taken to reduce the 

degrees of fi-eedom in carrying out some tasks so that the child can concentrate on the 

difficult skill he/she is in the process of acquiring" (p. 19). 

Zone of Proximal Development 

Based on his belief that learning takes place first interpersonally and then 

intrapersonally, Vygotsky (1986) argues that learning leads to development and described 

good instruction as "that which marches ahead of development and leads it" (p. 188) in 

school. For him, education makes the most sense when it lifts the child from one 

developmental level to another. He (1978) identifies two developmental levels. The first 

level is called "actual developmental level" (p. 85) in which the child can independently 

complete tasks to some degree of difficulty. The second level is called "potential 

developmental level" (p. 86), that the child can achieve with adults' assistance. 

The difference between the task children can accomplish independently and the task 

children can accomplish with assistance is called "the zone of proxunal development" 

(ZPD), which is defined by Vygotsky (1978) as: "the distance between the actual 
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developmental level as determined by independent problem solving and the level of 

potential development as determined through problem solving under adult guidance or in 

collaboration with more capable peers" (p. 86). Therefore, learning should precede 

development and this is the area a teacher should be aware of and on which he/she works. 

Vygotsky illustrates the relationship (1978): 

An essential feature of learning is that it creates the zone of proximal 
development; that is, learning awakens a variety internal developmental processes 
that are able to operate only when the child is interacting with people in his 
environment and in cooperation with his peers. Once these processes are 
internalized, they become part of the child's independent developmental 
achievement, (p. 90) 

This study draws heavily upon ZPD because the participant of the study is in a 

school where the philosophy of the community supports learners and peer collaboration is 

embraced. Her teachers and her peers are all native speakers of English. (There were only 

10 ELLs in the school as the study was taking place.) Obviously, the native speaking 

teachers and peers are more experienced learners when it comes to learning English. 

At the same time, I examine the participant's acquisition of English through the 

lens of apprenticeship, which is a "vehicle for transmitting knowledge required for expert 

practice" of various professions in the traditional society (Collins, Brown, & Holum, 

1991; p. 6). Therefore, in this study learning is regarded as a social act, embedded in a 

specific cultural environment. In addition, ELLs bring their own knowledge and culture 

from their home country. Vygotsky's sociocultural theory supports the assumption of 

connecting children's knowledge with the new information to be learned; hence, it is 

necessary to examine the nature of an ELL's apprenticeship in a mainstream classroom. 
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Activity Theory 

Taking ail the tenets of the socioculturai theory mentioned above, Leont'ev 

(1981), one of Vygotsky's successors, attempted to portray the whole picture of this 

theory and further elaborate Vygotsky's concept of activity, a molar unit of analysis that 

mediates between the individual and the social contexts in a process of reciprocal 

transformations between the subject and object poles. An activity is: 

... A system with its own structure, its own internal transformations, and its own 
development... If we removed human activity from the system of social 
relationships and social life, it would not exist and would have no structure. With 
all its varied forms, the human individual's activity is a system in the system of 
social relations, (pp. 46-47) 

Activity theory stresses that activity is socially mediated: meaning is always formed in 

joint, collective activity (Leont'ev, 1981). The collective activity system as a unit of 

analysis connects the psychological, cultural, and institutional perspective to analysis. 

The study of activity ceases to be the psychology of an individual but instead focuses on 

the interaction between an individual, systems of artifacts, and other individuals in 

historically developing mstitutional settings. It considers how an individual's 

socioculturai history, mood, motivation, tools, and context interacts to produce 

intentionality. It also stresses the motive and goal (intersubjectivity) as premises of any 

activity (Wertsch, 1985). Rogoff (1990) describes intersubjectivity as "shared 

understanding based on a common focus of attention and some shared presuppositions 

that form the ground for communication" (p. 71). It is the common intersubjectivity that 

makes all communication and activities possible to exist. The following account of the 
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theory is further offered by Donato and McCormick (1994 as cited in Mitchell & Myles, 

1998): 

Activity is defined in terms of sociocultural settings in which collaborative 
interaction, intersubjectivity, and assisted performance occur ... In his analysis 
Leont'ev conceived activity as containing a subject, an object, actions, and 
operations. To illustrate these constituents of activity we use the classroom as an 
example. A student (a subject) is engaged in an activity, for example, learning a 
new language. An object, in the sense of a goal, is held by the student and 
motivates his or her activity, giving it a specific direction. In the case of our 
language learner, the object could range from full participation in a new culture to 
receiving a passing grade required for graduation. 

To achieve the objective, actions are taken by the student, and these actions are 
always goal-directed. ... Different actions or strategies may be taken to achieve 
the same goal, such as guessing meaning from context, reading foreign language 
newspapers, or using a bilingual dictionary to improve reading comprehension... 

Finally, the operational level of activity is the way an action is carried out and 
depends on the conditions under which actions are executed. ... Retummg to our 
example of the language learner, if the goal of the learner was to become 
proficient in deriving meaning from context rather from the bilingual dictionary, 
contextual guessing during reading becomes automatized once the learner 
becomes adept at this strategy. ... The model of human activity depicted m 
activity theory is not static, however. Routinized operations (automatic strategies) 
can become conscious goal-directed actions if the conditions under which they are 
carried out change. In the case of our second language reader who has 
operationalized at the unconscious level the strategy of contextual guessing, it is 
quite conceivable that this strategy will be reactivated at the conscious level if the 
learner is confronted with a difficult passage beyond his or her strategic ability, 
i.e. if the conditions of strategy use change. (1994, p. 455) 

In this study, the settings include the school, home, and community that exert 

influence on the ELL's acquu-ing a new language and learning subject matter. 

These multiple settings compose an unfamiliar social cultural context for the ELL to 

merge in and seal the gap between her fiinds of knowledge (Moll & Greenberg, 1990) 

and the target society. The participant's learning is considered a set of cuhural practices 

of acquiring knowledge of rules for appropriate behavior in this socially assembled 
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situation, embodied in the cooperation of individual members of a culture. Activity 

theory should help this study explain the examination of a broader unit of analysis 

beyond any single factor or setting that has influenced the ELL's learning and adjustment 

to the new cultural system. 

The importance of sociocultural theory for education is its proposition that 

individual learning and social interaction are inextricably coimected. Sociocultural 

theorists argue that the psychology of the individual learner is deeply shaped by social 

interaction - in essence, that both student and teacher are engaged in the process of 

constructing their minds through social activities. In this view, knowledge is not a given 

set of fixed ideas that are passed fi-om teacher to student. Rather, knowledge is created 

through the interaction between teacher and student. Higher-order mental processes, the 

tendency to look at things in certain ways, and values themselves, are produced by shared 

activity and dialogue (Rogofif, 1990). 

Krashen 

Considering the participant of this study is an ELL, I also find Krashen's 

Comprehensible Input Hypothesis (1985) is particularly helpfial in explaining some issues 

regarding the participant's language acquisition in her process of learning. 

Comprehensible Input 

Krashen claims that human beings acquire a second language by understanding 

messages, that is, by receiving "comprehensible input." Comprehensible input is defined 

as input that is just a little beyond a learner's current state of competence. According to 

his theory, language acquisition occurs during human interactions in a second language 
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environment when the learner receives language input that is one level (/ + /) beyond 

her/his current stage (/) of linguistic competence (see Figure 4). He further proposes the 

concept of an 'affective filter' to argue that comprehensible input is necessary for 

acquisition, but is not sufficient. The acquirer needs to be able to open the input. The 

affective filter is a mental block that prevents acquirers from ftilly utilizing the 

comprehensible input they receive for language acquisition. When it is 'up', the input 

will reach the Language Acquisition Device (LAD), which is an innate, pre-programmed 

language acquiring mechanism of human beings. 

Figure 4. Fine-tuned input. 

For Krashen, language acquisition only comes from subconscious competence. 

Learning is a learners' conscious application of linguistic and grammatical rules to 

monitor the output before they speak or write or sometimes after they speak or write, 

known as self-correction. All of the factors contributed to ESL learners' output are 

illustrated in the second language acquisition model (see Figure 5). 

Speaker 

Natural order 1 2 3 . . .  i+1 . . .96 . . .97 

Affective filter Monitor 

Comprehensible Input Output 

Figure 5. Krashen's model of second language acquisition. 
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Krashen's comprehensible input resembles ZPD in the way that acquisition 

(learning) takes place through social activities which slightly elevate the learner's current 

acquired ability, while ZPD complements the passive nature of Krashen's 

comprehensible input. Ohta (1995) even defines the ZPD concept in L2 acquisition as 

"the difference between the L2 learner's developmental level as determined by 

independent language use, and the higher level of potential development as determined 

by how language is used in collaboration with a more capable interlocutor" (p. 96). These 

two theoretical orientations, though overlapped to some degree, complement each other 

to frame this study. 

Relationship Between Comprehensible Input and 

Zone of Proximal Development 

More and more SLA scholars and researchers suggest that Krashen's construct of 

/ + i is similar to Vygotsky's ZPD and that integrating the two constructs is productive 

for SLA. In a review article on the value of a Vygotskian framework for SLA theory and 

research, Schinke-Llano(1993) mentions, "the ZPD is reminiscent of Krashen's (1982) /+ 

1 constructs," but fails to say anything further about the nature of the link she envisions. 

Unlike Schinke-Llano, Kramsch (1992) does a more detailed illustration of the 

relationship of i + 1 and ZPD. In a paper on comprehension-based teaching and learning 

in institutional settings, she argues that from an interactional perspective, comprehension 

is about more than the decoding of utterances. The interactional perspective requires that 

attention be given to the specific contexts in which comprehension happens and to the 

ways in which the participants construct and manipulate such contexts. She concludes 
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that Krashen's notion of i + 1 did not take fiill account of what is entailed in the 

comprehension process from an interactional point of view, and proposes that Vygotsky's 

concept of the ZPD might help account for what she referrs to as "the surplus of 

meaning" ("le surplus de sens", p. 73) expressed in Krashen's construct. Thus, Kramsch 

considers the two constructs to be complementary. 

In spite of the strong inclination to associate ZPD with / + 7 in the field of SLA, 

Dunn and Lantolf (1998) vigorously oppose that Krashen's / + 1 and Vygotsky's ZPD be 

comparable. They argue that these two concepts are not only unrelatable, but also 

incommensurable in theoretical discourses. Their argument is mamly based on the roles 

played by learning and development in the two concepts. In their illustration of their 

argument, Krashen's position is a separatist one, which holds that learning and 

development are completely independent, with development (acquisition in language 

learning) adhering to its own natural maturation schedule (acquired phonological order). 

However, Vygotsky contends that ZPD is a dialectic unity of leaming-and-development. 

"In this unity, all uniquely human forms of higher mental activity, including thinking, 

plarming, voluntary memory, voluntary attention, creativity and control of semiotic 

systems (especially language), arise in the interaction between children and other 

members of a culture during ontogenesis" (p. 420). That is, learning lays down the 

pathway for development to move along and which in turn prepares ground work for 

fiirther learning. Thus, for Krashen, an individual's linguistic future is certain; for 

Vygotsky, the fiiture is open, uncertam, and depends on the material and interactional 

circumstances in which the individual is situated. Based upon the above illustration of the 
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relationship between learning and development in these two concepts, they conclude that 

any attempt to mtegrate the ZPD and the input hypothesis is misguided and ultimately 

unproductive. 

In this study, instead of attempting to equate Krashen's / + 1 with Vygotsky's 

ZPD, I utilize these two concepts to explain the process of a novice ELL's acquiring 

English in a mainstream classroom. As Vygotsky states that children's learning takes 

place in two levels, first in the interpersonal level through shared and distributed 

activities, and then in the rntrapersonal one within the children themselves, ZPD helps me 

to see the first level of learning: her learning through interaction with the teachers, peers 

at school, parents, and siblings in the family and many more others in the community. 

Krashen's / + 1 complements the understanding of the second level of the learning of a 

novice ELL, particularly - how she picks up from the interactions with these others 

through implementation of other mediating tools including modified Enghsh, pictures, 

her first language, etc. to help make the input comprehensible for her to internalize for 

acquisition. That is, i + 1 provides a particularly helpful explanation of the prerequisite 

condition for ELLs' learning to take place in their ZPD; they have to receive 

comprehensible linguistic input before they can develop conceptually in the subject 

matter. As I use these constructs in the collection and analysis of data, I may come to my 

own conclusions about the compatibility of the theories of these two scholars. 
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LITERATURE REVIEW 

In order to understand what has been found out in relation to the experience of a 

novice English language learner makmg sense of a new language, striving to keep up her 

growth in subject matter, and the support she gains in this process, the literature relevant 

to my study is mainly from the following six themes. The first is the frame of 

apprenticeship utilized in this study to make clear the learning view this researcher uses 

to interpret the child's learning. This perspective suggests the second and third themes 

that this researcher must consider: the social interaction in language learning and the 

school-age ELLs' development of English language proficiency. Together they build a 

framework of children's learning English as a second language in the mainstream 

classroom. The second theme, the social interaction in language learning, views second 

language learning from a social and interactive perspective. The third theme, the school-

age ELLs' development of English language proficiency, particularly in the context of 

classroom, sheds light on the paths novice ELLs take to fit in a mainstreaming context. 

These steps serve as instruments for this study to explain how well Ying develops by the 

end of the research study. The fourth theme is scaffolding in first and second language 

teaching and learning. The concept of scaffolding is used to examine what support ELLs 

can receive from the teacher and peers in the classroom. The fifth theme looks at the 

successful pedagogy of ELLs in the mainstream classroom to gain the gist of what 

support a novice ELL can receive in the classroom. The last theme is parental 
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involvement in ELLs' school learning since the scope of examination of this study also 

includes the support from the family. These themes and their relation to the study are 

shown in Table 2. 

Table 2 

Contents of the Literature Review and Their Relations to the Study 

Themes of Literature Review Relations to the Study 

I Framing apprenticeship Sociocultural learning theory 

II Social interaction in language learning Sociocultural nature in second language 
learning 

III Children's development of English 
language proficiency 

Instructs how Ying develops at the end of 
the study course 

IV Scaffolding Support that comes from the classroom 

V Successjfiil pedagogy of ELLs in the 
mainstream classroom 

Successful pedagogy models 

VI Parental involvement in ELLs' school 
learning 

Support from the family 

Framing Apprenticeship 

Since the concept of apprenticeship is used as the lens of what learning is in this 

study, its meaning is discussed by its use in traditional societies, in modern school 

settings, and the role of the novice learner. 

Traditional Apprentice 

Apprenticeship is a traditional way across cultures to learn and to teach. Adults 

teach their children to speak; in some cultures, adults teach their young to grow crops, to 

weave, or to tailor clothes by showing them how and by helping them do it. The novices 
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learn largely through their interaction with other apprentices and the master in real 

production, by observing their peers and the master and by learning through their own 

involvement (Lave & Wenger, 2002). In such societies, apprenticeship is the vehicle for 

transmitting knowledge and skills. Lave describes the apprentice as a peripheral but 

legitimate contributor to this production: "An apprentice watches masters and advanced 

apprentices until he thinks he understands how to sew (or cut out) a garment, until the 

shop is closed and the masters have gone home [and then tries] making it" (Lave, 1988, 

p. 4). 

Apprentice in the School Setting 

Tutors, mentors, coaches, and volunteers are words used to describe adults or 

more advanced peers who assist children in school settings. The apprenticeship concept 

has been used by educators and psychologists in at least a couple of ways. Collins et al. 

(1989, 1991) use the term cognitive apprenticeship to argue that conceptual knowledge 

can be abstracted from the situations in which it is learned and used. They further 

differentiate between traditional apprenticeship and cognitive apprenticeship, "in 

traditional apprenticeship, the process of carrying out a task to be learned is usually easily 

observed" (Collins et al., 1991, p. 9). In contrast, in a cognitive apprenticeship, the goal 

is to make visible and explicit complex thinking strategies that experts use in particular 

domains because such thinking strategies are mental and they occur inside the mind; thus 

they are not easily observed by the novice. The authors further provide a detailed 

framework of the design of environments that promote situated teaching and learning to 

describe ways in which skilled teachers make their thinking visible to their students. The 
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ways to make the thinking process explicit include modeling, coaching, scaffolding, 

articulation, reflection, and exploration. 

In a further attempt to reexamine the relationship between the metaphorical 

meaning of apprenticeship in cognitive learning and historical form of apprenticeship, 

Lave and Wenger (2002) propose the concept, legitimate peripheral participation, as a 

descriptor of engagement in social practice that entails learning as an integral constituent 

to be contrasted with learning as a cognitive process. That is, instead of a cognitive 

process, learning is defined as an integral constituent of social practice, which is located 

in the lived-in world and involves relations of power. In this concept, they link cognitive 

apprenticeship with social, cultural and historical considerations. 

Rogoff (1990) uses the concept of apprenticeship in thinking to describe the ways 

that adults, parents in particular, and peers contribute to the development of children's 

cognitive skills. She proposes the concept of guided participation, in which children leam 

through adults' structuring and support and transferring to children the responsibility for 

managing the task as children become more experienced. She states, "[T]he model 

provided by apprenticeship is one of active learners in a community of people who 

support, challenge, and guide novices as they increasingly participate in skilled, valued 

sociocultural activity" (p. 39). However, Rogoff (1990) does not further develop her idea 

regarding the relationship between the novice and the experienced other but rather leaves 

it open for fiirther research. 

Taking up RogofFs call, Tisdale (2001) conducted a qualitative case study to 

explore and theorize a floundering, unfriendly cognitive apprenticeship in reading 
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between a college student and a child. How the cognitive apprenticeship fails is 

interpreted through a model that incorporates relevant issues such as communication, 

power, trust, identities, and relevance. In the end, Tisdale concludes that the 

interpersonal relationship and its context are crucial to learning within a cognitive 

apprenticeship. Furthermore, he argues that the goal of cognitive apprenticeship is to 

teach the learner to become a reader, writer, mathematician, or physicist, instead of 

simply teaching skills. Without the sense of "becoming a type of person" (p. 78) the 

thinking skill remains meaningless, abstract and decontextualized. 

Role of the Novice 

With regards to the role of the novice in the activity, Bodrova and Leong (1996) 

criticize that, "Vygotsky placed too much emphasis on the role that others play in shared 

activity and not enough on what the child must do to be an active participant" (p. 32). In 

order to understand the role of the novice learner in the process of apprenticeship, Wells 

(2000) explains the evolving nature of the apprenticeship process as ".. .Their continued 

existence depends on the expert contributions of current participants and on continual 

recruitment and apprenticeship of new members who will eventually take their place" 

(p. 55). The novice will eventually take over the role of the more knowledgeable one. 

His arguments have been evidenced by Larson's (1995) ethnographic study of how social 

distribution of knowledge occurs within a journal writing activity among kindergartners. 

She concludes that the role of the students is dynamic in moving between various 

functions in distributing literacy knowledge. Giving even more focus to the role of 

novice learners, Englert, Berry and Dunsmore (2001) claim that the role of the apprentice 
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is a strategic meaning-maker in an apprenticeship process and the novice owns the 

agency in negotiating the apprenticeship in an empirical study. Christie and Stone (1999) 

also came to similar conclusions as a result of their research in a multi-age (k-2) class and 

a same-age kindergarten. They argue that many collaborative interactions are multi

directional in nature, with the "expert" and "novice" roles not firmly set after the authors 

test the assumption that collaborative learning always flows from "experts" to "novices". 

Since very little consideration has been given to the nature and role of ELL as novice 

learners, the in-depth, empirical examination of these aspects in the study I propose will 

defmitely contribute to the understanding of ELLs' learning. 

Cognitive apprenticeship, as well as guided participation and situated learning, is 

rooted in the theory of social constructivism developed from the work of Vygotsky. The 

theory proposes that "higher mental functions," as mentioned in chapter 3, have their 

origins in human social life. These functions take place on an interpersonal level first and 

then on an intrapersonal level. Children's learning initiates from interpersonal interacting 

with more-knowledgeable others. These "others" work within the novice's zone of 

proximal development by modeling and coaching (Vygotsky, 1978). The metaphor of 

"apprenticeship" emphasizes the "social" feature in the process of children's learning in 

this theory. Specifically applied to this study, the apprenticeship indicates the novice 

status of ELLs in mainstream classrooms, their attempt to make sense of a new situation, 

and their need to gain assistance in both the English language and cultural knowledge 

required to succeed in school from various sources of more knowledgeable others in the 

school, family and community. All the concepts of "apprenticeship," "legitimate 
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peripheral participation," and "guided participation" share a central emphasis on the 

importance of social and cultural factors in learning and the interaction between the 

novice and more experienced others. The next section of the literature review examines 

when this emphasis of social and cultural factors is applied to the second language 

learning by focusing on the concepts of the comprehensible input (Krashen, 1985), social 

interaction in language learning (Gass, 1997; Long, 1996), and their roles in relation to 

the different stages of second language learners. 

Social Interaction in Language Learning 

Krashen (1985) argues that the quality and quantity of comprehensible input a 

language learner receives within his or her environment are essential keys to the learner's 

success in acquiring a new language. Therefore, in a school context, the classroom 

teacher has to consider using certain communication strategies that permit ELLs to 

understand instruction well enough to participate and learn, even though they are still 

limited in second language proficiency (Peregoy & Boyle, 1999). These strategies may 

include "...verbal accommodations such as paraphrasing and repetition, and the use of 

non-verbal cues to convey meaning, such as concrete objects, visuals, demonstrations, 

dramatizations, and modeling" (pp. 114-115). These strategies attempt to provide ELLs 

with comprehensible input, or the rudimentary clue for them to construct a working 

knowledge of their new language. 

Comprehensible input is essential to the very beginning learner, but it may not be 

sufficient for language acquisition in later stages (Gass, 1997; Long & Porter, 1985; Pica 

& Doughty, 1985; Swain, 1985). Learners also need to be able to respond, verbally or 
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non-verbally, in ways that keep them interacting with their teacher or peers, where 

meaning is negotiated and communication is accomplished through give and take, trial 

and error. During conversational interactions, ELLs receive important feedback from 

native speakers regarding how effectively they are using their new language - feedback 

that will help them further develop and refine their emerging language knowledge. 

Furthermore, ELLs can ask for their proficient conversational partners for repetitions, 

rephrasings, and word meanings, thus prompting their interlocutors to adjust their talk to 

accommodate the novice learner's particular needs. These conversational interactions are 

crucial for second language success. As Long (1996) describes them: 

Negotiation work ... triggers interactional adjustments by the NS [native speaker] 
or more competent interlocutor, facilitates acquisition because it connects input, 
internal learner capacities, particularly selective attention, and output in 
productive ways. (pp. 451-452) 

In a study of conversational interaction between children aged 8 to 13, Oliver (2002) 

utilizes the following negotiating strategies as the basis of the analysis: clarification 

requests, confirmation checks, comprehension checks, self-repetitions, and other-

repetitions. The degree of meaning negotiation varies among the dyads of native 

speakers and native speakers, native speakers and nonnative speakers, and nonnative 

speakers and nonnative speakers. Oliver concludes that peers are an important source for 

second language learners' acquisition of the target language. Therefore, instead of a 

dichotomous variable indicated by Krashen; something that is either understood or it is 

not, comprehensible input represents a continuum of degrees of possibilities for hearers 

to take in through negotiation between a native speaker and a nonnative one (Gass, 1997). 
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In classrooms, teachers structure social interactions in a variety of ways to serve 

their ELLs with communication and learning: teacher to whole class, teacher to small 

group, teacher to individual child, children in pairs or small groups, and so forth. Each of 

these participation structures offers different kinds of language learning opportunities in 

terms of the content, the communicative purpose, the complexity of talk needed, and the 

extent to which meaning can be conveyed by context and non-verbal cues. 

Children's Development of English Language Proficiency 

In addition to the apprenticeship model of learning and the recent beliefs in 

second language learning-rich sources of comprehensible input and abundant 

opportunities for social interactions between ELLs and their native teachers and peers, 

the researcher must also consider the developmental paths of K-5 ELLs' proficiency as 

revealed by existing studies. This understanding serves as a foundation for a discussion 

on successful pedagogy to ELLs in the mainstream classroom which is illustrated in the 

following section. It also provides the researcher construct to report how Ying develops 

her English proficiency at the end of the research course. 

In order to examine children's acquiring spoken English as a second language, 

Saville-Troike (1988) tracks English language development of nine children (Chinese, 

Japanese or Korean, aged 3 years 3 months to 8 years 3 months) while they are making 

sense of the classroom during the first six months in which they are exposed to English. 

By doing so, she identifies the following progressive phases of these children's English 

language development. First these children address the English speakers (the teacher and 

peers) in their first language. After they sense that it does not work, they go into a silent 
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period in which they hardly talk to speakers of English even though they take part in 

classroom activities. In the second phase, they are engaged in private speech in either 

their first language or English depending on their focus on language-related activities or 

conceptual events such as reading time from a clock on the wall. Finally, after a varied 

length of the silent period, the children resume generating ungrammatical utterances in 

English to native English speakers. 

Winiz, Gillespie and Starcer (1995) confirm the emergence of the silent period for 

children when they examine the speech development of a Polish-speaking child in an 

English-medium classroom for the period of 6 years and 8 months. They discovered that 

the child's accent shows a gradual decline during the first year of residence and he is 

rated as having native speech performance by age 14 years and 6 months when his 

recording is compared to that from a control group of native and nonnative speakers. The 

authors conclude that his silent period experience contributed significantly to his 

development of English speech patterns because it allowed time for strengthening 

auditory impressions as a basis for later production. 

Another related important research is done by Wong-Fillmore (1991), who 

conducts long-term-detail studies of young immigrant children. Her study reveals the 

complexity of learning English in school. She identifies a range of social, linguistic, and 

cognitive factors that come into play and shift in importance as these learners progress. 

The factors to successful learning include gaining access to the spoken language, 

breaking it down into units, figuring out structural properties that relate to meaning, 

extracting principles that guide speakers' intentions, and, in time, consolidating growing 
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knowledge into a competence grammar. On this basis she formulates a model of second-

language learning that includes three components necessary to steady progress; (1) 

learners who are motivated to learn the language, (2) outnumbered speakers of the second 

language who give access and support to the learners, and (3) a setting that is structured 

to interaction between the learners and the native speakers. For each of these 

components (the learner, native English speakers and social settings), there is a 

continuum in variation. Variation in any one of these factors contributes to variation in 

second language learning among individtials. However, the above mentioned studies are 

limited to show children's development in spoken or communicative English; that is, 

none of the above studies differentiate everyday communicative English proficiency with 

the English proficiency required for academic success in school. 

This gap is filled by Cummins (1996), who specifies that language proficiency 

includes both social and academic language - basic interpersonal communication skills 

(BICS) and cognitive academic language proficiency (CALP). Later Cummins (2001) 

elaborates the distinction into a framework that distinguishes among the cognitive and 

contextual demands required by various contexts. The framework outlined in Figure 6 

identifies the extent to which ELLs are required to ftinction successfully with the 

cognitive and linguistic demands required by the social and educational environment. 

These dimensions are conceptualized within a framework made up of the intersection of 

two continuums. The first one relates to the range of contextual support available for 

expressing or receiving meaning. The extremes of this continuum are described in terms 

of "context-embedded" versus "context-reduced" communication. The second one 



55 

relates to the degree of cognitive activities demanded to accomplish a task. The upper 

parts of the vertical continuum (cognitively undemanding) consist of communicative 

tasks and activities in which the linguistic tools have become largely automatized and 

thus require little active cognitive involvement for appropriate performance while the 

lower end are activities in which linguistic tools are less automatized and thus require 

much more cognitive involvement. Playground conversations and testing are the extreme 

example of the various linguistic activities shown in this framework. 

Cognitively 
Undemanding 

A C 

Context-Embedded Context-Reduced 

B D 

Cognitively 
Demanding 

Figure 6. Range of contextual support and degree of cognitive involvement in 
communicative activities (Cummins, 2001). 

Based on this framework, Cummins argues that children acquire BICS before 

CALP due to their richness of informality, context, and body languages. Clearly, 

increasing the degree to which learning situations are context-rich and socially-

meaningful is the key to ELLs' development of both language and academic competence. 
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Similarly, Truscott and Watts-Taffe (2003) propose two types of supports from the 

teacher; instructional (cognitive) and communicative (linguistic) in their model for 

effective ESL literacy teaching and the goal of the instruction should be the construction 

of meaning through the purposeful use of reading, writing, listening, speaking, and 

thinking. 

However, there has been a debate on the relationship between children's oral 

performance and their reading comprehension. Many researchers study if children, 

particularly ESL ones, can learn to read in a second language before they can speak that 

language. Undoubtedly, Ken Goodman's efforts for more than three decades provide the 

most tremendous insights into this debate. He applies the implications of linguistic 

knowledge for education to examine the children's reading behavior by reading with 

them and observed the miscues they make. 

In his earlier work, "Reading: A Psycho linguistic Guessing Game" (1967), he 

proposes that reading is a psycholinguistic process, one in which readers interact with 

print to construct the meaning out of it. The way he chooses to prove reading as a 

psycholinguistic process is to have children read orally whole language texts in a natural 

setting. He claims; "We worked with real kids reading real books in real schools... 

everything we know we have learned from kids" (Goodman, 1973, p. 3). He observes the 

miscues readers produce; some are quite unexpected but through these miscues he can 

see reading in process. Therefore, miscue analysis has been described as a window on 

the reading process. It reveals more of the reader's strength in reading than his 

weaknesses. He believes that "They [miscues] are the best possible indicators of how 
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efficiently and eflfectively the reader is using the reading process" (Goodman, 1974, p. 

64). 

Ken Goodman believes that three sources of information are available to the 

reader: the graphic, syntactic, and semantic information. If he is to be successful, the 

reader must comprehend: he must be actively involved in the reconstruction of the 

meaning of the text. Because the reader's aim is meaning, he uses just enough of the 

three kinds of information to get it. Therefore, while the reader is engaged in the process 

of meaning-making, he predicts, samples, confirms or disconfirms, and corrects when 

necessary. He illustrates them in the following passage: 

Readers develop sampling strategies to pick only the most useful and necessary 
graphic cues. They develop prediction strategies to get to the underlying 
grammatical structure and to anticipate what they are likely to find in the print. 
They develop confirmation strategies to check on the validity of their predictions. 
And they have correction strategies to use when their predictions do not work out 
and they need to reprocess the graphic, syntactic and semantic cues to get the 
meaning. (Goodman, 1973, p. 9) 

Based on the reading model, Goodman, Watson, and Burke (1987) develop a 

sophisticated system of procedures to study children's reading processes. This system 

has been widely utilized as a window to assess readers' reading comprehension by both 

researchers (Fitzgerald, 1999; Francis, 1999; Wu, 2003) and classroom teachers (Crowell, 

Crites& Wortman, 1991; Davenport & Lauritzen, 2002). The research results lead to the 

conclusion that children with little oral language proficiency in a second language can 

comprehend the text by applying the cues provided in the text and their previous 

experience in reading books in their first language. These procedures will also be used to 
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provide a micro-analysis of Ying's reading progress in reading through the course of this 

study. 

Scaffoiding 

The above studies reveal that language learning takes place in a socially 

embedded process and the interaction among learners and their teacher and peers. Thus 

what teachers choose to do in classrooms, and in particular the way these teachers create 

support for ELLs, by either providing support themselves or eliciting the support from the 

native student peers, is of crucial importance in the educational success of their students. 

In the social view of learning, scaffolding is referred to as the support to enhance 

learning. Therefore, it is the nature of scaffolding that is examined in this section. The 

term scaffolding is first used by Wood, Bruner, and Ross (1976) in their examination of 

parent-child talk in the early years. Scaffolding - in its literate meaning - is a temporary 

structure that is often put up in the process of constructing a building. As each part of the 

new building is finished, the scaffolding is taken dovm. The scaffolding is temporary, 

but essential for the successful construction of the building. Wood et al. (1976) identify 

six characteristic functions of scaffolding that parents provide children. They are 

recruitment, reduction in degrees of freedom, direction maintenance, marking critical 

features, frustration control, and demonstration. In examining how the adult and the 

children interact, Bruner (1978) describes it as . .the steps taken to reduce the degrees of 

freedom in carrying out some tasks so that the child can concentrate on the difficult skill 

he/she is in the process of acquiring" (p. 19). Rogof, Malkin, and Gilbride (1984) also 

observe 26 adults' interaction with 1 of 2 chosen babies. They report that the adults 
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manage subgoals of the task to meet the level of the child's expertise. As the child's 

competence grows, the adult transfers more responsibility to the child. That is, the 

supportive scaffolding is removed interactively so that the child continues to participate 

at a comfortable yet challenging level. However, if the child indicates lack of 

understanding, the adult quickly re-erects the scaffolding that has momentarily been 

removed. 

In the classroom the scaffoldmg portrays the "temporary, but essential, nature of 

the mentor's assistance" in supporting learners to carry out tasks successfully (Maybin, 

Mercer, & Stierer. 1992, p. 186). Instead of simply another word of help, scaffolding is 

the temporary assistance by which the "more knowledgeable one" (Dom & Sofos, 2001) 

or "more knowledgeable other(s)" (Lee & Smagorinsky, 2000) helps the novice learner 

know how to do something, so that the learner will later be able to complete a similar task 

alone. 

Peregoy and Boyle apply the concept of scaffolding to the study of second 

language acquisition. In their work with children learning a second language in school, 

Peregoy and Boyle report that teachers provide a variety of scaffolding routines for 

second language acquisition (Peregoy, 1989; Peregoy & Boyle, 1999). In one 

kindergarten class, for example, they notice that the teacher create overarching scaffolds 

by offering (1) a stable physical space arrangement and (2) a daily schedule that remains 

the same throughout the school year. Peregoy (1991) later uses the term "environmental 

scaffolds" to analyze the scaffolding in a two-way immersion program that permitted and 

promoted second language acquisition. She defines it as ".. .communication supports 
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offered by the teacher or by peers that assist second language learners in comprehension 

and production at a level somewhat beyond their current level of second language 

competence, that is, at the next level of development" (Peregoy, 1991, p. 466). She 

concludes that environmental scaffolds include a predictable daily schedule and space 

arrangement with repetition of routine language and opportunities for native-speaking 

peers to model appropriate responses, verbal and non-verbal, during all instructional 

events. 

Besides examining scaffolding in relation to oral language acquisition, Boyle and 

Peregoy apply the metaphor to second language literacy acquisition as well. They term it 

as "literacy scaffolds" (Boyle & Peregoy, 1990; Peregoy & Boyle, 1991) to "describe 

temporary frameworks that offer students immediate access to the meanings and pleasure 

of print" (p. 194). They suggest utilizing patterned reading and writing in which the 

predictable patterns allow begiiming readers and writers to become involved in a literacy 

event. Patterned reading and writing are sentence-level scaffolds that make use of 

repeated phrases, refrains, and sometimes rhymes. However, this type of scaffold focuses 

on sentence patterns instead of meaning. Beside sentence-level scaffolds, they also 

suggest applying a discourse scaffold which makes use of language beyond the sentence 

level, focusing on discourse patterns or structures such as whole stories or essays. They 

use two strategies - the Directed Reading-Thinking Activity (DRTA) and story mapping 

~ to illustrate the ways of promoting students' comprehension of a text through the 

teacher's questions and peers' collaborative groups. 
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Successful Pedagogy of ELLs in the Mainstream Classroom 

In this section, successful models of pedagogy in the mainstream classroom to 

provide ELLs with rich source of comprehensible input and abundant opportunities for 

social interactions between ELLs and their native teachers and peers are examined. 

In order to assist mainstream teachers who have ELLs in their classrooms, 

Truscott and Watts-Taffe (2003) present a research-based model for effective ESL 

literacy instruction. In this model, the goal of literacy instruction for ELLs is focused on 

the construction of meaning through the purposeful use of reading, writing, listening, 

speaking, and writing instead of a focus on accurate word pronunciation. Two types of 

scaffolds are also presented in this model: instruction scaffolds and communicative 

scaffolds (p. 190). The instruction scaffolds include activating and building on these 

students' prior knowledge; the communicative scaffolds include explicit communication, 

variation in discourse style, and incorporation of various media. 

This model is useful to explain the complex nature of effective ESL instruction in 

pointing out the fact that ELLs need the teacher's keen attention to their different 

linguistic and cultural backgrounds and the teacher's extra awareness of the way they talk 

to them. That is, the teacher needs to scaffold both language and academic development. 

This admission is not to suggest that ELLs should be segregated for meaningless drills 

and worksheets; on the contrary, all activities should be designed to convey meaning 

while simultaneously promoting interaction between these students and their teacher and 

peers. However, the data of this study come from the observation of two fourth-grade 

and two fiflh-grade mainstream classrooms during social studies lessons. Each teacher is 
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observed for only two half-hour periods. A longer time of observation will help to 

confirm Truscott and Watts-Tafife's model or expand their model. 

Perez (1996) strongly argues for the shift from drills to child-relevant 

instructional conversations, which focus on concepts and content required for academic 

success in elementary school children acquiring English. The construction of the 

instructional conversation is developed by the children. In the classroom she describes, 

"ELLs are encouraged to engage in instructional conversations about concrete, 

contextualized learning experiences instead of being taught "how to talk" (p. 176). She 

addresses many previous studies (Jordan, Tharp, & Baird-Vogt, 1992; McCarty, Wallace, 

Lynch, & Benally, 1991; Moll & Gonzales, 1995) to support her argument that by 

engaging these students in active classroom or community inquiry to which English 

language conversations are attached, they not only acquire oral English language but also 

acquire literacy and perform better academically. The goal of the instructional 

conversations is to recognize children's social needs and their interests in their peers. 

Therefore, Perez suggests that the teacher can create scaffolding by organizing the 

students in small groups, providing the support of their first language, tapping teaching 

activities with the students' prior experiences, and providing linguistic modeling. These 

findings are useful in providing detailed illustration and expansion to the Truscott and 

Watts-Taffe's model. However, Perez fails to give a thorough description of the students 

in the studied classroom, "Children were in conversation groups of 3 to 4 students of 

varied ability, with a minimum of 2 children from a language group so that they could 

support each other in their native language when necessary" (p. 175). For children whose 
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home language is not a common one, it is difficult to get the support of peers because 

none of the peers shares the same linguistic background. In addition, children with little 

English may not have the tool to develop a shared meaning in the group. These issues 

need further investigation beyond what is suggested in this study. 

Diaz-Rico and Weed (2002) also support the emphasis on both language and 

content for ELLs in a mainstream classroonx They argue that through modifications in 

the teacher's talk, conscious attention to clarification, appropriate questioning strategies, 

and an understanding of when and where to deal with grammar, the teacher can provide a 

rich learning environment that promotes language and content knowledge. Their 

suggestions that are relevant to this study are the teacher's comprehensible input, 

clarification checks, and appropriate questioning strategies. They point out useful 

strategies for the teacher to make instructions more comprehensible to ELLs as: (1) 

embedding language within a meaningful context, (2) modifying the language presented 

to the students, (3) judiciously using paraphrase and repletion, and (4) involving the 

students in multimodal activities. 

Clarification checks at intervals help the teacher to get a sense of the students' 

understanding. Pairing ELLs with a "buddy" (Diaz-Rico & Weed, 2002, p. 107) helps in 

group activities. Furthermore, the teacher should teach the students some basic 

expressions to verbalize their comprehension or to ask for help when they do not 

understand. However, ELLs have various ideas of how they can respond to the teacher's 

questions according to their proficiency levels and their sociocultural way of interacting 

with the teacher. 
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Boyle and Peregoy (1990) suggest literacy scaffolds for ESL students as (1) the 

application of reading and writing activities aiming at functional, meaningful 

communication, (2) the use of language and discourse patterns, (3) a model offered by the 

teacher or by peers, (4) the support to comprehend and produce written language at a 

level slightly beyond their ability without any assistance, and (5) removal of supports. 

Specifically addressing the issue of writing for both non-native and native English 

speakers, Blake (1992) describes the utilization of peer writing conferences in a fourth-

grade urban class: 

Mr. Roscoe [the class teacher] restructured the class time to include one hour 
every morning for "writing workshop." In this writing workshop, a student, 
usually after completing a first draft of a piece, asks a classmate for a writing 
conference. The two students then find a comer or empty desk in the room where 
the author reads his or her piece. When the author is finished reading, the 
students "audience," or "critic," offers suggestions on how to make the piece 
clearer or more interesting. The peer critic takes notes for the author, and the 
author is expected to incorporate some or all of the critic's ideas into his or her 
second draft. When an author completes a second draft, he or she usually has a 
content and proofreading conference with Mr. Roscoe and then begins to edit. 
Finished pieces are often published, read by the students in front of the class, and 
displayed through out the room. (pp. 605-606) 

In conclusion, she points out that talk in peer writing conferences fosters an exchange of 

ideas between students, is crucial for helping both native and non-native students revise 

first drafts, leads to greater sense of community in the classroom, and creates a classroom 

environment in which students' writing flourishes. 

In a case study of two Spanish-speaking first graders, Weber & Longhi-Chirlin 

(2001) conclude the factors that contribute to the ESL learning process are: constant 

contact wdth native speakers of English, support of their home language in school, and 

positive attitudes toward learning English. 
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Parental Involvement in ELLs' School Learning 

Along with the school and teacher, the parental role has a tremendous impact on 

children's academic achievement (Epstein, 1992; Rogoff, Turanis & Barlett, 2002; 

Taylor, 1983; Wells, 1986). Parent involvement is even more important for the academic 

success of ESL students. Studies exploring parental involvement in immigrant and 

language-minority families reveal various categories of involvement. The first type 

covers actions taken in the home to promote children's academic achievement. Much 

evidence suggests that immigrant and language minority children benefit from this form 

of parental involvement. An ethnographic study reveals that Puerto Rican parents apply 

four strategies - monitoring, communication, motivational, and protective - to promote 

their children's academic success (Hidalgo, Bright, Sui, Swap, & Epstein, 1995). 

Monitoring strategies are actions related to the academic learning of the child; 

communication strategies are processes that aim to foster open, nurturing family 

relationships; motivational strategies stimulate the child's interest in school; and 

protective strategies are actions geared to maintaining child safety. 

In a qualitative study of 59 Puerto Rican families of high- and low-achieving 

students, Diaz-Soto (1988) found that "parents acted as faciliators within an organized 

framework of expectations" (p. 19). Diaz-Soto found a number of recurrent themes in the 

homes of high achievers; language (parents use both Spanish and English in 

communicating with their children), aspirations (parents held high expectations for their 

children's future careers), discipline (parents employed consistent controlling strategies), 

and protectiveness (parents always knew where their children were). 
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Chinese American parents display two patterns of parental involvement based on 

how recently their family moved to the U.S.A. Siu's (1995) longitudinal ethnographic 

study found that immigrant Chinese American parents strictly structured their children's 

learning environment because the parents were often unfamiliar with the school and its 

system. These parents tried to ensure their children's academic success by engaging in 

such tasks as assigning additional homework. The Chinese American parents who 

themselves had experienced schooling in the United States allowed their children more 

choices, placing less emphasis on regulated academic work and more on independence 

and creativity. Siu labels these two parental involvement approaches low- and high-

security patterns respectively. 

These studies reveal parental behaviors that foster minority children's general 

learning in school. However, these behaviors may not be visible to school personnel and 

this learning may not be highly valued at school. Teachers' expectations of desirable 

parent involvement include coming to conferences, responding to notes, and participating 

in the classroom - expectations that may be foreign to immigrant parents. That is, 

explicit information from teachers about their expectations for parental involvement may 

not be well communicated to these parents (Delgado-Gaitan, 1990, 1993; Glenn & de 

Jong, 1996). In the absence of explicit programs, parent centers need to be designed to 

promote the exchange of such information (Johnson, 1994; Rubio, 1995). The 

communication with teachers is particular difficult for parents who do not speak or read 

English, and thus they hesitate to show up m the parent-relevant meetings. 
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Even though immigrant parents are interested in their children's education and 

sharing their experiences with others, long working hours, child care needs, and language 

and cultural differences may serve as barriers to establish traditional parent-teacher 

communication (Diaz, Trotter, & Rivera, 1989). Wittaker, Salend and Gutierrez (1997) 

suggest that educators can attempt to overcome these barriers to parental involvement by 

(a) making school facilities available for community activities; (b) providing child care 

and transportation; (c) understanding cross-cultural communication patterns; (d) 

employing interpreters and translators; (e) scheduling evening or weekend activities; and 

(f) solicitmg the support and assistance of individuals, group, and agencies from the 

family's community. Therefore, affective instructions of ELLs include a thorough 

understanding of their parents' attitudes and expectations toward their children and these 

families' needs in life. 
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CHAPTER 5 

METHODS 

This study is a qualitative ethnographic case study (Gillham, 2000; Merriam, 

2001; Stake, 1995) that includes observations I have been documenting since August, 

2002. The unit of the analysis (Yin, 2003) of this study is a novice ELL in a mainstream 

classroom. Techniques of ethnography such as observing, interviewing, and photo-taking 

are utilized to demonstrate the new culture Ying has immigrated to (Merriam, 2001). 

Multiple sources of data (Yin, 2003) are collected in the community, school, classroom, 

and home where Ying's life is embedded. These various sources of data and multi-

settings are designed to provide an in-depth, day-to-day understanding of the nature of 

apprenticeship for a novice ESL learner in a mainstream classroom. The participant's 

role and her view in the process of apprenticeship are also examined. The data will be 

used to answer the following research questions; 

1. What is the nature of apprenticeship for a novice ESL learner in a mainstream 

classroom? 

2. How does she experience the process of apprenticeship within the contexts of 

the home, school and community? 

Multi-Settings 

School 

This study takes place in Ying's home and school environments. Her school. 

Nelson Elementary School, is located in the central area of an inner-city school district. 
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The lovely, tiny school settles quietly on a busy street across from a research-oriented 

university. Parent and university student volunteers commonly participate in the 

classrooms supporting children in their learning. As soon as one enters the front gate of 

the school, a colorful garden with sunflowers, plants, and veggies comes into view. 

Further ahead, past the garden, is the main building. The rooms in the main building 

surround a courtyard with a big orange tree and more plants tended by students. 

Nelson Elementary School enrolls students from all over the city because it 

recruits its students on an independent system. Some children are driven to school by 

their parents; others walk to school from the nearby neighborhood; the others are bused to 

school. It is a small school with 284 students, comprised of 50% white/Anglo, 7.4% 

African American, 36.3% Hispanic, 3.9% Native American, and 2.5% Asian American. 

The percentage of students receiving free/reduced lunch is 38.9. The school does not 

offer any relevant ESL programs. When asked the questions regarding ESL classes, Beth 

informed the researcher that all the students speak fluent English before they enter the 

school. She also said, "A large number of students stay in this school for 9 years from 

the kindergarten to the ninth grade" (Conversation with Beth). 

The school is known for its high parent involvement because the parents embrace 

the community atmosphere of the school (see Appendix A). The largest number of 

parental volunteers listed in the school newsletter is 535; the attendance rate is over 90% 

each month in the course of the researcher's visits. Parents help with various sorts of 

activities. Just to name some of them, the volunteer work includes classroom and 

gardening chores, setting up and cleaning up after activities, tutoring students and 
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monitoring students in the playground. In addition the numerous volunteer hours, there is 

a large amount of money that parents donate to the school. The February issue of the 

school newsletter announces that there is a donation of $19,600 in the academic year of 

2002. 

The mission of this school is to offer its students a community-oriented 

atmosphere in which the parents, staff, students, and community members employ a 

Shared Decision Making Process that is in the best interest of the students' scholastic 

achievement and personal growth" (paraphrased from brochure, see Appendix B). 

"[School] decisions are made by reaching consensus at monthly Community Meetings. 

A Coordinating Council made up of parents, staff, and students facilitates the work of 

Community." The school's multi-age classrooms (Primary K-2, Intermediate 3-5, and 

Middle School 6-8) allow students to remain in the same class for 2-3 years and to 

develop "a sense of belonging in a community." The office manager describes Nelson as 

"an alternative school" (conversation with the researcher), which encourages the 

collaboration and support between the teacher and the students, and among the students 

themselves. The school expects its students to "respect the rights, feelings, and opinions 

of all staff members and fellow students." The school environment is cheerful, caring 

and respectful. In an interview. Ying describes how she feels about the school; 

People in school are very nice to me. The homework was heavy (in Taiwan) while 
it is light here. They don't require you to recite so much here. If you have any 
opinion, you can raise any time. If you raise too many questions you may be sent 
0 the principal in Taiwan. If you violate the rule, you will be punished in Taiwan 
while it doesn't really matter here. At most, the teacher will just remind you. 
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The educational emphasis is not only on academic achievements but also on the 

appreciation of fine arts and environmental preservation. Fine arts, used to encourage 

students' development of multiple intelligences, include theater arts, visual arts, 

movement, and music. The school wins local and state awards for its Green Project, 

which is a gardening, recycling, envu-onmental education program, which utilizes such 

activities as organic gardening, schoolyard habitats, school-wide recycling, food waste 

composting, and produce growing. These rationales are reflected in the school traditions 

and routine activities (see Table 3). The school assessments of the students are multiple. 

The annual progress report indicates that the instruments of assessment comprise 

portfolios, performance assessments, classroom observations, chapter and classroom 

tests, and student self-assessment. 

Classroom 

There are two intermediate classes connected by a door. The classroom is 

collaborative in nature, being arranged in an interaction-promoting way (see Appendix 

C). The first thing which catches my eyes as I enter the room is the wall of students' 

photos. The students in the photos appear cheerful and confident. In one of the field 

notes I described the classroom; 

There was a white board in front of the classroom. High and low cases were on the 
wall. The students' black-and-white photos were hung on the wall as well. Six 
tables in both round and rectangle shapes were scattered in the middle of the 
classroom. On each table was placed a vase of pink carnations. 

Ying's teacher, Beth, European-American, in her 50s, holds a master's degree 

from the same literacy and language department at the university where the researcher 
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Table 3 

Regular Events and Traditions at Nelson Elementary School 

Regular Events and Traditions at Nelson 
Social Events in the 
Course of this Study 

Mustang News Release (School news release, monthly) Family Art Workshop 

Parent Conferences (annual) (occasionally) 

Love of Reading (annual, every February) Artist Visits (occasionally) 

Thanksgiving Harvest Feast (annual, every November) Miles Walks for Cherry 

Bake Sale (When money to be raised) (February 8, 2003) 

School Picture Day (annual) Science Night (April 10, 

Coordinating Council Meeting (a few times every 2003) 

semester) Volunteer Appreciation 

Carnival (every March) Breakfast (April 25, 2003) 

Book Fair (every April) Island Day (May 9, 2003) 

Green Project (Gardening, Recycling, Environmental Family Dance Night (Oct. 

Education and Nutrition) 16,2003) 

Open House (every September) 

After-School Enrichment Classes (offered every 

semester) 

• Crafts and Cooking 
• Airplane and Rocket models Building 
• Spanish 
• Theater Dance 
• Cartooning 
• Computer Class 
• Gardening 
• Football 

The Quilted Stories of 
Changing Hands (10/16/03) 
(Native American 
contemporary crafts 
exhibition) 
Family Arts Day (9/14, 28; 
10/12, 16; 11/02/03) 

Year Book (annual) 

Food Donation (armual) 

Fundraiser (annual) 
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pursues her doctoral degree. Beth and the researcher even attended a nationally-funded 

writing project in two different years. Beth is knowledgeable about recent pedagogical 

innovation and sensitive to the social issues important to the children. However, she 

admits that she has no experience with ESL students and attends no relevant classes or 

workshops (conversation with the researcher). The students and parents address her by 

her first name, Beth. She has a close relationship with both her students and their 

parents. When parents enter her classroom, she always welcomes them with a shiny 

smile. When the researcher asks her permission to observe Ying in her classroom, her 

reply is, "The door is always open for you." In an interview time, Ying describes Beth 

and her peers: 

[My teacher is] very nice, very nice! She doesn't force you. [If we forget to 
bring the homework], she said, "Bring it tomorrow. Don't forget!" [If we make 
mistakes in our homework,] [s]he tells you what is wrong and how to correct it 
patiently. 

[The classmates] are very nice. If I can't spell any word, they teach me. 
If I don't imderstand math^, they teach me. [In math,] Karen reads the sentence 
first, then if I still don't understand it, she draws pictures. Because I am a 
newcomer, everyone is very nice to me. (Translated from Chinese in the 1^' 
interview, 10.24/02) 

Because it is common to see visiting parents and volunteers in the classroom, the 

children do not pay extra attention to my presence either. The students greet me as other 

volunteer parents. However, they may ask, "What are you writing about?" when they see 

me writing the observing field notes. They offer me chairs to sit when I am standing in 

the back of the classroom. Small groups, pair work, and individual work cover most of 

^ Words in Italics are the words that Ying said in English. The rest I translatedfrom Chinese. 
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the time in the class. The students are engaged learners when they work in small groups 

or individually. Beth organizes the class day so that students have ample time to read and 

write. The regular reading activities include DEAR (drop everything and read) time, four 

entries of reading journal every week, reading groups, reading Times for Kids and 

National Geographic every week. Regular writing activities include writing reading 

journal, science log, daily joumaling, and occasional letter writing. The other social 

events and those taking place in the course of the study are listed in Table 4. 

Home 

Ying was bom in a middle-class Taiwanese family. Both parents teach in the 

same Taiwanese university. During the time of this study, her father, who holds a 

doctoral degree from a university in Taiwan, stays in Taiwan while her mother, the 

researcher, is enrolled in a doctoral program of a research-oriented university in the 

United States. Ying is the second and youngest child in the family with a brother, who is 

3 years older. Ying has a close relationship with her brother. They spend a lot of time 

together talking about their school lives and the popular culture in the United States. 

They even share the same interests—reading and drawing. The elder brother goes to a full 

time GATE (Gifted and Talented Education) program in a middle school in the same 

city-wide school district. He came to the United States with me a year before Ying 

arrived in the States. He is a constant reader and writer. The languages used among 

family members are mainly Taiwanese and Mandarin Chinese. 
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Table 4 

Regular Events in Beth's Classroom 

Regular Events in B's Classroom 
Social Events in the Course 

of This Study 

Reading journal State report (Fall, 2002) 

Journal writing Author's study (Spring, 2003) 

Science log Music program with Mark 

DEAR (Drop everything and read) Holdaway (a volunteer 

Story writing parent) (Fall & Spring, 2003) 

Reading groups Artists' visits 

Occasional letter-writing Kris' talk on pest prevention 

Teacher reading aloud (every Wednesday before (9/12/03) 

class dismissal) Bake Sale for raising funds for 

Read-a-thon field trips (Oct, 2002) 

Tours to the school library 

Tours to the public library (a couple of times a 

Semester) 

Invite parents or peers as experts to share their 

Expertise with class (Jackson on snake) 

Author's workshop 

Scholastic book ordering (several times a semester) 

Various people came to talk to them on different 

topics (e.g., mistake-management) 

UA Presents shows at Centennial Hall (document 

07/30/03) 

National Geographic Explorer (document 07/30/03) 

Time for Kids (document 07/30/03) 

Blue and Silver Spirit Day (Miles T-Shirt Day every 

Fri.) 
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The family has many Taiwanese friends as well as native English-speaking 

friends in the city where they reside. English-speaking friends include Emma and Carl, 

next-door neighbors, who has been long term friends with me for 13 years since I was in 

this city studying my master's degree. Jane and John are another couple whom I met in 

the university International Association. Ying's family has social interaction with them 

during the summer, winter and spring breaks, especially when I must devote time to my 

doctoral studies. Ying and her brother go to Emma and Carl's house and do things with 

them often (see Table 5). The couple have been patient with Ying's English especially 

when she just arrived. Emma reads to her on a regular base. 

The parents put high value on the children's education. I often take the children 

with me as I pursue my own studies in the United States. My advisor wrote, "Ms. Wu is 

highly conscientious. She is a motivated student who gives priority to her studies while 

balancing her family life," in a recommendation letter for the researcher's applying for a 

scholarship. In one of Ying's journal entries, she states, "My mom has no particular 

hobby except studying. She can study for hours in one sitting. I will use six words to 

describe her: 'a person who enjoys studying' (translated from her journal written in 

Chinese, 10/21/02). As engaged in studies as any other graduate student, I take time to 

do whatever is beneficial to my children's education. The regular traditions and social 

events are listed in Table 5. 

Participant 

The reasons that contribute to the purposefiil selection (Merriam, 2001) of Ying 

as the participant to answer the research questions include: (1) her Enghsh is minimal; (2) 
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Table 5 

Regular Traditions and Social Events in Ying 's Family 

Regular Events in Ylng's Family Social Events in the Course of this Study 

Tours to Hime Public Library City Street Fair with native neighbors 

Storytimes at Hime Public Library (11/03) 

Tours to book stores Trip to Tubac with native neighbors 

Ying goes to class with me. (01/18/03) 

Silent reading Trip to the Grand Canyon with native 

Drawing neighbors (01/24.25.26/03) 

Drama-Playing between Ying and her Rodeo Parade (02/03) 

brother Back to Taiwan (06,07/ 2003) 

Two videos on weekends Halloween Extravagana by Hime Public 

Out for dinners with both American and Library 

Taiwanese family friends (10/31/03) 

she is new to the American schooling system; (3) she is in a mainstream classroom; (4) 

she is my daughter. Her novice status in both the English language and American 

schools is useful to explore the nature of a new ELL in the process of developing to leam 

both the English language and academic subject matter in a mainstream classroom. 

Being my daughter makes it more possible to do rn-depth, day-to-day observation and 

data collection within and out of school settings (Ochs, 2002; Schwarzer, 2001; Smith, 

2001). 

Ying is 8 years old, a third grader. Her first language is Taiwanese and her 

second language is Mandarin Chinese. Taiwanese is mainly used among Ymg's family 
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members. Even though Taiwanese is Ying's home language, since Taiwanese has no 

written form, the language Ying used for both oral and written communication is 

Mandarin Chinese. Although she arrived in Tucson in June 2002, this study started at the 

end of August 2002. Her EngUsh was limited because the teaching of English in her 

home country, Taiwan, begins in the fifth grade. 

When she entered Beth's classroom the first day, she spoke very little English, 

only a barely intelligible word or two at a time, with gestures and facial expressions to 

help her convey her meaning. The books she read at the beginning stage were picture 

books with a few words on each page such as Munching Mark (see Appendix D). She 

was new to both English and the American school system. Her novice status in English 

and American schooling makes her a valuable informant in answering the research 

questions posed in the study. 

In one of Ying's brother's journal entry, he describes Ying; 

My sister [Ying] has dark, smooth, shimmering black hair that reaches down and 
conceals most part of her ears, with only a speck at the bottom visible. Her face is 
round and she has pink, chubby cheeks. Under her thick eyelids and long 
eyelashes is her pair of uplifted eyes. Her nose is not big and pointy, but rather 
small and flat. She has such a round chin; it will be hard to tell from a distance. 
Her peach-colored skin is very smooth, and her body is not too skinny and not too 
fat, it is about medium. She is about 4 feet and 6 inches tall, and weighs about 65 
pounds. Comparing the length of her torso to the length of her legs on a scale of 
10, it is 4:6. 

In a "parent homework" asked by Beth of the parents to "talk" to the teacher about their 

own child, I wrote: 

Ying is a treasure in our family. She is capable of many things. She has been a 
very thoughtftil and understanding child since she was very little. She is 
independent in taking care of herself and the homework required at school. She is 
a great helper in the family. She helps with chores and particularly finding out the 
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things people are looking for. She has strong memorization of where the family 
members put their stuff. 

At school, I found that she always keeps good relationship with peers and 
the teacher. She is concentrated with the jobs assigned to her and is delighted in 
finishing them. Now she is developing critical thinking. She asked my husband 
and me, "Do you think if it's right to keep a slave?" She is wonderful in her little 
brain and mind. 

Ying reads and writes well in Chinese. She is articulate in expressing her ideas and 

thoughts and communicating with others. She was awarded the honor of "Model 

Student" when she was in the second grade in Taiwan. 

At Nelson, she mingles with the classmates and her friends m the after-school 

program. Ying is well-liked by the teachers and peers. One day when her finger was 

hurt, Matthew helped her put the chair on the table at the end of the day (Observation 

10/15/02). Another time, one of the parents brought her a bag of caramel because Ying 

liked it. As soon as Ying entered Beth's class, Ying shared many social activities with 

her peers after school (see Table 6). In an activity in which each student had a piece of 

paper attached to their back, other students wrote a phrase or a sentence on the paper to 

comment on this person. On Ying's paper wrote, "You are adorable," "You are 

responsible," "good at chineese," "good at englesh," "a great reader," etc (see Appendix 

E). 

Data Collection 

The data collection was divided into three periods: the first one was the fall 

semester of 2002, the second one was the spring semester of 2003, and the third one was 

the fall semester of 2003. During the three semesters, various types of sources from 

Ying's school and family were collected to address the research questions. In the school. 
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Table 6 

Ying's Social Activities with her Peers after School 

Ying's Social Events with Her Peers after School 

10/26/02 Ying was invited to a Thanksgiving party, (artifact and pictures) 

02/12/02 Karen came to visit us. (picture) 

02/01/03 Ying went ice-skating with Maggie and her mom. 

03/01/03 Ying was invited to Erica's roller-skating party. 

Spring/03 Ying went to classes with her mom. 

04/18/03 Ying invited Marge for roller-stating with Ying's brother. 

04/19/03 Ying and her brother was invited to dye Easter eggs with the 

next-door neighbor. 

04/19/03 Ying and her brother went to the next-door neighbor for egg 

hunting. 

08/23/03 Marge invited Ying and other friends to her house. 

09/17/03 Ying was invited to Marge's 11''' birthday party. 

10/11/03 Ying invited Marge to our house for a pajama party. 

10/31/03 Ying went for trick-or-treating with Marge's family. 

I collected the documents, the archival records and physical records, kept observation 

field notes, took photos of Ymg, and interviewed Ying. In the family, I did the same 

work as I did in the school except that no archival records were collected. The sources of 

data in each type and their functions to answer the research questions are listed in Table 

7. The details of each data source will be discussed in the following section. A brief 

listing of the data collection agenda of dates and activities is found in Table 8. The 

routine activities of each semester include observations, documentation and physical 

artifact collection, interviews, transcription, and member checking. 
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Table 7 

Sources of Data and Their Functions to Address the Research Questions 

Sources of 
Data 

School Function Home Function 

Documentation Letters & 
announcements 
from the school 
and Beth 

School's and 
classroom's 
social and 
cultural 
traditions and 
social events 

Brochures of 
community 
activities attended 

Family's 
social and 
cultural 
traditions 
and social 
events 

Archival 
Records 

Ethnic 
composition 
Percentage of 
free/reduced 
lunch 

A broader 
context where 
the classroom 
is embedded 

NA 

Observation Field notes 2-3 
times a week 

RQ#1 Field notes 2-3 
times a week 

RQ#1 

Photos Taken when the 
situation 
appropriate and 
unobtrusive 

Elicit Ying's 
responses 
when 
interviewed 

Taken when Ying 
interacts with her 
brother and peers 
invited 

Elicit Ying's 
responses 
when 
interviewed 

Interviews 2 times RQ#2 7 times RQ#2 
Physical 
artifacts 

Drawing and 
writing products 

RQ#1 
RQ#2 
Ying's 
development 
of English 
language 
proficiency 

Drawing and 
writing products 
Miscue analysis 
Ying's reflections 
on her learning 
both English 
language and 
subject matter 
Letters between 
Ying and her 
family 
Record of the 
books Ying read 

RQ#1 
RQ#2 
Ying's 
development 
of English 
language 
proficiency 
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Table 8 
Data Collection Procedures and Activities (Revised from Dyson. 1993) 
Academic 
Semester Month Major Procedures at School Major Procedure at Home 

Fall, 2002 Aug. Wu begins visiting school. Wu begins to observe Ying as 
an English language learner. 

Wu writes notes of Ying's 
mteraction with the parents 
and her brother 

Sep. Starting going to Ying's class 2 or Takes photos of Ying's 
3 times a week interaction with her brother 

Gathers the permission of other Collects Ying's drawings and 
parents to take photos of their writing products at home 
children when they interact with 
Ying. Writes reflections at the end 

of day 
Familiarizes self with Beth's 
classroom members and routines Conduct the miscue analysis 

of Ying's reading 
Takes field notes when observing 
Ying in the classroom 

Takes photos of Ying's interacting 
with Beth and her peers 

Collects Ying's drawing and 
writing products 

Analyzes the field notes and 
forms the interview questions 

Oct. Wu continues to observe Ying at Conducts the 1 st interview at 
school home 

Nov. Conducts the 2nd interview in the Transcribes the 1st interview 
classroom 

Transcribes the 2nd interview 
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Academic 
Semester Month Major Procedures at School Major Procedure at Home 
Fail 2002 Nov. Conducts the 3rd interview 

with photos taken both in the 
classroom and at home 

Transcribes the 3'^'' interview 

Analyzes data 

Member checks with Beth and Peer review from a professor 
Ying and university peers in a qual. 

research class 

Dec. Writes up the first stage of 
findings 

Jan. Winter break Wu continues to observe Ying 
at home. 

Spring, Feb Goes back to Ying's class again Observes Ying's use of 
2003 technology in finishing the 

Observes Ying's Author study author study 
project and her use of technology 

Wu continues to observe and Conducts the 4"* interview 
Mar. collect Ying's writing products with focus on the preparing 

stages of the author study 

Transcribes the 4^*^ interview 

Conducts the 5"* interview 
with focus on technology 

Transcribes the 5''' interview 

Conducts the 6'*' interview 
April with focus on the fmal 

presentation of the author 
study 

Transcribes the 6^^ interview 
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Academic 
Semester Month Major Procedures at School Major Procedure at Home 
Spring, 
2003 

April 

May 

Member checks with Beth and 
Ying 

Analyzes data 

Peer review from the 
researcher's academic advisor 

Writes up the second stage of 
fmdings 

June 
through 
Aug 

Summer break Wu continues to observe Ying 
at home. 

Fall. 2003 
Sep. Goes back to Ying's class 

Observation and collection of 
writing products continue. 

Does miscue analysis with 
Ying 

Observation and collection of 
writing products continue. 

Oct. Photocopies the collected artifacts 
including school documents, Beth 
letters to parents 

Starts asking Ying to write 
reflections in drawing and in 
writing 

Does miscue analysis with 
Ying 

Nov. Observation continues. 

Member checks with Beth and 
Ying 

Conducts the wrap-up 
interview 

Transcribes the mterview 

Analyzes data 

Peer review from the 
researcher's academic advisor 

Dec. Starts writing up the fmal 
report 
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The details of the data sources are described in the following section. 

Participant Observation/Research Journal 

To answer the first question, the nature and her role of apprenticeship for a 

novice ESL learner in a mainstream classroom, the researcher applied multi-site 

observations (Bogdan & Biklen, 2003; Marcus, 1995, 1998). She was a participant 

observer (Spradley, 1980) both in school and at home. She observed the reading and 

writing sessions in her classroom at least 2 or 3 days a week for all three semesters, and 

at least one and a half hours for each visit of the school. The researcher typically sat at 

the back of the classroom or at Ying's side when the class was doing group work. The 

accumulated observation field notes in the school totaled 157 pages of 70-sheet 26.6 x 

20.3 cm notebooks. 

In each semester, classroom observations were both holistic and focused 

(Spradley, 1980). In the first semester, the researcher spent time getting acquainted with 

Nelson Elementary School and Beth's classroom. After the first month of observation, 

the researcher decided to direct the focus of her observation on the semester-long project 

- the State Report, for which students had to choose a state in the United States, collect 

information about it, and choose a preferred method to present it. In the second semester, 

the general observation continued and the focused observation was directed at the process 

of how Ying accomplished another semester-long project - the Author Study Report, in 

which each student had to research for information and report on their favorite author. 

The first and second semester-long projects required the students in Beth's class to 

accomplish the process of researching information and the skills of both reading and 



86 

writing. At the same time, the relevant observation of the assistance Ying gained from 

the community and the family members also took place outside of school. The third 

semester was the last period of the study. I focused on confirming the findings drawn 

from the data collected in the first two stages. 

At home, I, as the participant's mother, spent much time with Ying, helping her 

with homework, observing her interaction with her brother. After Ying and her brother 

went to bed, I kept a journal noting and reflecting the talk and observation. The 

observation field notes accumulated filled 80 pages of 26.6 x 20.3 cm notebooks. In 

addition, I kept a research journal (Creswell & Miller, 2000) to document the inquiry 

process and reflected on the role as a mother of the participant, to balance the subjectivity 

of a mother with that of a researcher. 

Semi-Structured Interviews/Ying's Reflections 

To answer the second question, her experience in the process of apprenticeship, I 

conducted three 20- to 30-minute semi-structured interviews (Merriam, 2001) - one at 

home, one at school and another with photos at home at the end of each research 

semester. The different settings elicited different responses in relation to the school and 

home. 

After permission was obtained from the parents of Ying's classmates in August, 

2002,1 took pictures of Ying when interacting with peers at school and with her brother 

to be the stimuli for later interviews (Bogdan & Biklen, 2003). The pictures were usefiil 

since the interviews were held at the end semester to stimulate Ying's memory of what 

happened during the previous two or three months. I interviewed Ying in Mandarin 
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Chinese. The interviews were audio-taped, transcribed and translated into English 

(Appendix F). 

During the last semester of this study, fall 2003, Ying was asked to write or draw 

her reflections of her experience of learning English and subject matter, and the 

assistance she received at school and at home. Examples of the questions I asked her 

were, "How did you feel when you just entered Beth's class?", "What did you do when 

you didn't landerstand Beth and your classmates?", "Who helped you when you didn't 

understand?", etc. She was allowed to select any method to convey her memory, 

experience, and feelings. She often chose to draw pictures with bubble conversations 

from the character in the picture or with a paragraph of her reflections about what was 

happening in the picture (see Appendix G). These reflections with photos were used for 

the last interview to wrap up the whole study. 

Documentation/Archival Records/Artifacts 

In addition to the more direct methods, observation and interviews, to answer the 

research questions, the researcher also collected the documents and archival records of 

the school, of the classroom and of the family, and Ying's cultural artifacts. The 

documents included the letters and announcements from the school and Beth, the teacher, 

and the brochures of community activities Ying's family attended such as Storytime from 

the Hime public library. The archival records included the statistics about the ethnic 

composition and reduced/free lunch rate of Nelson Elementary School. These documents 

and archival records of the elementary school, Beth's class, and the city community 

helped to provide a profile of the social and cultural traditions and events of Beth's class 
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and the broader community context in which Ying is embedded. Beth's weekly letter to 

parents and occasional announcements helped not only to provide the traditions and the 

social events of her classroom, but also to provide a window to understand how Beth 

scaffolds students with their homework and semester projects. 

The cultural artifacts included Ying's writings in class, her correspondences with 

her family in Taiwan, the records of the books Ying read at home, and the reading miscue 

analysis the researcher did with Ying at the very beginning of this study. The collection 

of Ying's writings within and outside of the classroom, and the miscue analysis showed 

how much progress Ying made in her writing and reading in 14 months - from 

September, 2002 to November, 2003. The records of the books she reads at home showed 

how many books she read, what books interested her, and how she selected books to read. 

This information also revealed how she regarded herself as an English language learner 

and a reader. 

Data Analysis 

The constant comparative method (Glaser, 1978; Glaser & Strauss, 1967; Lincoln 

& Guba, 1985) is applied to analyze the data m this study. 

Data Analysis of the Observations and Interviews 

As mentioned earlier, there are three periods of observations and interviews: fall 

semester, 2002, spring semester, 2003, and fall semester, 2003. For each semester of the 

research, there are four steps of data analysis for observation field notes and interview 

transcripts (Merriam, 2001). First, I read through and do a rough analysis of both the 

observation field notes taken in school and at home before I conduct three interviews. 



Since I interview her in Mandarin Chinese, the interviews are transcribed in Chinese and 

translated into English while the words she says in English are printed in green. As I read 

through the interview transcripts, I comment on and label each chunk of responses that 

relate to one theme or topic such as 'peers' guidance,' ' Ying as an observer,' 'ambiguity 

bearing,' or 'support of the first language.' Then I highlight the words, phrases and 

sentences that I interpret as relevant and important to my research questions. Words, 

phrases, sentences and events that share similar categories are put in a index card in 

pencil and the source is indicated. For example, I (Roman numeral) 334 represents the 

334^^ line of the first interview. After I distribute the highlighted 

words/phrases/sentences/events to the cards, I give each card a name such as 'teacher,' 

'family,' or 'peers.' When I lay out all the cards, I move the cards around to build the 

relationship among them either by stapling two into one category or separating one into 

two more specific categories while words/phrases/ 

sentences/events could be moved from one card to another as well. After the categories 

are merged into themes, the cards are indicated by the name of the theme to which they 

belong. For example, the category of the assistance from the volunteer parents in the 

elementary school and the category of the assistance of the university student volunteers 

are combined as the theme of the assistance from the community. 

The next step of analysis is to use the formed themes which are emerged from the 

categories to reexamine the field notes at school. The above procedures of labeling in the 

margin, the grouping of categories, copying them on the index cards, and the emergence 

of the categories into themes are repeated. However, the words/phrases/sentences/events 
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are copied in red ink and the source is indicated. For example, Ob 09/28/02 represents 

the observation field notes taken on August 28, 2002. New categories and themes emerge 

as I read through the field notes that I took at school. For example, 'parent volunteer's 

assistance' emerged while it is not revealed in the interviews. The interview transcripts 

are reviewed again to look for the evidence to support the newly-emerged categories. 

The last step is to examine the field notes at home and the researcher's log. The 

procedures are repeated while they are copied in black. 'Hob 10/03/02' represents the 

observation field notes taken at home on October 3, 2002. 'Sibling's assistance' is found 

through this stage of analysis and is categorized under the theme of'family' while it is 

not mentioned in the interview. The field notes at school and the interview transcripts are 

reviewed once more to seek triangulation (Merriam, 2001). The various colors make it 

easy to distinguish the source of data. A narrative is extracted fi-om the interview 

transcripts to form the participant's profile (Seidman, 1998), which displays coherence of 

what my participant says in the interview regarding her experience and thoughts (see 

Appendix H). 

In conclusion, the steps of data analysis are not linear, but entail a continuous 

feedback looping action between the observation field notes and interview transcripts. 

The steps can be described briefly as (1) a rough analysis of observation field notes both 

at home and at school to compose questions for interviews, (2) interviews conducted and 

transcribed, (3) findings from the interviews triangulated back with the school 

observation field notes, and (4) findings fi-om the interviews triangulated back with the 

home observation (see Figure 7). The sources and amount of data collected, the ways to 
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analyze them, and the categories emerged from these data for observation and interviews 

are described in Table 9 and Table 10 respectively. 

Observation field notes at home Observation field notes at school 

Interviews 

Figure 7. Procedures of data analysis at each period of the research. 

Data Analysis among the Periods 

After the rough analysis of the data collected in the first semester, I found that 

technology played a crucial role in assisting Ying's English, such as the Internet, the 

Oregon Trail, an interactive computer game, the video tapes, etc. Therefore, in the spring 

semester of 2003,1 focused on studying her utilization of technology to assist her 

semester-long project, the author study. The observation at school and at home 

continued. Another interview focused on the questions of her using technology in 

accomplishing the author study project. 
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Table 9 
Data Analysis of the Observation 

No. of 
Sources of Data Entries Data Analysis Categories Emerged 

Class 157 Make comments People to help Ying 
observation field (two 70- on the margin of • Teachers 
notes sheet 26.6 each page • Peers 

X 20.3 cm Categorize the • University and parent 
notebooks) comments in the volunteers 

index cards Ways to help 
• Explain by showing the real 

object 
• Information direction 
• Appreciation and Value on 

her home language 
• One-to-one teaching 

(conferences) 
• Showing process 
• Modeling 
• Comprehensible input 
• Help with directions. 

explanation, and spelling 
Tools utilized to help 

• Written words 
• Classroom print 
• Symbols 
• Drawings 

Home 80 The same as the People to help Ying 
observation field (one 100- above • Parent 
notes sheet 26.6 • Sibling 

X 20.3 cm Ways to help 
notebook) • Support of the first language 

• Interest recruitment 
• Resource advocacy and 

coordination 
• American culture 

orientation 
• Provide correction feedback 

Tools utilized to help 
• Home languages 
• Oral mteraction 
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Table 10 
Data Analysis of the Interviews 

Data 
Sources 

No. of Interviews 
and length of 

time Data Analysis Categories Emerged 
Interviews in 
school and at 
home 

2 interview at 
school (one hour) 
7 interview at 
home 
(Three hours) 

1. Come up with 
mterview questions 
from the rough analysis 
of observation field 
notes. 
2. Transcribe the 
mterviews. 
3. Read through the 
interview transcripts. 
4. Comment on and 
name each chunk of 
responses. 
5. Highlight the words, 
phrases and sentences 
relevant and important 
to the research 
questions. 
6. Transport similar 
words, phrases and 
sentences to index 
cards. 
7. Separate and emerge 
the contents of the 
cards and form 
categories and themes. 

AT SCHOOL; 
People to help Ying 

• Teachers 
• Peers 
• University and 

parent volunteers 
Ways to help 

• Explain by 
showing real 
objects 

• Information 
direction 

• Appreciation and 
value of her home 
language 

• One-to-one 
teaching 
(conferences) 

• Showing process 
• Modeling 
• Comprehensible 

input 
• Help with 

directions, 
explanation, and 
spelling 

Tools utilized to help 
• Written words 
• Classroom print 
• Symbols 
• Drawings 

AT HOME: 
People to help Ying 

• Parent 
• Sibling 
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No. of Interviews 
Data and length of 

Sources time Data Analysis Categories Emerged 
Ways to help 

• Support of the first 
language 

• Interest 
recruitment 

• Resource advocacy 
and coordination 

• American culture 
orientation 

• Provide correction 
feedback 

Tools utilized to help 
• Home languages 
• Oral interaction 

SELF: 
Her role (status) of 
apprenticeship 

• Awareness of her 
apprentice status 

• As a self-
confidence keeper 

• As an ambiguity-
bearer 

• As an 
observer/fo llo wer 

• As a help-seeker 
• As a 

director/teacher/ 
Demonstrator 

Ways to learn 
• Silent observation 
• Seek for more help 

and information 
• Copy down the 

written words 
Tools to mediate her 
learning 

• Home languages 
• Drawings 
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Data Analysis of Documentation 

The documents collected consist of Nelson Elementary School monthly 

newsletters, announcements and letters, Beth's weekly letters, peers letters, invitations 

and cards to Ying, and the brochures, flyers of the community activities in which Ying 

and her family participated. There were 11 Nelson Elementary School monthly letters; 

18 announcements and letters; 44 weekly letters from Beth; 34 peers' letters, invitations 

and cards; and 10 brochures and flyers of the community activities. For the data analysis 

of these documents, I first identified each category of the documents and coded them. 

For example, NNLl represented the first issue of Nelson's newsletter; BWL2 represented 

the second issue of Beth's weekly letter. After numbering and coding them, I categorized 

the traditions and social events that emerged from the documents, and then recorded the 

categories on index cards. For example, the category, Nelson's Elementary School 

newsletters, was categorized as parent volunteer hours, attendance rate, rules and 

guidelines, school decision making and policies, get to know people and new teachers, 

school social events, community social events, call for donation and help, fundraiser, and 

library news. The data analysis and emerged categories of other data sources are 

reported in Table 11. 

The categories that emerged from the data analysis of the class/home observation 

field notes, the interview transcripts and the collected documents were examined in 

relation to the research question raised in this study. Irrelevant categories, such as 

attendance rate and rules and guidelines foimd in the data source of the documentation, 

were set aside. Relevant categories were combined into themes or differentiated into two 
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Table 11 
Data Analysis of the Documentation 

Sources of Data 
No. of 
Items Data Analysis Categories Emerged 

Nelson's monthly 
newsletter 

11 Number and code the 
newsletters 
Highlights the social 
events and categorize 
them 
Records the parent 
volunteering time 
Records students' 
attendance rate 

• Parent volunteer 
hours 

• Attendance rate 
• Rules and guidelines 
• School decision 

making and policies 
• Get to know people 

and new teachers 
• School social events 
• Community social 

events 
• Call for donation and 

help 
• Fundraiser 
• Library news 

Nelson's 
announcements of 
social events 

18 Number and code 
Categorize and record the 
social events in index 
cards 

• Art activities 
• After-school 

programs 
• Parent-teacher get 

together 
• Book fairs 

Beth's weekly 
letters 

44 Number and code 
Categorize and record the 
social events and 
categorize them 
Highlights Beth's 
scaffolding and 
categorize them 

• Announcements of 
class social events 

• Scaffolding of 
homework and 
projects 

• Beth's expectations 
• Call for volunteers 
• Timelines for 

homework and 
projects 

Peers' letters, 
invitation, and cards 

34 Number and code 
Categorize and record 
Ying's after-school 
interactions with peers 

• Birthday parties 
• Holidays 
• Greetings 

Brochures of 
community 
activities attended 

10 Number and code 
Categorize and record the 
activities 

• Activities of the city 
public library 

• CAT A Literacy Lab 



97 

distinctive categories. For example, the help of people from various locations - the 

university student volunteers and the volunteer parents at school; the family's friend, 

Emma; and the reading program at the local university - were put in the theme of 

Community because they shared the commonalities of methods and tools utilized to help 

Ying - one-to-one teaching, more contact with English, and the connection with a 

broader social network and cultural practices. The scaffolding found in the classroom 

was identified under the two categories: the teacher and peers. The scaffolding from the 

teacher included written words and classroom print, modeling and demonstration, 

making process explicit/task difficulty management, effective strategies, utilizing long-

term projects/group work/multiple fine arts and creating a community of readers and 

writers while that from the peers, directing/explaining/drawing/making analogies, 

bridging the discussion gap/paraphrase the teacher's questions and emotional support. 

The themes and categories are reported in chapter 6 in great detail. 

Validity 

I applied triangulation of data sources, member check, and peer examination 

(Merriam, 2001) to enhance the validity of the study. The sources of data are multiple: 

interviews, observation, photos and documentation. I checked the emerged categories 

with both Ying and Beth after each stage of data collection. In addition, my academic 

advisor kept track of the progress of the data collection and analysis. 

Limitations 

In spite of the efforts to build validity into this study, there are trustworthiness 

issues that must be taken into consideration. First, the school in which Ying was learning 
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has many characteristics other schools may not share. It recruits its own students whose 

parents embrace the school's mission of shared decision making and the innovative 

teaching philosophy. Therefore, the school has a great accumulation of parent volunteer 

hours and a huge amount of financial support. These factors contributed to Ying's social 

and linguistic development. In addition, I am Ying's mother, and my participation in the 

study could have unpredictable impacts on the data collection and analysis. For example, 

my advocacy of Ying's need in receivmg assistance in English may have gotten her more 

opportunities and resources than other ELLs might gain. However, attempts at 

triangulation, ongoing self-reflection, and consistent checks with professional advisors 

and peers helped to counteract the possible bias. 

Another major issue is my experience as a college English language teacher for 

more than 10 years. I am certain that I influence the ways in which Ying interacts with 

the teacher, peers, family, and many others. My training and expertise in teaching 

English as a second language and my job allow me to teach and interact with Ying in 

ways that a typical parent, without such training, might not be able to dupHcate. By 

stating the limitations of this study explicitly, I intend to minimize overgeneralizations of 

the findings to other teaching situations; yet these advantages that contributed Ying's 

learning can serve as a model of mainstream classrooms with English language learners. 
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CHAPTER 6 

FINDINGS OF ACQUIRING ENGLISH AS A SECOND LANGUAGE 

THROUGH APPRENTICESHIP AND BECOMING 

AN ACTIVE MEMBER OF THE COMMUNITY 

This chapter reports the findings of a research study designed to examine the 

nature of the apprenticeship of Ying, an 8-year-oid ESL learner. In addition, the chapter 

addresses her role in learning English as a second language (ESL), and her own 

experiences with the process of apprenticeship. Even though documenting Ying's 

development in English is not the focus of this study, a portrait of Ying's development in 

the English language, in academic growth, and in her full participation in the social 

contexts of Beth's class and Nelson Elementary School validate the argument, to be 

explicated later, that Ying's role evolves from a peripheral apprentice status to full 

participation in the practices of the school and classroom community due to the 

assistance she receives from various resources and people. 

Social and Linguistic Deveiopment 

The first part of this chapter reports Ying's development of English in the 

classroom. Her development is discussed from two respects - her immersion in the class 

and school community and her growth in the English language. With regards to her 

immersion in the class and school community, instances from the observations and 

interviews are quoted and described in great detail to give a portrait of her participation in 

the community. Her growth in the English language is interpreted from the collected 
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evidences in relation to her reading, writing, listening and speaking in the three semesters 

of this study. Following the discussion of her development of English language, the next 

part of this chapter reports the findings of the following research questions as stated in 

Chapter 1; 

1. What is the nature of apprenticeship for a novice ESL learner in a mainstream 

classroom? 

2. How does a novice ESL learner experience the process of apprenticeship within 

the contexts of the home, school and community? 

Immersion in the Class and School Communities 

The atmosphere of the school and Beth, the class teacher, were important for 

immersing Ying into the social groups. In this section, I discuss her relationships with 

her teachers and peers. 

Beth was particularly important in helping initiate Ying into the classroom 

community. On the first day of Ying's school, Beth asked Ying and me to introduce 

ourselves to the class. Kathy, a fourth grader, got very interested in Chinese and 

eventually became one of Ying's best friends. Kathy often asked Ying to teach her 

Chinese because she wanted to be a linguist. For her, a linguist was a person who knows 

"many languages." At the very beginning of the first semester, Ying taught Beth and her 

peers to play a Taiwanese card game, "Big Old Two," as Ying translated from 

Taiwanese. This game was popular among the children for a while. In the "ME" poster, 

in which the students presented themselves to others in a poster, Ying claimed herself as 

"a card expert." She also put a photo taken in the Taiwan airport before she left for the 
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United States and wrote, "I came from Taiwan. This is Taiwan airport. I was waiting 

before I got on the airplane." Ying designed the format of the poster. For the part of 

written words, she told me her ideas in Chinese and I translated her ideas into English 

and helped with the spelling. She wrote the words on the poster with colored markers. 

One important influence was the groups of friends of which she was integrally a 

part. Marge, another fourth grader, was the best reader in the wo7rld in Ying's mind. In 

an interview in the first semester (10/24/02), Ying confessed that Marge was the best 

reader because she read "thick books." In the final interview (11/13/03), Ying thought of 

herself as a good reader but "not as good as Marge." 

The three girls. Marge, Kathy, and Ying, got together not only at school but also 

after school. They invited one another to visit each others' homes and spent time 

together on weekends. On August 23, 2003 (the first semester). Marge invited Ying and 

Kathy to her house. Ying asked me to get some apples and caramel candy. She said 

they were going to inake caramel apples together. Ying had fiin the whole day with 

Marge, Kathy, and Marge's twin younger brothers. After Ying came home, she told me 

that Marge, Kathy, and she made a decision to open a craft store at school. They had 

divided all the work. Marge was going to make some dolls; Kathy was going to make 

pipe people and dragons; Ying was going to make bean bags (Chinese traditional hand

made toys for children). The girls even designed their own advertisement (see Appendix 

I). They went through the process of asking permission of Beth and of the principal, 

setting up the time, typing their advertisements to be posted on campus, and displaying 

their products after lunch time together. The other students liked their craft work very 
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much, and their store was a big success. A few weeks after opening the store, they 

donated part of their earnings to support the field trips in Beth's class. This experience 

was evidently unforgettable and precious to Ying. When asked her the most 

unforgettable thing she did in the United States in her fmal interview (11/13/03), Ying 

answered, "Our KMY [which represents Kathy, Marge and Ying] Creation Store [in the 

last semester in 2003]," without hesitation. She also regarded their store as "a great 

achievement" as she explained all the difficulties to overcome. Ying recalled, "It took a 

long time for the principal to approve this. We had to go to her so many times....The 

students often forgot to bring money when they wanted to buy our craft work..." 

Two-way relationships were well established between Ying and her teachers and 

her peers. Ying was well-liked by the teachers and other peers as well. She stated that 

the teacher was wonderfiil and the peers were very nice to her. She had frequent 

interactions with her peers. In the first semester when she still produced very little 

English in her writing, she wrote, "My best friends [in Chinese]: Kathy, Marge, Nyisah, 

Ben (her father), Kiekie, Alyssa, Erica, eilithbith, Beth (my Teacher) [in English]" in one 

of her journal entries. Ying was also invited to her peers' birthday parties and 

a Halloween Party. After returning from the party, I wrote: 

Anne's parents invited both classes of 3'^'', 4* and S"' graders to have a Halloween 
party at their house. I wasn't going because the location was far away from where 
we live. Beth (the teacher) asked Marge's mother to give us a ride to the party. 

I am glad that we went because it was such a wonderfiil party for the 
children. Ying had great time with the other children. Ying's costume was a 
witch. Her good friend. Marge was a cute green elf. There were skeletons, 
Velma, Harry Potter, etc. For the first hour of the party, people were sort of 
chatting and munching food. Once in a while, there would be a roar because 
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someone entered in a bizarre costume. I was chatting with other parents while 
Ying was playing with her friends. 

Then Anne's mom gathered both the children and aduhs and divided us 
into groups. Some parents were recruited and assigned station duties. There were 
six children and three children in our group. We were supposed to go through 
various stations according to the clues written on pieces of paper. We went on 
our trip in the darkness around the house. The children were timid and scared. At 
each station, after we saw something scary, the parents on duty would take off 
their masks and gave each child treats. It was an exciting tour for both the 
children and the adults. 

At the final station, each child got a cotton candy. Some children even 
went back to ask for a second one. The host and hostess waited on each child and 
adult and said "thank you" to the guests on the time everyone was about to leave. 
(10/26/02) 

Ying also received cards for Valentine's Day and get-well cards from both Beth and her 

peers once when she was absent due to flu for a few days. All the social events where 

Ying interacted with her peers and native English-speaking friends are listed with dates in 

Table 6 of Chapter 5. 

On the grade report of the third semester, Beth commented on Ying in the section 

of Social & Emotional Growth and Learner Qualities, which include the sub areas of 

Self-Directed Learner, Collective Worker, Problem Solver, Responsible Citizen and 

Quality Producer; 

Ying is an exceptional student, both academically and socially. With her natural 
leadership qualities, amiable personality and confidence in academics, Ying is a 
positive role model for her peers. In P. E. Ying is always on task, always kind, 
and always helping others. (Grade Report of fall, 2003) 

In the last semester, it was obvious Ying was part of a firm social network in the 

class and school communities. She made efforts to present her own history and culture to 

her class in spite of lacking the common language shared with her peers. She gradually 
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made friends with some girls and was never left out of any social events and activities in 

school and after school. Furthermore, Ying could contribute to her own class as she 

became a complete participator in this community. 

In the following section, I report her growth in four aspects of the English 

language - listening, speaking, reading and writing, which were imbedded in the 

sociocultural contexts in which she was frilly immersed. 

Growth in the English Language 

In the three semesters of the study, I observed that Ying's ability to manipulate 

the English language progressed so fast that it was not possible to record the minute-to-

minute process in great detail. For example, at the end of the first semester, Ying's 

listening ability was good enough to recount the events that happened at school to me. 

One day she told me the story her teacher was telling in class, and I asked Beth about the 

story the next day. Beth was happy that Ymg could understand it mostly. Ten months 

after Ying arrived, she started to read chapter books in English. She could also do her 

homework, such as writing in her reading journal and answering math questions, much 

more independently without her brother's and my assistance when it was compared with 

the first semester she just arrived. She enjoyed the friendship of native peers and was 

well-liked by the teacher and peers in class. 

In addition to my ovm observation of Ying's listening and speaking, the same 

observation was also expressed by my friends who lived next door and had a great deal of 

interaction with Ying. The parent of Ying's best friend, Marge's mother, also said, "Ying 

has made such a progress in her English compared to last year" (conversation when 
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Marge visited, 11/15/03). Following, I report her progress in these respects: 

listening/speaking and reading/writing. 

Listening/Speaking 

As described in the Participant section in Chapter 5, Ying spoke very little 

English on the first day when she entered Beth's classroom. She conveyed her meaning 

through a barely intelligible word or two at a time, accompanied with gestures and facial 

expressions. When Ying was grouped with other students, she mostly watched others 

and kept silent. When the whole class was together, she was often lost. Being unable to 

understand the teacher's presentations, Ying expressed her feeling of boredom in one of 

her reflections she wrote in English when she recalled the early days in the first semester 

at school (08/23/03): 

"I was boring [bored] because I don't know what 
the teacher was talking about so I was thinking 
about going home to sleep." 

In addition to the reflection she wrote, Ying stated in the first interview, "I felt 

bad when I couldn't understand the teacher. I looked outside and I wanted to go home to 

read" (10/24/02). However, as Ying picked up English gradually by mingling with her 

peers, she expressed that she had no difficulty communicating with her friends and the 

teacher in her final interview. She said, "I understand everyone. I have no difficulty 

understanding the teacher. I know where to go and what to do." (11/13/03) 

I noticed that, four months after her arrival, her understanding of English in class 

was emerging when she described what they did in the reading group. 

We were reading a book in our reading group today. It was a story about.... Do 
you know how I understood the story? I looked at the illustrations. The teacher 
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came to our group, and read it out loud to us. Through discussing it with my 
friends, I picked up some more too. The information may be helpful to your 
study, (told by Ying in Mandarin Chinese, 12/05/02) 

The above description, happening at the end of the first semester, showed that the nature 

of her apprenticeship and her role started to evolve and transform - she had 

comprehended enough to recount the event to me. In addition, she did an oral 

presentation of her author study report utilizing power point slides (see Figure 8) at the 

end of the second semester. In response to Ying's author study project, Beth, her teacher, 

commented, on her report card of the second semester, "She did a good job on her author 

study." 

EM Yiars 
-

SIA four yreas old girl live with her 
grandparents. 

- J > •QNo money to buy boolcs. 
J ..? (ijFather is gone, make up her own father. 

When she was little, she didn't read and 
< didn't write. 

<$2 Like comic bodes. 
<41 

6-

j j; First she was a teacher and a libarian and 
a author. 

< When she was a libarian, she read a lot of 
L children's books. 

SI She liked to share the stories that she wrote 
^ 1 to her friend. 

Si She said, "I want to do something that is 
inpoitant in her life." 

^ IWiMftS 

siWhenlwas young in the moutmnsi, 
about her living with her grandparents) 

SlButrilbebackagcttnii^XosXhef 
fi>fl»er,and titat's why she wrote this 
book. 

<h; J SI The book simp dog (The book shop 
- • dog is like hCT dog) 

4 Four years old :her mother brought her to 
West Virginia. 

^ SI Eight years dd: her mother brought her to 
beaver. 

^ ^Thirdteen years old:her£uher was gone. 
SI 197S:she ledved B.A. degree fiom Morris 

Harvey College 
^ 1976: her M.A.degree Ihxn Marshall 

i 422003: Havet died yet 

Figure 8. Ying's Power Point slides. 
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Reading/Writing 

In documenting Ying's development in reading, I conducted a miscue analysis 

(Goodman, Watson & Burke, 1987) with Ying at the very beginning of fall semester in 

2002. The text of this story. Munching Mark, is attached in Appendix D. The results of 

this reading are: meaning construction, 67%; grammatical relationships, 75%; graphic 

similarity, 33 %; sound similarity, 29%; retelling, 65%. She could barely read through 

the text aloud while she understood the story with the assistance of the illustrations in the 

book, and her prior experience in reading Chinese books. For example, in her retelling in 

Chinese after the reading, Ying told about the food the boy ate in the story even though 

she could not read out the names of the food in her reading of the English text. Ying told 

me in Chinese she could tell what food the boy ate because there were pictures next to the 

text. In class, they were allowed time to read the books in which they were interested. 

She usually brought her Chinese books for reading time. At home, I read picture books 

in English to her on a daily basis. On their first trip to the local public library at the 

beginning of the second semester (February, 2003), Ying checked out 10 chapter books 

in English. After Ying came home fi-om that field trip, she told me, "I have decided to 

stop reading baby books and I will start reading chapter books like all my other friends." 

From then on, the number of books she read rapidly accumulated to 177 as documented 

by Ying herself from July 12, 2002 until November 13, 2003 (see Figure 9). The books 

included the series of Scooby-Doo, Zack Files, Junie B. Jones, Goosebumps, Clues, 

Magic Tree House, A to Z Mysteries, etc. When I asked Ying how she decided to choose 

these books to read, she answered, "I asked my brother and friends about interesting 
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books to read. Or I read books of the authors whom my classmates reported on in their 

author report." On the State Standardized Test, she achieved 88% in the total reading 

performance taken in the March of 2003, nine months after her arrival. 

Book List 

Date 
started 

Date 
fmished 

Title 

^h¥9-L "The Gx, \nc ,erdread Har? 

ynh NiV It ̂  hes poll Y 

\ y\\<;<; c;ni Afy ^ ©ijjoo 

^XBJoL OarpSI  

nTR 

\Vir ,K <5 f  eat .  HaHciwefh 

^hn/oi The Dif-^VcuiH 

Tbe-Vires^'nt-

ART 

iM-ikl n-— SJ 

Figure 9. The record of the books Ying read. 

Joumaling was a regular activity in Beth's class. At the begirming of the first 

semester (September & October, 2003), Ying made use of Chinese and drawing to 

document her life in the journal. Her English writing started to emerge with inventive 

spellings on November 19, 2002 (see Figure 10) with the help of spelling from her peers 

and teacher. The following was the first entry she wrote in all English. 
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^ L I ̂  C 

I NAo N  day me CXH nny cio^d .  tx'aJre.. 
j 0YfXr\YA(> (a^ \ryy mcvi -fr 'ieni G^_C2ip^t5^b£>-c yne 
I tx^vny br^dte !o£>vimcx- WCV^OY\ t&<x\ittle \M\<?^ori 
[ tVo V\cxrses X \.>,Ke Viuvses cxrx ^e'^n my mam-dad 
1 kmdr e - c:^VcMr\ trjisvY If^O'^ 4^v'i ehd fe<?,-t li^ncfi 
j c\.V\ G nO  hovne. 

Figure 10. Ying's journal entry about her trip to Tubac. 

Monday me and my mom, dad, brother, grandma and my mom's friend go to 
Tubac. Me and my brother look at a wagon. It is a little wagon. No horses. Hike 
horses and me and my mom, dad, brother, grandma, my mom's friend go eat lunch 
and go home. (11/09/02) 

At home, she tried to write her first story, "The Letter," in English with the 

computer at the end of the first semester to emulate her brother who had the habit of 

writing stories with the computer. Ying kept working on this story with the assistance of 

her brother throughout the course of this study. The following is a part of this story: 

In a very cold day, a man with short brown hair, little blue eyes, wearing a 
black coat, with the collar flipped high, walked alone in a bare street. 

Suddenly a scream came out from a house, then a woman shrieked, "Mr. 
Cole is murdered!" 

"I'll call the police!" another voice came from the house. 
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A minute later, three police cars halted in front of the house. The police 
went inside the house. 

"What happened?" asked one of the police. 
"Someone murdered Mr. Cole!" the woman replied worriedly. 
"Let me see where Mr. Cole is." A corpse lied on the floor. "He was killed 

with a knife!" the police decided. Then, Detective Vinson arrived in a silver Benz 
convertible. 

He went inside the house and asked, "What's up?" 
Detective Vinson had a pair of large green eyes, and his eyebrow black 

and thick, and always has a smile on his face, except when sometime he is 
thinking. 

The whole text in process which was revised on the date of July 20, 2003 is in Appendix 

J. Ying usually worked on the first draft with her own ideas and then her brother helped 

her with spelling and choice of words. Once they were writing by the computer, her 

brother told Ying, "You have to be more descriptive in writing stories" (06/15/03). 

In the last semester, in one entry of the journal Ying kept for the last semester 

(09/23/03), Ying wrote down how she felt about the fact that she was going back to 

Taiwan (Figure 11). 

At school, Beth observed her progress as well. In her grade report of the 

last semester, Beth wrote comments on her performance in Language Arts, which 

included the sub areas of Reading, Writing, Listening and Speaking, Language and 

Vocabulary, and Research, Study and Presentation skills: 

Ying's exceptional school work is a reflection of her enthusiasm for learning and 
her inner drive to excel. Her positive attitude is very contagious. Ying has a 
strong understand of the writing process and the six traits of writing. Ying has 
been very successful on her spelling tests this quarter [the first quarter of fall, 
2003] and, more importantly, her reading journal reflections have been 
exceptional. 
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Figure 11. A journal entry about going back to Taiwan. 

This December I'm going back to Taiwan, I have to go back. 1 wish I could finish 
5'^ grade at Nelson. I wish I can stay but I also wish I can go back RIGHT 
NOW! Because I miss my cousins and my aunt and the food in Taiwan but I'll 
never miss the school in Taiwan because they have too much tests and the 
teachers is always mad. But I miss some of my Mends. But if I leave Arizona I'll 
miss my best friend Marge, and I'll miss my favorite restaurant Sweet Tomato. 
And I'll miss the school and Beth and Kris. And I am worry about if I went back, 
I forgot most of the Chinese word. I really miss the food over there. (9/23/03) 
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In conclusion, in the third semester Ying became a much more proficient Enghsh 

language user in speaking, listening, reading and writing than she was in the first 

semester. She could understand the teacher's instructions and communicate with her 

peers in the group discussion. She could also ask the teacher questions when she wished. 

She could also contribute to the group discussion. Her progress in reading was the most 

evident. One day, the librarian told me, "Ying is a good reader. She checks out a lot of 

books" (11/16/03). Her spelling, grammar, and punctuation in the writings of the third 

semester was more conventional than those of the first semester. With her brother's 

assistance, she could write descriptive fictional stories. Ying was also doing well in 

immersing herself and becoming a fiill participant in the class and school communities. 

Based on her success, in the following sections I report how the descriptions of her 

experiences were used to answer the first and second research questions. 

Findings for the First Research Question 

In answering the first research question, what is the nature of apprenticeship for a 

novice ESL learner in a mainstream classroom, three themes emerged as important 

influences on Ying as an ESL learner: community, school, and family. Under each theme, 

I organized three categories: people to help Ying, and tools and strategies utilized by 

these people to mediate her learning. 

As shown in the following table, the people are categorized under the criteria of 

the institution to which they belong. For example, the university student volunteers, 

parent volunteers, and the community reading programs are from an institution outside of 

Nelson Elementary School; therefore, each of them is placed under the theme of the 
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community. The people from the class include Ying's teacher and peers. The family 

includes Ying's mother and her brother. The strategies and tools these people utilize to 

assist Ying are also listed. 

The following section reports the findings to the first research question according 

to the sequence listed on Table 12. 

Community 

The community was the broad environment that impacted Ying's learning. Three 

types of resources that helped Ying comprised of the university volunteers, parent 

volunteers, and community reading programs. The following three types of resources 

from the community, university volunteer students, parent volunteers/Ying's best friends' 

parents/Ymg's family friends, and community reading programs, provided direct 

assistance to Ying in varied ways. 

University Volunteer Students 

As I have mentioned. Nelson Elementary School is located only a few blocks 

away from a research-oriented university, thus university student volunteers were 

commonly seen in Beth's classroom. The reading specialist at the school tutored Ying 

two or three times a week for the &st semester of Ying's arrival. In the following 

semester, two university volunteers, Kelly and Helen, also tutored Ying on regular basis. 

In addition to the individual tutoring, the availability of university student volunteers 

allowed Beth to organize small groups to teach reading each morning. Ying received 

one-to-one help from either the teacher or the volunteers, and therefore, they could help 
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Table 12 

Findings for the First Research Question 

People Ways and Tools to Assist Ying 

C
om

m
un

it
y 

University volunteer 
students 
Parent volunteers 
Community reading 
programs 

Providing books and references 
One-to-one teaching 
Connecting Ying with an extended comprehensible 
English network 
Connectiag Ying with a broader social network and 
American cultural practices 

S
ch

oo
l 

NA Resource and social events coordination 
Information Distribution 

C
la

ss 

Teacher Providing written words and labels in the classroom 
Modeling desired work/Demonstrating effective 
strategies 
Making process explicit/Managing the degree of task 
difficulty 
Utilizing long-term projects/Group work/Multiple 
fme arts 
Creating a community of readers and writers 

Peers Directing/Explaining/Drawing/Making analogies 
Bridging the discussing gap/Paraphrase Beth's 
questions 
Emotional support 

F
am

il
y Brother Support of the first language 

Interest recruitment/Modeling learning 
strategies/American culture orientation F

am
il

y 

Parent Resource advocacy and 
coordinatk)n/Comprehension check 

her according to her English level. In the one-to-one tutoring sessions, these volunteers 

read stories to Ying in English and they would check to see if Ying understood them. If 
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Ying did not understand, they would "explain in easy words." They also played games 

with Ying. Ying liked these volunteers and enjoyed the time with them very much. 

Parent Volunteers/ Ying's Best Friend's Parent/Family Friends 

Nelson Elementary School recruits its own students with parents who embrace the 

philosophy of school as a community with shared decision-making. Parent volunteers 

were always available to assist students. In Beth's class, a student's parent, who could 

play more than 12 musical instruments, volunteered to teach the students of both classes 

how to play the recorder weekly for more than a year. Whenever this parent performed 

one of his "exotic" instruments, the students got so excited and inspired by the beautiful 

music. These lessons were in English and provided vocabulary about specific musical 

instruments Ymg would have never heard of in the everyday communication with others. 

In addition to the time volunteered, parents also donated both facilities and money 

to enrich the school environments. With the donated money, the school implemented 

various fine arts programs, such as an artist-in residence program, purchased books for 

the library, and improved the facilities in the computer room, cafeteria, and outdoor 

playground (see Appendix K). In art lessons, the art teacher usually demonstrated art 

work in small groups with the explanation of the procedures simultaneously. Ymg could 

listen to the teacher's oral English and actually see the actions along with the words at the 

same time. These lessons also provided Ying opportunities to interact and cooperate with 

her peers. The books purchased gave Ying a wide variety of choice in reading and some 

of them served as helpful resources for Ying's projects. 
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Parent volunteers also work with students who need help with their homework 

either individually or in small groups. In one of Ying's reflections, she drew and wrote, 

"My classmate's mom take me out and were reading a books and if I had a mistake she'll 

tell me and we were working beside the school libery (library)." On another occasion, 

when a student's parents invited the two 3^^, 4*'', and 5'*' grade classes to their house to 

have a party in the first semester, Beth asked for assistance from the other parents in 

providing Ying and her mother transportation due to the unfamiliar location of this house. 

Marge's mother, a wonderfiil lady, volunteered to give a ride to Ying and her family. 

Her action allowed Ying to attend the party which helped her integrate with the other 

children and to assimilate into American culture. From then on. Marge and Marge's 

parents built a friendship with Ying's family. Marge's parent took Ying skiing, to the 

school Carnival, to trick-or-treating on Halloween of 2003 when Ying's mom was busy 

writing papers or doing projects required of her university work. 

In addition, Ying's neighbor couple, Emma and Carl, who were also longtime 

family friends, provided her with additional opportunities for gettmg assistance in the 

community outside the school environment. The wife, Emma, was an ESL teacher for a 

couple of years before she became a counselor and ran an office of her own. Ying's 

family spent time with this couple quite often, going out for meals and celebrating 

holidays together. Emma spent time with Ying and her brother alone as well without my 

presence. For example, Emma invited Ying and her brother to her house to paint Easter 

eggs and did egg-hunting on Easter. Emma had a collection of children's books and she 

read them to Ying when she was in her house. At times, Ying would seek Emma and 
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Carl's help when she had problems with assignments. Once when she needed a native 

Tucsonan to interview, she went to them and asked them questions without my being 

present (informed by Ying, 9/23/02). 

Community Reading Programs 

The neighborhood public library provided Ying a great source of books. Going to 

this library was one of the routine activities in Ying's family (see Table 5). Its 

Storytimes and Summer Reading Club gave Ying opportunities to immerse herself in 

reading outside of school. In addition to the resources from the local public library, Ying 

was awarded a scholarship from a literacy laboratory in the first semester when she 

arrived in the United States. Her participation in the program provided her with 

assistance from members from the community outside of school. Through this program, 

graduate students taking courses in the literacy department of the university provide 

literacy tutoring services to the community. It provides tutoring 3 hours per week of 12 

weeks. One of its mission statements is that this program . .bases instruction on 

strengths of children, including their languages and culture." 

Ying was admitted to this program and was awarded a scholarship. In the last 

interview, Ying mentioned that Jack, her tutor of this program, had a tremendous impact 

in engaging her in reading and writing. Ying's tutor, Jack, was in his 50s and was good 

at engaging children with various "fiin" activities. During the 3 months of the program, 

they met for 1.5 hours every week. Jack did miscue analysis with Ying and Alison, 

another girl in Jack's tutoring group. He taught them how to read the weather section in 

the newspaper. Jack even asked Ying to find out the temperature in Taiwan on that 
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specific day. They sang, read real-world signs such as the traffic signs of "STOP" and 

"BIKE ROUTE," the sign of the "College of Education" in front of the building where 

they met every week, etc. The song, "The Purple People Eater," was Ying's favorite 

song for a long time because Jack taught them how to sing this song in one of the tutoring 

sessions. At the end of the program. Jack put together the girls' writing, drawings, and 

photos he took of them together in an album titled "Adventures at the Bear's Literacy 

Lab." On each page, there were photos with scripts such as "Reading is sharing with 

friends," "Reading is relaxing. Reading can make a sunny day even brighter." In the last 

interview (11/13/03), by flipping over the pages of this album, Ying recalled the 

experience and responded that Jack did so many fim things with them and that experience 

made her feel interested in reading. 

The resources from the community outside of Nelson Elementary School 

provided Ying abundant opportunities to use the English language through reading, 

writing, listening and speaking. Their ways and tools utilized to help Ying also emerged 

significantly from the data collected. 

Strategies to Help and Tools to Mediate Her Learning 

The strategies utilized by the university student volunteers, parent volunteer, and 

the people from the community reading programs include: providing books and 

references for Ying's school projects; one-to-one teaching; connecting Ying with an 

extended comprehensible English network; and connecting with a broader social network 

and American cultural practices. 
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Providing Books and References 

The local public Ubraries provided Ying rich resources of books and references in 

accomplishing her school assignments and projects such as the state report and the author 

study report. Ying gained the access to books about the state she was interested m 

reporting on and books written by the author she was studying from various libraries -

school, local, and university libraries. For example, Ying borrowed three books from the 

public library and eight books from the university library on the author she was studying 

and on whom she was reporting. In addition to these projects, Ying had to write four 

entries in her reading journal, where she had to record the books she read and reflect 

upon them. I routinely took Ying to the local public libraries to get books for her to read. 

One-to-One Teaching 

The volunteers, the reading specialist, and the reading tutor of the literacy lab 

offered Ying many one-to-one teaching sessions, in which they chose the teaching 

materials and methods with her needs and interests in mind. This process was more likely 

to provide comprehensible input and thus accelerate her acquisition of English and 

provide her access to academic content such as math and science. They also talked about 

Ying's writing in the tutoring sessions. These sessions provided Ying more opportunities 

to talk about her writing with more experienced writers and made her reflect on her own 

writing. Ying thought the librarians in her school library and the local libraries were very 

helpful to her. She said, "The teacher wrote Cynthia Rylant on a piece of paper, I showed 

it to the school hbrarian, and she took me to where the books were.... The librarians in 

the Hime library (a public neighborhood library) recalled books for me." With the 
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utilization of available resources in the community, she borrowed 14 books written by the 

author she was studying. Ying read all the books and synthesized them into her report. 

Connecting with an Extended Comprehensible English Network 

In addition to Ying having access to books and references for her school projects 

and one-to-one tutoring opportunities, the constant contact with English native speakers 

in the community, such as the next-door neighbors, provided Ying a wide range of 

opportunities to listen to English that was tuned specifically for her English level and 

therefore made the input more comprehensible. These opportunities to interact with 

others individually also allowed Ying more time to express herself and negotiate her 

meaning with the tutors or neighbor friends. More individual interactions made 

negotiation of meaning possible for her because they tended to use more body language 

and indicated the particular objects they were mentioning. Ying liked to talk with our 

family friend, Emma, because she "pointed at real objects, used body gestures and used 

easy words." In one of Ying's reflections, she recalled once when she didn't understand 

the word "ditch" that Carl said to her, Carl fiirther explained, "A ditch is like a hole," 

aided by the gesture of his fingers curving as a little circle (Reflections, 11/11/03). They 

could also see Ying's body language that showed her lack of understanding and 

confiision in these individual interactions. Connecting meaning with gestures and 

contexts and paraphrasing with simpler words would otherwise be greatly reduced if she 

had been always with the whole class led by the teacher. 
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Connection with a Broader Social Network and American Cultural Practices 

These people from the community, the university reading tutor, Jack; the family 

friend, Emma; and Marge's mother not only helped Ying's growth in English but also 

helped her to build a broader social network. Jack took a field trip to a children's 

bookstore with Ying and her brother. He took them to pick grapefruit in his front yard. 

Emma did all sorts of holiday celebrations with Ying's family. They dyed Easter eggs 

and had egg and candy-hunting every year. She told the story of old western pioneers 

and the history of American holidays. Emma took them to the local rodeo parade. 

Marge's mother invited Ying to their house to spend time with Marge and her 

twin brothers. She made the children sandwiches, caramel apples, and other food that 

appealed to American children. Marge's parents once took their children and Ying to 

their old neighborhood for trick-or-treating. Ying was Spiderman, an American popular 

super hero, that night and was completely worn out after the walking in that 

neighborhood. I wrote in my field notes after Ying went to bed: 

Ying went for treat-or-tricking with Kathy and Marge's family. Ying looked 
forward to this occasion for a long time. At 6:00, Marge's father came to pick up 
Ying. They happily went for their adventure. At 8:30, Marge's dad drove Ying 
home. She told me that she had a wonderfiil time but was exhausted because they 
walked so much, and none of them brought water. She went directly to bed after 
she got home. 

These people made it possible for Ying to extend her life beyond the boundary of 

her family and school. Ying had more opportunities to use English language, to gain 

knowledge of American culture, and, more importantly, to feel welcome in the new 

community. 



122 

School 

Previously I described Nelson Elementary School in great detail (see the section 

of Multi-setting in Chapter 5). The data source that revealed the assistance Ying received 

from the school mainly came from Nelson's monthly newsletters and 

letter/announcements to the parents. The categories emerging from Nelson Elementary 

School monthly newsletters include parent volunteer hours, attendance rate, rules and 

guidelines, school decision making and policies, get to know people and new teachers, 

school social events, community social events, call for donation and help, fundraiser, and 

library news. Those emerging from school's announcements of social events include art 

activities, after-school programs, parent-teacher get-togethers, and book fairs (see Table 

11 in Chapter 5). These categories are merged into two overarching themes, resources 

and social events coordination, and information distribution. I report and illustrate these 

in the following sections. 

Resource and Social Events Coordination 

Nelson Elementary School had fiindraising and donation-seeking events. These 

included annual carnivals, book fairs, tax credit donations, and the cool cash or 

community partners programs with local grocery chain stores. The school used the 

money raised to support artist-in residence programs, to purchase books for the school 

library, and to improve the school facilities. The educational contribution collected for 

the school was used for enrichment programs for students to participate in after school. 

Ying was in both Spanish and Gardening classes. She went to each class once a week. 

She was so proud that she was learning Spanish, her fourth language after Taiwanese, 
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Mandarin Chinese, and English, and that she was learning how to take care of plants in 

the gardening class. In addition to the fun she received in these after-school programs, 

she made friends with a broader group of students beyond her classroom and increased 

the time interacting with peers in learning real things in which she was interested. Once 

when I met Jerry, the gardening teacher, I told him how much Ying enjoyed his 

gardening program. He answered, "I like Ying veiy much. She is responsible and 

always ready to work." The reading specialist, Nancy, was hired from school ftinds to 

help students who had difficulty in reading. Nancy tutored Ying for half an hour, three 

times a week in the first semester and she took Ying to the school library to check out the 

song and rhythm books with cassette tapes. 

Nelson Elementary School also coordinated many social events for the faculty, 

staff, students, and parents. Thanksgiving Harvest Feast, Open House, and parent 

volunteer appreciation night were regular annual events while the art and craft workshops 

were offered occasionally. In observation field notes, I described the Thanksgiving 

Harvest Feast, 

Harvest Feast is the annual event for Nelson's parents, children and staff to get 
together before Thanksgiving. Parents brought in a lot of food - Turkey, stuffing, 
salad, drinks, pies, etc. The children helped with serving food too. We were 
eating in the center court yard of Nelson. It was nice and comfortable to sit 
outside that day. I brought in Chou-Fan (Chinese fried rice). I was glad that it 
ran out before I came back for the second round. 

I was impressed with their efforts to recycle the utensils, plates and cups. 
The little ones (looked like the first or the second graders) were in charge of 
directing the process of recycling. Jerry, the gardening teacher, was busy 
removing the filled baskets. The children were very capably in charge. It seemed 
that Nelson members including Ying cherished every part of the school. 
(11/25/03) 
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The Harvest Feast was reported in the December newsletter: 

The Harvest Feast was a great success again this year with delicious food and first 
class entertainment from our primary classes led by music instructor Susan Smith. 
A big thanks to Nelson's families for contributing turkeys, food and tune. 
Without your support, this could not have been such a successful event. A special 
thanks to all those parents who helped setup, serve and clean up, with extra kudos 
to ... and the following middle school students who served food ....(Newsletter, 
Nelson Elementary School, December, 2003) 

Information Distribution 

In addition to the monthly newsletters of Nelson Elementary School, the school 

distributed announcements and letters regarding the activities and calendar of the 

activities taking place at school, in the school district, and in the broader community as 

well. The main themes of the information comprised of science, fine arts, sports, and 

readmg programs. These newsletters, announcements and letters were usefiil for Ying 

when her Enghsh was not proficient to understand all of Beth's announcements in the 

classroom. Ying could show me the vsritten communications, and I would remind Ying. 

We discussed which activities she wished to attend and which she would not. For 

example, Nelson had some occasions in which the students could choose to wear a 

costume to school. If Ying had not imderstood the significance of that specific day, such 

as crazy hah- day, pajama day, island day, school spirit day, etc., she would have felt left 

out by the whole community. Ying sometimes expressed difficulty in understanding or 

expressing herself in English, but she never resisted going to school because she enjoyed 

the contact with the people in her school as she said, "I was hoping the class to end and I 

could go to the cafeteria to have lunch and play with my friends." 
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In this category of School, no specific people were directly involved with helping 

Ying. However, the school staff was in charge of the administrative and resource-

seeking jobs. Among the many jobs they were doing, I found that their coordmation of 

resources and social events, and distribution of the information of social activities in both 

the school and the community were particular helpfiil to Ying. 

Class 

In the classroom, help came from the teacher and the peers. However, Ying had 

divergent perspectives from mine about the assistance she received in the classroom as a 

participant observer. In her interviews she mentioned that she gained most of the 

assistance from her peers, while I observed the help was mainly from the teacher, 

especially during the first semester of my participant observation. 

In the interviews and Ying's reflections, the assistance she could recall was 

mainly from the peers but not much from the teacher. Even though Ying hardly 

acknowledged Beth for any specific assistance, she described Beth, "She is a good 

teacher. She is nice. If she have [has] to be strict, then she will. She's not like those 

loose teachers. That's why I like about her." Through a frirther analysis of the relevant 

data, I found the teacher scaffolded Ying's learning through different methods and with 

different tools than the peers did. In the following sections, I document the strategies 

Beth used to support Ying's learning and the tools she used to do so. The strategies and 

tools utilized included providing written words and labels in the classroom, modeling and 

demonstrating desired work and effective strategies, making processes explicit and 
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managing the degree of task difficulty, utilizing long-term projects, group work and 

multiple fine arts, and creating a community of readers and writers. 

Teacher's Strategies to Help and Tools to Mediate Ying's Learning 

I documented through field notes and the teacher's weekly letters to parents that 

the class teacher, Beth, played a crucial role in accommodating Ying to the new language 

and the new environment. The following findings mainly emerged from my observation 

field notes except Ying's description of the signs on the classroom calendar and Beth's 

expectations of the class. 

Providing written words and labels in the classroom. Ying explained that the 

written words the teacher put on the board facilitated her understanding many things (the 

second interview, 11/06/2002). "[From the written schedule on the board,] I will know 

what is happening and what I am supposed to do." After the interview, during a 

teacher/parent conference, the teacher asked me which of her teaching methods were 

heipfiil to Ying in a parent conference. I told her the information I gained from the 

interview. On the next day, I saw the classroom objects labeled with English, such as 

'sink,' 'projector,' 'paper' (Ob 10/30/02). In another instance, I was amazed that Ying 

wrote a perfect 'November' and asked how she got the spelling. She told me that she 

copied that from the calendar. In the second interview in the classroom, she confirmed. 

The teacher's calendar on the wall helped me. She also put a symbol of the 
holiday in the pockets of the passed days of that month. I know whai date it is 
and what holiday there is in that month by looking at it. For example, if I look at 
the calendar on the wall now, I know it is November 6 and I know November has 
Thanksgiving because there is a picture of turkey put on the passed days. 
(11/06/02) 



127 

Beth also had the routine of writing down the daily agenda and the homework for each 

day on the whiteboard. On October 6, 2003, Beth wrote on the board: 

D. O. L. (Daily Oral Language) 
Soc. Studies 
Math 
Break 
Reading groups 
Lunch 
Joumaling 
TFK (Time for Kids) 1-2 
Pictures/D.E.A. R. (Drop Everything and Read) time 
Little House 

On the other side of the board, Beth also wrote: 

Fri- homework 
1. TFK (Time for Kids)- President 
2. Labels- Nutrition 
3. Spelling Page 
Th, Fri Fundraiser 
Next Monday- Reading Journal 

In the second interview (11/06/02), Ymg said, "The words on the board are useful. I 

know what will come next and where to go by looking at them. I copied down the 

homework. If I don't understand, I asked my fi-iends or bring it home and show it to you 

(the researcher)." 

In Beth's class, Ying was the only ELL; yet Beth made extra efforts to set up an 

environment to support Ying's development of English language in the first few months 

of Ying's arrival. The data indicated that it is particularly helpful for ESL students for 

the teacher to set up the routines and put down written words in the classroom. 

Modeling desired work/demonstrating effective strategies. Ying's class had 

many ongomg assignments and projects throughout the three semesters, some of which 
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were new to Ying. Before having the students write in a daily journal, the teacher used 

her own diary as an example. After reading an entry, she read aloud to the class some 

tips for journal writing from a book and then the class brainstormed what else could be 

included in a journal. For the reading response journal, the teacher showed Ying one of 

the best writer's entries as an example of what to write in her journal, saying, "This is a 

great reading journal." She also pointed out excellent parts of the journal by 

commenting, "Great reflections!" "There is a poem here." 

While the students were often in small groups especially when they were engaged 

in the report of author studies, the teacher gathered the whole class a few times during the 

period of my observation. In a whole class teacher-led discussion for the author's 

biographical report, the teacher shared with the class a biography book of an African 

American author. She also demonstrated how the author of the book came up with a 

theme for each chapter such as A Remarkable Child from Africa, Becoming an Author, 

etc. Listing the themes on the board, she elicited responses from the students, "What do 

you think the author would put in this chapter?" After showing the book, she prompted, 

"How would you start your [biographical] report?" She put the students' responses into a 

concept organizer (see Appendix L). In the first interview, Ying admitted that the 

organizer was particularly helpfiil in her organization of each paragraph in her report. 

She said, "I put a theme on the card and added more details later." 

Beth also provided additional effective strategies for the students to be successfiil 

in accomplishing the project as well Ying and many other classmates downloaded from 

the Internet some biographical facts about the authors they were studying. The teacher 
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directed them to highlight the important points on the printouts. She further illustrated 

how to pinpomt the main points from a paragraph by providing many examples. The 

effectiveness of this strategy was confirmed by both my observation and Ying's 

acknowledgement in a subsequent interview. I observed that Ying transported the 

important ideas she highlighted in these printouts to her own note cards. The note cards 

later became an important source to form the main ideas of each paragraph in her report. 

In the interview, Ying also confirmed that these strategies helped her locate important 

facts effectively as she had to come back to these points often while she was writing her 

report. 

In the beginning of the author study, they had to turn m the author's biographical 

information for the first part of the assignment. Ying received six peers' assistance in 

editing. She told me the peers corrected her spelling and word order as well. Ying 

pointed out that Andrea was the editor among the six. Andrea was a fifth grader, who 

was an excellent reader and writer according to Ying. After the peers' editing, the 

teacher edited the report as well. 

Beth was always explicit in showing students examples to follow and making 

visible the strategies to accomplish successfiil homework or projects. In the modeling 

and demonstrating process, Beth and Brenda, the teacher next door to Beth, were not the 

only demonstrators; the students themselves were models as well. The students edited 

one another's writing pieces and talked about their own tips. Ying expressed that the 

editing process gave her opportunities to think about her own writing and various peers 
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gave different good advice. She also said that one of the fifth graders was particular good 

at showing her the spellmg and grammatical rules in writing. 

Making process explicit/task difficulty management In a report Ying researched 

about the United States which took place in the first semester, Ying was supposed to find 

a state which was significant to her, search for information about it, take notes from the 

relevant materials, and choose a format that she regarded appropriate to present to the 

class what she had to say about the state. During the time of Ying's research on the state 

report, the teacher directed Ying where to get resources, suggested the themes to include 

in the report such as history, people, geography, climate, cities, plants and animals, 

economy, travel spots, and recreation. She also checked the students' progress by setting 

due dates in stages such as notes for the report, rough draft of the report, bibliography, 

teacher edit, table of contents and final copy of report, and special projects presented in 

class. Finally, she suggested a list of formats in which the students could present their 

projects. The examples of the formats are as follows: 

• Design a travel brochure for the state. 
• Select a city in your state and design a travel poster spotlighting this city that will 

attract visitors to your state. 
• List and describe sports, recreational activities and annual events that take place 

in your state. 
• Write a tall table (a story that stretches the truth) about how your state got its 

name. 
• Write a poem about your state. You may write about cities, farms, mountains, 

flatlands, deserts, beaches, noise, and beauty. 
• Design a new state seal for your state, and write a description of each symbol. 
• Cook a favorite local recipe to share with the class. 
• Create a game about your state as the theme of the design. 
• Make a craft that your state is famous for. 
• Present a skit about famous people from your state. 
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Beth followed the same format to help students with author study report in the 

second semester. In helping the students with the author study report, the teacher again 

set the agenda for the procedure. She broke down the complex process into more 

manageable steps for Ying to use. During the process, the teacher monitored Ying's 

progress in the project. For example, she enquired of Ying, "Did you find any Cynthia 

Rylant's books?" She also wrote down the author's name on a piece of paper so that 

Ying could show it to both the school librarian and me (her mother), who helped Ymg 

locate the books. 

Utilization of long-term projects/group work/multiple fine arts. One of the 

characteristics of the difference between Beth's class and Ying's class in Taiwan were 

the long-term projects. Ying said, "In Taiwan, the teacher assigned homework, I had to 

turn it in tomorrow. The teacher [Beth] gave me longer time. If I still needed more time, 

Beth would allow expansion [of the due date]. This helped because doing these projects 

took time." She was not specific about why the long time helped her. I observed that 

having a longer time period to complete her work, allowed Ying to approach these 

assignments at her own pace and to seek the necessary assistance, information, and 

resources she needed in order to accomplish them. 

Beth utilized group work in almost every subject area (language arts, science, 

social studies, etc.). Small groups provided Ying abundant time to interact with her 

peers. At an earlier time during the first semester, Ying observed and followed whatever 

her peers were doing in the group, and listened to their use of English language in 

context. Beth used them to demonstrate the cultural practices of the classroom. 
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Eventually as Ying became more capable in English speaking and writing, she became an 

integral part of the group and gradioally contributed more and more to the group work. In 

both Ying's interviews and reflections, she mentioned the help from the peers and her 

best friends a lot more often that she mentioned the teacher. In one of her reflections, 

Ying wrote, "I was asking my friend how to spell 'girl' last year" (10/12/03). In another 

reflection, Ying also drew about how her peers helped her with a paper mache art project 

(10/23/03). However my field notes did not note the assistance from Ying's peers. The 

description and report of how the peers helped Ying and what tools they utilized will be 

included in the following section of Peers' Ways to Help and Tools to Mediate Ying's 

Learning. 

Creating a community of readers and writers. Beth planned a lot of time for her 

students to read and to write. In this way she established an environment in which the 

students were excited about being readers and writers. The regular reading and writing 

experiences across the curriculum included the reading journal, journal writing, the 

science log, DEAR, the story writing, reading groups, read-alouds, etc. (for details see 

Table 4 in Chapter 5). When I asked Ying what she thought her students could do or be 

that would make Beth most proud, Ying answered firmly, "Write a thick book and 

become famous." The most enjoyable activity Ying did with her class was "Read-a-

Thon," in which "We could bring a snack, a pillow and a lot of books, and we lay down 

and read all day." 

The field trips to the neighborhood public library were exciting events for Ying. 

In addition to family visits, Beth took the students to the library monthly for browsing 
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books and checking out their favorites. The parents took turns driving them, and enjoyed 

browsing the books with them. "The number of books we can check out is 25, we try to 

check out as many as we can," Ying said. On the way back to the school in the car, the 

children I took could not help reading. They were all reading quietly in the car. 

Ying said, "My classmates are good readers and writers. When they share their 

journal entries, they have so many good ideas." Ying strove hard to read "chapter books" 

like her peers, and write "good stories" to share with them as well. Ying thought that she 

met Beth's expectation - to be a good reader and a good writer. 

Peers' Strategies to Help and Tools to Mediate Ying's Learning 

As mentioned earlier, according to Ying's interviews and reflections, she regarded 

her peers most helpful. The strategies and tools Ying's peers helped her with included; 

pointing out the objects Ying needed and the places Ying had to go, explaining the 

activities and routines in the classroom, drawing pictures, and making analogies to easier 

words during her first semester when Ying's English speaking and listening proficiency 

was just developing. As Ying was developing her speaking and listening proficiency, her 

peers served as a bridge to compensate for gaps of conversation and discussion between 

Beth and Ying. Students often paraphrased Beth questions or gave suggestions for 

possibilities of answers Ying could make. Ying's peers also gave Ying, a newcomer in 

the community, emotional support by inviting her to their social events after school and 

writing Ying cards when Ying was absent fi-om school due to the flu. The following 

sections titled Directing/Explaining/Drawing/Making Analogies, Bridging Discussion 
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Gaps/Paraphrase Beth's Questions and Emotional Support illustrates the strategies and 

tools Ying's peers used to initiate her into a community of learners. 

Directing/explaining/drawing/making analogies. In her interviews, Ying 

provided evidence of how the peers helped her in the class, which were categorized as 

directing and explaining. For example in our first interview Ying said, "[When I had to 

find a book for the state report], "Kiani directed me to the library and helped me find 

books in the library....She showed me where Arizona books are." In her math classes, 

Ying said, "[Once Kayla taught me math], she read the sentence to me first. I still did not 

understand it, and then she drew pictures." In a reading group, Ying and her group 

members were reading a book together. Ying encountered a word "camouflage" and she 

did not understand it. One of the group members drew a snake in a tree in green with 

color pencils to show the meaning of the word. Another time Ying reported that Alex 

taught her what 'subtract' and 'add' meant by relating them to 'sum' and 'division' 

written by the teacher on the board" (see Dialogue A). Ying responded that these 

methods her peers utilized were very helpful and she understood them immediately. 

Bridging discussion gaps/paraphrase Beth's questions. When her students were 

in small groups, Beth came to talk to each group in turn. While Beth was in Ying's 

group, she checked to make sure that Ying understood the story they were reading. 

When Ying did not understand the teacher or did not know how to answer, the peers did a 

good job bridging the gap by paraphrasing what Beth's said or asked. The following 

dialogue (02/06/03) in their reading group illustrates this point (see the sentences in 

bold); 
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Dialogue A: 

Beth: I'd like to see your graphic organizer - different categories of information 

from your book? Ying, do you understand? 

Peer A: Animal tracks. 

Beth; What categories do you plan to find? 

Peer A: Their territory, their food, how they feed the baby.... 

Beth; Wonderful job. Kathy, tell us about your work. 

Kathy: Deer, elk, moose.... 

Peer B: Different family families. 

Ying: / saw deer, elks and moose in the Grand Canyon. I took pictures of them. 

Beth: What is "camouflage"? 

Ying: .... (no response) 

Peer A: (Showed Ying her drawing of a green snake in a green tree.) 

Peer B: (Talked to Ying) Animals use their color to match their background 

to protect themselves. 

Ying: (Turned to me and said "Camouflage" in Chinese to me). 

Wu: (Nodded my head and smiled). 

In addition to showing drawings and paraphrasing, Ying's peers also pointed 

another direction for Ying to answer Beth's question (see the sentence underlined). For 

example: 

Dialogue B: 

Beth: Ying, did you find any type of information? 
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Ying: Deer, fox, snake.... 

Beth: Tell us about the most interesting thing about deer. 

Ying: .... (no response) 

Beth: Or just tell us about something new you learned from the animals. 

Ying: Deer liver can protect you from the snake poison. 

Beth: Did you find this in the book? 

Ying, No, I just know this. 

Beth: Find some information in the book. 

Peer B: Sav somethmg about the Taiwanese deer - spots and horns. 

Ying: In the Grand Canyon, I saw a deer... 

Emotional support. When Ying felt lost in class, she wanted the lunch time to 

come because she could go to the cafeteria and socialize with her peers. At the very 

beginning of the first semester, Kathy and Marge always kept a seat next to them for 

Ying when they were in the cafeteria (see Appendix M). They hugged Ying when the 

school day was over. Ying recalled that this custom of hugging from the teacher and her 

friends was very different from that in Taiwan and that she felt an immediate welcome at 

the very beginning of her arrival. In spite of minimal comprehension in the classroom, 

Ying never resisted going to school. 

At the end of Ying's first semester, she had the flu and was absent from school for 

a few days. The peers wrote her get-well cards to wish her good health (see Figure 12). 
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Figure 12. A greeting card from one of Ying's peers. 

As I listed in Table 6 in Chapter 5, Ying interacted with her friends and they spent time 

together. Ying confessed, "After I go back to Taiwan, the most unforgettable things are 

the store we (Marge, Kathy and Ying) opened together and our friendship. I am really 

going to miss them." In October of 2003, two months before Ying would return to 

Taiwan, her friends planned an exciting get-together for the long Thanksgiving weekend. 

Family 

The support Ying received from her family involved Ying's brother and me. 

Ying's brother arrived in the U. S. a year before her. Even though I found that Ying 

received a lot of assistance from her brother, such as translating, explaining, and spelling, 

Ying did not acknowledge his support in the interviews. The reason for this might be 

because of a competitive tension between siblings or taking siblings' help for granted. In 

the interviews, Ying just said, "Brother wasn't nice. He didn't help me." 
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From observational sources of data, the major tool her brother and I used to 

scaffold Ying was her first language. Her brother used three types of scaffolds to support 

her English language development. The scaffolds include recruiting her interest in 

reading, modeling learning strategies, and orienting her to the American culture. The two 

types of scaffolds I used to assist her include advocating and coordinating resources for 

Ying, and checking her comprehension in class. 

Support of Her First Language 

The support of the first language facilitated Ying's learning at school, and her 

accomplishment of assignments and projects. Since Ying had had a strong educational 

background before she entered Nelson Elementary School, the major obstacle for her in 

the early period of her learning in the United States was the English language. My 

observation showed that her first language was a resource (Ruiz, 1984) for her to acquire 

both the English language and subject content. 

Ying received this support mainly from her family; her brother and me. I spent at 

least three days a week in her classroom observing and being a parent volunteer. In the 

class, I translated the key words and phrases of the teacher's lectures into Chinese to her, 

and told her what was going on in the classroom. Ying confirmed that the Chinese 

explanations were helpful during the interviews. 

The teacher valued and appreciated Ying's home language and culture as well. 

She allowed Ying to read Chinese books in DEAR (drop everything and read) time. She 

once asked me to speak to the class in Chinese to let the other students experience 

listening to a foreign language, and she explained to them, "Can you imagine how hard it 
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is for Ying to leam our language?" Ying mentioned that one of her classmates brought in 

an English-Chinese dictionary. She looked up words m it when she needed to. 

Interest Recruitment/Modeling Learning Strategies/ 

American Culture Orientation 

Ying's brother had a tremendous impact on her. They spent much time doing 

things such as acting out dramas in Chinese, playing both Chinese and American board 

games, and reading and writing in both Chinese and English together after school. They 

sat next to each other when studying and doing assignments. Quite often Ying asked her 

brother in Chinese, "How do you spell...?" Once she was not sure about what books to 

read for her reading response journal, her brother took her to the book shelf and told her, 

"You can start from these easy books. I did when I just got here." (Home observation, 

08/31.02). When she asked about spelling too often, he would tell her, "In fact, you don't 

have to care so much about spelling. You can imagine and just write it down." (Home 

observation 09/02/02). He had been telling her how wonderfiil it had been in the GATE 

(Gifted and Talented Education) class because the curriculum was challenging and the 

peers were competitive. Ying asked him about the possibility of taking the test. Her 

brother replied: 

You have to act 'smart' and get the teacher's attention. When she asks questions, 
you have to raise your hand fast, faster than American classmates. If the teacher 
thinks you are smart, she will recommend you to take the test. (10/21/02) 

Ying and her brother spent a lot of time together during weekends. Ying followed her 

brother's interests. When her brother was enthusiastic about western pioneers' lives, they 

read about relevant books in English, played relevant computer games in English, role-
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played the figures of western pioneers, and drew pictures of wagons together. Ying's 

picture of the wagon was published in Nelson's yearbook of2003. Even though Ying did 

not acknowledge in the interviews that her brother assisted her, in one of her reflections, 

she wrote, "My brother was teaching me how to do the practice state report, we are in our 

house" (10/31/03). The next section reports the assistance from her mother. 

Resource Advocacy and Coordination/Comprehension Check 

As mentioned in the findings of the community section, Ying had many one-to-

one tutoring opportunities with the reading specialist, the volunteer imiversity students, 

and the reading tutor of the literacy lab. As Ying's mother, I also played an active role in 

explaining, in giving extra help, and in coordinating her time. During the school open-

house, I talked to the teacher and the principal about her needs; they pointed out the 

resources available in the school. After coordinating the schedules with the school 

reading specialist and the class teacher, Ying was tutored by the specialist two or three 

times a week. 

Ying also received the scholarship from the Bear Literacy Lab through my 

professor in the university. During the 12-week program, I had to coordinate the time 

with her tutor for tutoring sessions, and field trips to a children's book store and to Jack's 

house for grapefriiit-picking. In addition to the resources from Nelson Elementary 

School and from the local university, I also made much effort to check around her school 

and the tovra to get Ying all the help possible in learning English. The Storytimes and 

Summer Reading Program offered by the local public library were beneficial to Ying's 

development in English language as well. 
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I played an important role in checking Ying's meaning-making of her 

environments as well. When I was in class with Ying, I asked her if she understood what 

the teacher just said. Beth always asked her if she understood what was going on in 

school that day and if she encountered any major confusion. One day, after coming home 

from school, Ying showed me her translation of some rules for developing a bibliography 

for the state report which she had copied from the white board and asked for help with it 

(see Figure 13). 

J, f 

Figure 13. Ying's note of the ways to write a bibliography in Chinese. 

Findings for the Second Research Question 

In answering the second research question, how does a novice ESL learner 

experience the process of apprenticeship within the contexts of the home, school and 

community, I documented and analyzed the contributions Ying made to her own learning 

and to the ways in which she made use of the resources in her home, school, and 

commimity. I will report Ying's significant roles as an ELL in the process, and the 

strategies and tools she used to assist herself in cormecting to her previous world and the 

new world in Tucson (see Table 13). 
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Table 13 

Findings for the Second Research Question 

Roles Strategies Tools 

!/3 n 

Novice Apprentice 

Collaborator/Resource-
Seeker 

Demonstrator/Contributor 

Ambiguity-
toIerance/Observing and 
following others 

Remaining confident 

Connecting group 
discussion and school 
work with her real life 
experience 

Making good use of 
resources/Increasing the 
interaction with others 

Drawings 

Her first language 

Technology 

Ying is a motivated learner. My field notes and interviews provide data to show 

that Ying made efforts to struggle through the difficulties she faced in her new 

environment. She is a problem solver. I found that in addition to scaffolding from the 

community, school, class, and family, Ying herself played a crucial role in acquiring the 

new language, English, and adapting to the new cultural system in the school and 

community. From the various data sources, it was evident that Ying's role evolved as her 

English progressed. In the process, she developed a great number of strategies and tools 

to make meaning of the new world she was transplanted to, and fiirthermore made her 

own contributions to the class and school where she was. In the following sections, the 

findmgs are reported in relation to Ying's evolving roles as an ELL first, and the 

strategies and tools she utilized secondly. 
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Roles as an ELL 

Ying's roles that I documented are reported as a novice apprentice, a 

collaborator/resource-seeker, and a contributor. Very importantly, her roles during these 

periods were not clear-cut in stages, but fluid and overlapping. That is, her roles of being 

a novice apprentice, a collaborator, a resource seeker, a demonstrator, and a contributor 

did not come in sequence. 

Her contributions to her learning showed the complexity of the environment in 

which she was an apprentice. In the beginning of the first semester, she was a novice 

apprentice in her class while she demonstrated to her class how to write Chinese 

calligraphy and how to play a Taiwanese card game. Big Old Two. With her minimal 

English, Ying conveyed her meaning and the card game became popular among her peers 

for a period of time. In the third semester, Ying became an avid reader and writer in 

English; yet she thought she was not as good a reader and writer as her best friend. 

Marge, from whom Ying were still learning. The following sections report Ying's roles 

as a novice apprentice, a collaborator and a source-seeker, and a demonstrator and a 

contributor. 

Novice Apprentice 

Ying was nervous about her English during a telephone call with me before she 

came to the United States in 2002. She knew the new school she was going to was 

different from the one she attended in Taiwan in many respects, such as language. In one 

interview during her first semester, Ying contrasted the schools in the two countries: 

It (Nelson) is very different [from the school in Taiwan]. For example, the 
homework was heavy (in Taiwan) while it is light here. They don't require you to 
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recite so much here. She (the teacher) doesn't force you. [If I or my classmates 
don't finish the homework], [s]he said, "Bring it tomorrow. Don't forget!" [If we 
make mistakes], [s]he tells you what is wrong and how to correct it patiently. 
[The classmates are] very nice [too]. (10/24/02) 

Ying was aware of her apprentice status. She said, "I used to teach others [in Taiwan], 

but others teach me now." As an apprentice, she tolerated ambiguity, observed and 

followed others but remained confident of herself. She used the tools such as drawings 

and her first language to connect her familiar world with the unfamiliar one. 

Collaborator/Resource-Seeker 

In spite of her novice status, Ying was always a cooperative collaborator in small 

group discussions. She never hesitated to help other peers when they asked for her 

assistance. Once Kiani asked her to edit her rough draft, Ying did not refuse to do so 

because of her novice status in the language of English. In observing her in the small 

group activities, Ying contributed what she could and gained respect from others. In the 

social studies project of early Pilgrim life, the members of a group had to squeeze 

together in the boat; Ying was chosen as the captain and maintained the leadership of the 

team. 

For her state report, Ying had to interview a local resident as part of the 

information, so she went to our neighbor, Emma. She asked Emma questions with her 

limited English without the company of her parent's presence. Ying was active in 

gathering the books and information for her author study report. She inquired of the 

teacher and the researcher where to find the books. If she happened to see that the other 

peers foimd useful information for their reports, she wrote down the address of the 

website and went to that website to see if there was useful information for her report. She 
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wrote down the titles and call numbers of the books from the website of the local library 

(see Appendix N), and asked the librarians to get the books unavailable in this library. 

Another instance of Ying's seeking resources was that she went to the school office to 

ask for the application form of GATE (Gifted and Talented Education) by herself and had 

her teacher and me sign the form. Ying was enthusiastic about taking the necessary steps 

to gain access to the GATE program test because she heard from her brother that they did 

"extra educational fun stuff' in this program. 

Ying was a novice apprentice in the new class and school community, and she 

knew the environment she was put in was different from where she had been. She did not 

seem withdrawn; rather, she was active in sharing her own language and culture, and she, 

furthermore, collaborated with her peers and sought resources which proved to be 

efficient in helping her English development. In addition to being a collaborator and a 

resource-seeker, Ying was a demonstrator and a contributor to her class. 

Demonstrator/Contributor 

In spite of her novice status as an English language learner at the beginning of her 

arrival, at times she directed other peers and demonstrated her expertise. She said. 

Once we were making a model of the school, a science project. We drew the map 
on a piece of plastic first. Then somebody asked me where to put the map. I told 
them to put there - on the sand. (10/24/03) 

The peers who were interested in learning Ying's home language would come to her and 

ask, "How do you say ... in Chinese?" She even showed them how to write Chinese 

calligraphy to show her class one valuable heritage of Chinese culture (see Appendix O). 

In addition to speaking Chinese, she taught them a Chinese card game since she 
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presented herself as "a card expert" in the ME Poster, an assignment during the first 

semester, in which the students had to made a poster to present themselves to the class at 

the beginning of the first semester. Some of the students enjoyed playing with her, and 

once a student came to her and asked, "Can I play the Chinese game with you after 

lunch?" 

Another example of her being a demonstrator was that she volunteered to share 

her journal written in Chinese through my translation. In Beth's classroom, the students 

had opportunities to share their own journals or writing pieces. In the first semester, 

Ying was not able to write her journal in English nor was she able to share it orally with 

her class in English. However, she kept writing her journal in Chinese and she recorded 

many interesting happenings in her life. She wanted to share them with the teacher and 

her class very much. Therefore, she asked me to translate to her class. After Ying said a 

few sentences in Chinese, she would stop for me to translate in English. Her writing in 

Chinese is seen in Figure 14. 

With regard to Ying's role, the teacher commented on her grade report at the end 

of the first semester: 

Ying takes great pride in her school work, which is very neat and accurate.... I 
appreciate having such a dependable, hard-working student in class to set a 
wonderful example for the other students. Ying is progressing beautifully in her 
English language development. 

In the process of acquiring English, she showed some qualities characteristic of the 

novice role; however, she also displayed significant characteristics not typical of that 

role. Her role as a contributor to the class community was confirmed in the later periods 

of the 
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Figure 14. The journal Ying shared with her class. 

My school is a beautiful one. Although it is small, the principal is kind and she 
picks up the litters and mops the table for us. There is a library (with a lot of 
books) and an office. The people are very nice. Among them, my teacher is the 
kindest. Although she sometimes gets upset, most of the time she is very nice. 
When I ask her (teacher) questions, she would answer me at once. Sometimes I 
am naughty and I want to practice my English. Because I am a newcomer, 
everybody is very nice to me. (10/14/02) 

research. In the second semester of this study, Jesus, a third grader, moved to Beth's 

class from another school. In the social studies lessons, Jesus was in the same group as 

Ying. They were studying the period of Pilgrim immigrants to the United States. Ying's 

group members had to collaborate to think of the name of their ship and make a list of the 

people's names on the ship. Ying contributed names to the list and she helped Jesus with 

some spelling as well. 
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In the author study report in the second semester, Beth required the students to 

present their research on the author they chose. Ying did an oral report on her author 

with a poster and furthermore she asked to have another opportunity to present it with 

Power Point which was not required by the teacher (see Figure 8). When Ying told Beth 

that she did Power Point slides, Beth said, "Wow, you did Power Point?" with wide open 

eyes. When Ying did her presentation, her peers gathered around her and the computer, 

asking her many questions about her author. 

Ying considered two things as her greatest achievements in the United States. 

One of them was that her drawing was published in the school yearbook. The other was 

the KMY craft store she opened with her two best friends. Ying drew a western dragon 

when Nelson Elementary School called for the entry of students' art work in the annual 

yearbook. Ying proudly showed her drawing in the yearbook to her family and her 

neighbor, Emma. As for their store, "It took a long time to get the principal's permission; 

yet it was much fun to display our art work and the children came to look at them," she 

stated. 

In the last semester before Ying was going to leave her class, Beth asked Ying to 

give a talk about Taiwan. Ying wrote notes for herself at home before she gave the talk 

(see Figure 15). 

Ying's role evolved as an apprentice, as a collaborator, and as a contributor to the 

class community. However, as mentioned, the three roles were not rigid milestones in a 

path of development. These roles were not clearly distinctive from one another; instead, 
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Figure 15. Ying's writing about Taiwan. 

This country is very small, and a lot of people live in this country. So it's very 
crowded. It's very near China; some people thought it was in China, but it is 
actually not. About eating, most of American people make there own breakfast or 
go to school and have school breakfast, but in Taiwan we go to stores to buy 
breakfast, because of it's small country, the store are so close together that you 
don't even have to drive; well as I live in a apartment and I'm on the lO"* floor, I 
only have to use the elevator go down to 1th floor and walk a few steps then I'm in 
the store! In schools every day me have homework, Taiwan's schedule is kind of 
different than American, for example we have math then we'll have recess then 
we'll have geography then we'll have 5 minutes recess again. Well that's kind of 
the mine thing. (10/28/03) 
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they were blurred, overlapped and fluid in nature. In the process, she utilized many 

strategies and tools to make meaning of the everyday world and the academic one. The 

evidences of her reading, writing, academic achievement, and her immersion in the new 

environment indicate that the strategies and tools Ying utilized were effective. These 

strategies and tools are reported and illustrated in the following section. 

Strategies 

In the process of Ying's acquiring English and learning new school subject 

matter, she used strategies that included observing, following her peers, and tolerating the 

ambiguity of her lack of understanding especially in the earlier period of the study. 

During this process she remained confident that she would become proficient in English. 

As Ymg gained some speaking proficiency in English, she built connections between 

group discussion and school work with her ongoing real life experience. She also made 

good use of the resources available and strove to express herself in both speaking and 

writing. The following sections illustrate the strategies she used first and the tools 

follow. 

Ambiguity-Tolerance/Observing and Following Others 

In dealing with her difficulty to understand the teacher and the peers, Ying told 

the researcher, "I will understand them when I am here longer." She further explained, 

"[At the present stage], for things I can't say, I just don't say them. Nothing is that 

important." When she was lost in following the teacher's instructions, she "watched 

others, took whatever others took, and did whatever others were doing." Even in the last 

interview (11/03/03), this strategy of living with ambiguity was still fresh to Ying when 
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asked about what she did when she did not understand English, "If I didn't understand 

[the teacher], then I didn't understand. I just watched others and followed them [the 

peers]." To her friend, what she did was, "[If there is something I couldn't say,], [I] 

didn't say it or tried to say it again." Ying knew well that not understanding others was 

part of learning that would occur in the first semester and she handled ambiguity with 

confidence. 

Remaining Confident 

While Ying did not understand much in class and was unable to communicate 

with the teacher and her peers during the first semester, she did not panic but was quite 

confident about herself She expressed her hope to learn how to speak English as soon as 

possible. When asked what method she used to achieve this goal, she said, "When time 

gets long, I will speak it." When I inquired about her understanding of the directions to 

go to the hbrary and the bathroom, and of the teacher's instructions in the first interview 

(10/24/03), her responses were, "I know it [the directions]," "I understand it [the 

teacher's instructions]," and "I can do everything at school." In the same interview, Ying 

regarded herself as a good writer and was willing to teach others about writing. She also 

talked about her experiences about teaching her peers Chinese and a Taiwanese card 

game. 

Since Ying's brother described how he learned how to dissect a shark and many 

other research projects in the GATE program and additionally Ying's best friend. Marge, 

was pulled out to participate in the GATE program every Friday, Ying was eager to 

participate in this program. At the end of the first semester (November, 2002), the GATE 
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testing was posted on the school gate, Ying asked Beth's permission to take the test and 

she went to the school office to ask for the application form of the test. After Ying came 

home that day, she told me, "I am going to take the test. If Brother and Marge can do 

this, I can do this too. Then she took it in January and passed it. 

Connecting Group Discussion/School Work with Her Real Life Experience 

Because the games Ying's peers played were not familiar, Ying taught her peers a 

Taiwanese card game, with which she was familiar. In this way, she could be part of the 

activities during recess. In fact, she became the center of attention, which gained her 

popularity among the peers. As documented earlier, Ying might not comprehend much 

from a book the students were reading; yet in order to participate in the discussion, she 

tried to connect the book contents with her real life experience. In her journal entries of 

the first semester, Ying wrote about the Chinese books she read, herself and her family 

including her father, mother, brother and grandmother, and the new friends she made at 

Nelson. In addition, she entered her experiences of trips to local attractions (see Figure 

16). 

Making Good Use of Resources/Increasing the Interaction with Others 

From my own experience as a second language learner, attending to new names 

was one of the most difficult aspects in learning a second language, Ying asked the 

teacher to write down the author's name and she could show it to others for assistance. 

She also copied down what was written on the board, and showed it to me for 

explanation. As mentioned above, she took part of some sentences and put it into her 

own writing. In the state report, Ying interviewed our neighbor friend, Emma, about her 
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Figure 16. Journal entry about Sabino Canyon visit. 

January 12, 2003 I go to Sabino Canyon with my mom emd my brother. The 
River is cool, the river has rock on it. We are play we stand on the rock and play. 
We walk and my brother's sock is water we have fun. And we go to Subway to 
eat lunch but we tack home. 

experience in Tucson without my presence at the very beginning of her arrival in the 

United States. In the third semester, she had to interview three people of various ages 

about their family histories. Ying did another interview with Emma and taped the whole 

conversation. 

In the last interview (11/03/03), when asked about the advice Ying would give to 

a novice ELL in her class if there had been one, she stated, "Use drawing and take 
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opportunities to talk to people as often as possible." Ying practiced her own advice 

because she sought every opportunity to interact with Beth, her peers, the community 

helpers, and her family's friends. She never hesitated to ask help from either Beth or her 

peers even at the time when she was still not using much English. Reading TFK (Time 

for Kids) was one of the regular weekly assignments in her class. It was very difficult for 

her to comprehend the contents of the articles in this magazine, not only due to the 

English language but also because of the cultural knowledge required to read these 

articles. For example, the issues of elections, Bush's presidency, the war with Iraq, and 

sports events were not familiar to Ying at all. She asked questions such as, "Who's 

Bush?" Since Ying was frustrated reading these articles, she sought help from her 

brother, mother, and even Emma. She went to Emma for issues that were not familiar to 

her brother and her mother. In the last semester, reading TFK turned out to be one of her 

favorite reading activities among her regular homework. I observed that reading TFK 

was the only time Ying would enthusiastically volunteer to read out loud in front of the 

whole class. At the end of the third semester, (November, 2003), Ying pointed at Arnold 

Schwarzenegger on a video case when she was browsing among the aisles in a local 

video rental store and said, "He is the governor of California now." I was amazed and 

asked how she knew this. Ying replied, "I read it from TFK^ 

When Ying's family needed to go to Emma's house for errands, Ying often 

volunteered to run these errands. When I once asked her to take some Asian pears to 

Emma while Ying was playing with her brother, she said, "Oh, I hate to leave in the 

middle of play. But for the sake of practicing my English, I will go for once in my life." 
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Tools 

The most often-used tools and resources for Ying during the first semester were 

drawing and her previous school language, Mandarin Chinese. Technology was also a 

tool that provided great assistance throughout the three semesters of the study. 

Drawings/Her Home Language 

At the beginning of Ying's arrival, it was obvious that Ying utilized her previous 

school experience, her previous language, and drawings to make meaning of her new 

world. As I have mentioned, Ying had rich experiences in reading and writing in 

Mandarin Chinese. She was raised in a family where books were easily available and 

literacy was highly valued. In the interviews, Ying admitted that drawings were helpful 

both in the assistance from her peers and in her own efforts to make meaning of the new 

world. Mandarin Chinese helped Ying maintain the habit of reading at school because 

Beth allowed her to bring Chinese books to school for reading time. 

Ying was allowed to write her journals in Mandarin Chinese as well. In the first 

volume of the journals Ying kept, she wrote in Mandarin Chinese and drew pictures to 

record her life, wrote memos to herself, and made plans. In each journal entry, she put 

down the theme she was going to write about in Chinese such as Father, Mother, 

Grandma, Brother (see Figure 17), Me, Emma, My Best Classmates, My School and 

Teachers, Gardening, etc. The memos she made to herself included The Colors for Paper 

Mache, The Gifts she was Going to Get, etc. She also wrote about the trips her family 

took together. Her plan for the first winter break was also recorded in her journal. In 

addition to writing in Mandarin Chinese mixed with some frequently-heard English 
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Figure 17. Ying's writing about her brother. 

Theme: Brother 
My brother's name is Chan. He is good at drawing. He has strong memory. He 
Ukes American food but he is sometimes weird. He doesn't Hke going outside 
such as shopping. He is 11 years old, the 6"' grade. He does things perfectly. He 
is in GATE. Once a person told him (her brother) that he used to think a person 
as the best drawer but he thinks my brother is the best now. I want to use six 
words to describe my brother: the person who draws the best. 

words, such as the names of people and places, drawings were all over her journal entries. 

In one entry about her trip to a local old western town, Ying drew a dragon and horses 

(see Figure 10). In another entry recording the class experience in gardening, she drew 

the procedures of planting seeds in the pot (see Figure 18). She also drew a cat, the pet 

she planned to keep when she grew up, her favorite ingredients in a sandwich, and the 

costume she was plarming to wear on Halloween. With the teacher's assistance, her shift 
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from the use of Mandarin Chinese to EngUsh started to appear around November, 2003 

(see Figure 19) in a letter Ying wrote to me three months after she entered Beth's class; 

yet she kept using drawings throughout the three semesters. 
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Figure 18. The procedures of planting. 
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Figure 19. A letter Ying wrote to her mom. 
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In both the interview and the reflections, Ymg credited Chinese-English 

dictionaries. In more than one interview, she said that she used the bilingual dictionary if 

there was no one around to ask. In one of her reflections, she wrote, "When I first started 

reading in English, I don't know most of the words. So I looked at the words in the 

dictionary." In both the classroom and the home, a bilingual dictionary was available to 

her. Even though Ying used the dictionary, she admitted that she asked the teacher, her 

peers, and her family members more often than looking up words in the dictionary. In 

addition to her drawing and her home language, technology was also an efficient tool 

Ying used in acquirmg English and accomplishing her schoolwork. 

Technology 

In all the interviews, Ying gave a tremendous amount of credit to technology in 

assisting her. Five technology tools emerge as the most useful to her from the 

researcher's observation and interviews with Ying. They are Oregon Trail, video, audio 

tapes, the overhead projector, and the Internet. The Oregon Trail is an interactive 

computer game. Designed for children of ages 9 and up, it is a trailblazing simulation that 

builds real-life skills. It aims to strengthen children's skills in math, language arts, and 

logical reasoning. In addition to teaching history and geography, it also enhances 

children's understanding of the diverse cultural issues prevalent in the 19th century. The 

data showed that these technology tools mediated Ying's leaming in different ways from 

written texts. Therefore, in the following sections, they are reported as two categories -

their specific features distinctive from the written texts and the ways these tools mediated 

Ying's leaming. 
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Specific features of technology. The features that emerged from these tools are 

interaction/circularity, repetition without boredom, audio/visual effects, animated 

pictures/graphics, and written words (see Table 14). I illustrate the feature in the 

following section with examples in Ying's projects and assignments and quotations from 

her interviews. 

Table 14. 

Features of the Tools That Enhanced Ying's Acquiring ESL 

Oregon 
Trail 

Video 
Tapes 

Audio 
Tapes 

Projector Internet 

Interaction/circularity X X 

Repetition without 
boredom 

X X X X 

Audio/visual effects X X X X 

Animated 
pictures/graphics 

X X X 

Written language X X X 

X represents the features each tool possesses. 

Interaction/circularity. 

As shown in Table 14, Oregon Trail and the Internet provided Ying with 

opportunities to interact with written language and animated pictures m them. She 

described playing Oregon Trail, "When your people get sick, you have to know how to 

use herbs and medicine. [By doing this], you get some knowledge of herbs and 

medicine." Unexpected accidents along the trail like this prompted her to interact with 

the written and spoken language in the game. She could also enter the fort and purchase 

things. There were characters outside of the fort. Ying could choose to listen to them by 
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clicking on them. After Ying clicked on a character, there were four buttons showing the 

options, "Tell me more," "Do you have any advice?," "Pardon?" and "So Long." By 

clicking on the button of "Tell me more," Ying was given more choices to make: "Do 

you have any advice?," "Pardon?," "So Long" and "Would you like to trade?' In this 

process, Ying could keep interacting with this character, or she could quit by clicking on 

"So Long" and continue the journey. 

With regard to the Internet, Ying used it regularly especially when she needed 

information for school projects, such as the state report and the author study. There were 

two major semester-long projects in the first and second semesters. Ying had to select an 

American state to research and report on and research on a chosen author in the second 

semester. She regarded the key words on some websites useful for her seeking 

information. She described her experience in searching for books for her author study 

project, "I saw the 'Title' and 'Author' [in the home page of the local library]. I clicked 

on them. And I found the information I needed." Conversely, Ying did not find the 

graphics on this library website helpful to her because she did not really know what they 

represented. 

Another feature of the two tools, Oregon Trail and the Internet, that were 

different from books was their circularity instead of linearity. Both tools had links on 

each page and they enabled Ying to travel back and forth among the links. She did not 

have to approach the text in a linear way as she did in reading a book. The feature of 

nonlinearity made it flexible for Ying to apply and expand her reading strategies in 

English. She commented, "Reading in the computer is fim and convenient. I can make 
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my choices by clicking on the button [or the key words] and go to the link immediately. 

Unlike the books, I have to flip over the pages to find the information I need." 

Repetition without boredom. 

Another technology feature that Ying found different from the printed books 

while helpful in her learning English was repetition without boredom. Ying stated that 

the repetitive words in Oregon Trail helped her in learning a large amount of vocabulary 

relating to her travelmg such as fishing net, wagon wheel, wagon, clothing, salt, etc. She 

further contrasted her way of learning from Oregon Trail with learning from the printed 

books in her statement: 

[When you read the traditional books], you get tired after encountering them (the 
words) for a few times. However, when you play Oregon Trail, it is fun. Because 
you have the [real] necessity in buying the fishing net, you keep reading 'fishing 
net', and you remember it. 

Ying found the repetition of words and phrases also particularly helpful in video tapes, 

audio tapes, and the Internet. She stated that watching video tapes also helped her in 

learning more vocabulary words. She said, "When I came to the words I didn't 

understand when I was watching video tapes, I asked my brother, and I remembered 

them. The words would be useful in the future." Ying listened to songs that Beth played 

or taught in class at home. For example, Ymg and her classmates learned "Lion King" 

through this method of instruction and interaction. By repeatedly playing the songs many 

times, Ying finally memorized the whole song. In our fourth interview (03/04/03) which 

focused on the theme of technology, she explained that she came to understand the 

meaning of the words by listening and singing the song so many times but, even after 

repeatedly hearing it, she still remained interested in singing the song. 
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When she was seeking information on the Internet for her author study project, 

she had to type in the author's name she was studying. Though she had to type the 

author's name many times, she did not feel bored because there was a goal for her to do 

this - collecting the bibliography of the author's books. This suggests that repetition 

differs from drills because the child has a purpose for being engaged in this action. 

Audio/visual effects. 

The audio and visual effects of these tools impressed Ying as she was using 

Oregon Trail, video tapes, and the Internet. At the very early stage of her learning 

English, her class teacher used audiotapes of simple stories. She enjoyed the rhymes and 

songs in the story and kept singing them at home. In the Oregon Trail, the way she 

interacted with people in the store or fort made her feel like she was "talking to" them. 

She explained how the various accents of these characters gave her interesting stimuli 

and an understanding of the various accents and dialects of English in the United States, 

and fiirther claimed that the emotional expressions of voices in these people's speech 

made her feel interested and want to go on playing. 

In addition, the video tapes helped her in improving her listening because they 

repeated some of the characters' sentences. In other instances, Ying exhibited signs of 

modeling what she had learned through various technological media. For example, after 

watching the Lion King on video tape, Ying would repeat the key sentences or phrases for 

days. "Simba, I am very disappointed. You dehberately disobeyed me!" a sentence that 

Mufasa said to his son in the movie. Then she inserted these sentences into interaction 
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with her brother and me, which showed that she could apply what she learned to 

everyday situations. 

Animated pictures/graphics. 

Another technological feature that heightened Ying's interest was animated 

pictures. She particularly enjoyed watching animated cartoon video tapes. She stated 

that video tapes were much more effective in helping to improve her listening than audio 

tapes because she felt that pictures and the characters' facial expressions in the video 

tapes made it easier to guess the meaning and the plots. In addition to video tapes, Ying 

was engaged by the pictures and graphics in Oregon Trail as well. Once she commented, 

"The appearance of the woman makes her look like a mean person," when she was 

playing Oregon Trail. In the animated scenes of Oregon Trail, Captain Jed, the trail 

guide, told a campfire story accompanied by music to the children, who traveled with 

him. The scenes and stories gave Ying a better imderstanding of life on the trail and 

made these travelers' experience in the simulation adventure more engaging and 

meaningful. However, she did not thmk that the animated graphics on the Internet helped 

her in any way. 

Written language. 

Written language was previously reported to help Ying in understanding what was 

going on around her in the classroom. Many technology tools offer the same assistance 

as well. Ying recalled that the teacher would copy the words of a song on a transparency 

and project it onto the wall during the music lesson. She described, "In the music time, 

the teacher showed the words with a machine. If I couldn't understand the words from 
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the singing, I looked at the words and I understood them." As mentioned previously, 

Ying made good use of the key words on the websites of the public library to locate the 

page she wanted efficiently. Written language facilitated her understanding on many 

occasions in the classroom as her listening in English was not fully proficient. 

Ways technology tools mediate Ying's acquiring ESL. The above findings 

showed that features of technology effectively enhanced Ymg's acquirmg English. The 

following section focuses on the ways these tools and features mediate this process -

remembering, decision making, information/context providing, interest/motivation 

recruiting, and culture orienting (see Table 15). 

Remembering. 

Oregon Trail showed a strong tendency to help Ying remember words. As I have 

mentioned in the section of repetition without boredom, she confessed that the 

Table 15 

Ways Technology Tools Mediate Ying's Process of Acquiring ESL 

Oregon 
Trail 

Video 
Tapes 

Projector Audio 
Tapes 

Internet 

Remembering X X X X X 

Decision Making X X 

Information/Context 
Providing 

X X X 

Interest/Motivation 
Recruiting 

X X X X 

Culture Orienting X X X 

X represents the ways each tool possesses. 



165 

continual need of the player to get the fishing net for fishing repeated the phrase "fishing 

net" until she finally remembered the term. This same learning process took place with 

many other words and phrases as Ying went on the journey. The same thing happened 

when she was seeking information on the Internet for her author study project. Because 

Ying had to repeatedly type in the author's name she was studying, she remembered the 

spelling of the author's name. She also remembered the key words of the website of her 

local public library system such as "Title" and "Author." 

In addition to Oregon Trail and the Internet, video and audio tapes helped her 

remember words, too. However, because there were no written words on these tapes, the 

remembering of words, phrases or sentences centered on listening. The accumulation of 

understanding English increased her interaction with the teacher and peers in the 

classroom and made this interaction more comprehensible. 

Decision making. 

The interactive and circular features made technology significantly different from 

the traditional printed books because they involved her in decision making. In Oregon 

Trail, Ying had to decide what name and profession to own, what supplies to obtain, and 

where to obtain them. While on the trail, she needed to monitor the health of the wagon 

party and keep track of the supplies. When she encountered physical obstacles, such as 

rivers, deserts, and hills, she had to find ways to overcome these obstacles by consulting 

the Guidebook, talking to other characters she met on the trail, or visiting the 

Montgomery family and learning about their adventures. These decision-making and 

problem-solving processes provided her with opportunities to interact with "more 
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experienced ones" such as the Guidebook, the people on the trail, or the Montgomery 

family. In addition, the option of "talking to" the people on the trail made Ying an active 

participant in this interaction and provided simulated "presence" and "face-to-face" 

communication" proposed as effective in assisting listening to a second language by 

Purdy (1996). 

The Internet also offered opportunities for her to make decisions as well. For 

example, as she worked with the library's onlme catalog, she had to decide to enter from 

Title ox Author in order to gain the call numbers of the books related to the author she 

was studying. In another example, as Ying prepared to write the author's biographical 

information, she used the search engine, Google, which provided her with hundreds of 

links that provided her opportunities to choose what to read and what was pertinent to her 

report. By actively engaging in these activities, Ying was making sense of the 

complexities of the English language. 

Information/context providing. 

The Internet provided Ying a huge amount of information to read about in 

collecting her selected author's biography and the books of this author. The website of 

the public library system gave Ying immediate access to search for these books. In spite 

of her limited English proficiency, she could locate the information she needed 

effectively. She told me that she simply experimented with all the optional buttons on a 

website and saw which linked to the information she needed. After a few times of trying, 

she would find the correct one. For example, on a local library website, she clicked on 

"Main and Branch Library Information," and a list of branch libraries appeared. She 
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applied her developing knowledge of phonemic awareness and looked for the name of the 

library that started with "H." After she clicked that one, "I saw the picture and I knew it 

was Hime Library," Ying exclaimed. 

She also informed me that she understood the plots in the videotapes because they 

had animated pictures and the characters had facial expressions and various tones when 

they spoke and they all helped to add to her understanding. All these features, key words 

on a website, animated pictures, facial expressions and voice tones, helped to provide 

additional cues to the written language for her to make sense by employing the strategies 

of guessing, confirming, and modifying. 

Interest/motivation recruiting. 

When Ying described her experience in utilizing these tools (CD-ROMs, 

video/audio tapes, an overhead projector and the Internet), a main theme that kept her 

going was that they caught her interest. It was obvious that the features of these 

technologies all contributed to engaging her interest and motivation by meeting her 

various purposes for learning which ranged from recreation to the accomplishment of 

homework. Oregon Trail was an important form of recreation which manifested itself in 

a variety of ways in her daily life. As I have discussed previously, she also explored the 

experience of the western settlers' lives in her drawing, by acting roles with her brother 

which resulted in her reading other books describing the western pioneers' lives. 

Video tapes were also an established form of recreation. We established a family 

routine to rent one or two tapes to enjoy and relax on the weekend. Similarly, in 

classroom music lessons, Ying enjoyed listening to the music the teacher played. The 
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songs were repeated so many times that she could sing some songs from memory to 

amuse herself. This recruitment of Ying's interests and motivation immersed her in the 

environment of English and brought her a large amount of comprehensible input while 

she did not feel pressured. 

Culture orienting. 

In addition to interest and motivation, these tools served as resources to orient her 

with American culture. Through playing Oregon Trail, she became knowledgeable on 

the history of western U.S. migration, including the people's use of food, clothing, their 

ways of talking, and the geography of the U. S. from Missouri to Oregon. As the 

computer game sparked her interest in the western expansion, Ying became fiirther 

motivated to watch relevant videotapes. Thus, this mterest engaged her in study both the 

language of English and the history and geography of the United States. As she explored 

her new interests, Ying broadened her understanding of this country and its culture. It 

gave her reasons to expand her reading and writing. This provided the necessary 

connections to help her transition into a new school system and to provide her with 

common areas of interest when interacting with peers, traits that would assist in her 

cultural assimilation in the American school. 

Summary of the Findings 

The study was initiated one day when Ying told me, "I was so bored in school 

today. I didn't understand anything at all. I almost fell asleep." Realizing what a 

difficult situation Ying was in, I decided to enter her classroom, examining the people, 

the methods, and the mediating tools that might help her in the process of developing 
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English as a novice learner. I found that Ying was not completely alone in the process of 

learning. Ying received help from various sources - the community, the school, the 

class, the family, and herself My role as a mother and a researcher evolved in the 

inquiry process, too. I started as an observer and a parent volunteer but turned out to be 

as an advocate for Ying in obtaining extra help with English. I was also a coordinator of 

the various resources that were available to her. 

Ying's role in the process was multifaceted - a novice apprentice, a collaborator, 

a resource-seeker as well as a demonstrator and a contributor. She was also a learner 

with knowledge and language experiences on which to build and grow. She made great 

efforts to apply various strategies some new and some from previous experiences to 

strive through her novice status. She tolerated the ambiguity of the unfamiliar world 

around her while she actively observed the routines of the new community and 

participated in the activities with her peers. Facing the new language and world, Ying 

remained confident of herself and believed that in time, everything would be clear to her 

as it was to her when she was in Taiwan. In the process, Ying did not passively wait for 

instructions from the teacher; rather, she sought resources available to her and 

contributed to group discussions and her own projects by connecting them with her 

previous knowledge and her real life experience. In applying these strategies, she also 

made great use of many tools including drawing, the language she used in the previous 

school, and various technology tools. 

The data indicated that Ying held a distinctive perspective from me in some 

aspects of assistance she received. Peers were the most helpfiil sources of help, and 
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technology was the most useful tool to Ying. Peers assisted Ying with directing her to 

the objects or the place she had to go and explaining the procedures of activities and the 

routines of the classroom. After Ying informed me the great assistance she received from 

her peers, I found that her peers functioned in bridging the gaps in the group discussion 

for Ying. They also supported Ying's social and emotional needs both in class and 

outside of the classroom. Ying regarded technology most useful in assisting her to 

accomplish two semester projects—the state report and the author study report. It 

mediated children's learning in multiple ways when contrasted with the traditional 

printed texts. The findings reported focused on various tools, CD-ROMs, video/audio 

tapes, an overhead projector, and the Internet, and the multiple ways each mediated the 

process. Their emergent mediating ways were memorizing, decision making, 

information/context providing, interest/motivation recruiting, and culture orienting. 
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This study examines the nature of an 8-year-old ESL student's apprenticeship, her 

role in learning English as a second language (ESL), and her experiences with the process 

of apprenticeship. The study looks at the collaboration the assistance she receives within 

and outside of school as she engages with school experiences, including homework, 

reports, and projects. The research questions that guide this study are: 

1. What is the nature of apprenticeship for a novice ESL learner in a mainstream 

classroom? 

2. How does a novice ESL learner experience the process of apprenticeship within 

the contexts of the home, school and community? 

The findings of this study have provided both etic and emic views of an ELL's 

adaptation to the new language and the new school system in the United States through 

the help from the community, school, family, and herself through the lens of Lev 

Vygotsky's concept of zone of proximal development. 

The findings for the first research question document the kinds of assistance and 

resources Ying received from the community, the school, the class, and the family, and 

the influences of the assistance and resources on Ying's development of English. The 

assistance Ying receives is explicated through the people in these settings and the 

strategies and tools they utilized. The people from the community include the university 

student volunteers, parent volimteers, and tutors. The strategies and tools they use are 
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providing books and references, one-to-one teaching, connecting Ying with an additional 

comprehensible English network, and providing connections with a broad social network 

and cultural practices. The assistance from the school includes coordinating resources 

and social events and distributing information from the school and the community to 

Ying and her family. The people from the class are the teacher and peers. The strategies 

and tools the teacher utilizes are provkling written words and labels in the classroom; 

modeling and demonstrating desired work and effective strategies; making learning and 

literacy processes explicit, managing task difficulty; utilizing long-term projects, group 

work and multiple fine arts; and creating a community of readers and writers. Those her 

peers use include directing objects and places, explaining the teacher's instruction and the 

classroom routines, drawing, making analogies, bridging discussion gaps, paraphrasing 

the teacher's questions, and providing emotional support. The people from the family 

include Ying's mother and her brother. The strategies and tools they employ are 

supporting Ying's first languages, recruiting interests in learning, modeling learning 

strategies, orienting to American culture, advocating and coordinating resources, and 

checking her comprehension in the classroom. 

The findings for the second research question are comprised of her roles, 

experiences in the learning process, and the strategies and tools she utilizes to overcome 

difficulties in English and the content knowledge. Her roles are found to be a novice 

apprentice, a collaborator, a resource seeker, a demonstrator, and a contributor. The 

strategies she used in the process are tolerating ambiguity, observing and following her 

peers, remaining confident, connecting group discussion and school work with her real 
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life experiences, and making appropriate use of resources and eagerly interacting with 

native English speakers. The tools she uses are her first language, drawing, and 

technology. 

In conclusion, as a novice apprentice in English language, Ying was placed in a 

support-rich community full of "experienced" readers, writers, and oral language users. 

She saw the role models using various tools, demonstrating for her the effective reading 

and writing strategies and the explicit processes of accomplishing school work. In other 

words, she was "apprenticed" into a community in which its members were efficient 

demonstrators of real reading and writing in the real world of school, community, and 

home. 

Ying brought her own knowledge and experience to the apprenticeship. She was 

an experienced language learner and user in Taiwanese and Mandarin Chinese before she 

came to the United States. She had experience in learning Taiwanese as her first 

language and Mandarin Chinese as an additional language. She is raised in a family 

where both languages are used interchangeably. Before coming to Nelson Elementary 

School, Ying already had 3 years of schooling experiences in Taiwan and her knowledge 

in subject matter was broad. Therefore, I argue that Ying was only a novice in learning 

the English language and tasks that required American culture-specific knowledge, but 

not in many schooling experiences and content area subjects. 

In Beth's class, Ying was given ample opportimities to apply her previous 

knowledge and experiences such as her first language and cultural heritage to the learning 

of the new language and culture. Beth was a keen kidwatcher in discovering Ying's 
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assets for her to demonstrate to other students in class. In such a supportive and 

respectful environment, Ying actively used such strategies as observing, following and 

collaborating with her peers while she was emotionally secure and confident that she 

would become a proficient user of English language and a foil community member one 

day. During the process, Ying was also active in seekmg resources and assistance when 

she encountered difficulties or confusion. She received help and resources from various 

people with the transition. Soon after she gained better control of English, an additional 

tool in absorbing knowledge, she was ready to continue developing her knowledge in 

content areas. 

The necessity and importance of this study has two levels - theoretical and 

practical. On the theoretical level, as stated in Chapter 1, this research contributes to 

knowledge based on a sociocultural perspective in second language acquisition (SLA), to 

the understanding of the role of English language learners as apprentices in a mainstream 

classroom, and to ELL research that includes the contexts of the school, family, and 

community. Furthermore, the study helps to view second language learning with the 

balance of both individual/cognitive and social/situated perspectives. On the practical 

level, the research results are useful for teachers and curricular planners, who have ELLs 

in their classroom, and schools in relation to teachers' role, instruction, and the design of 

the curriculum. 

Further discussion based on the study's conclusions and their implications are 

divided into two parts - theoretical and practical. The first part of the discussion focuses 
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on the theoretical level (see Table 16). The second part focuses on implications of ESL 

teaching in K-5 classroom (see Table 17). 

Table 16 

Theoretical Contributions of this Study 
Theoretical Contributions 

The sociocultual perspective in SLA 

• One-to-one tutoring 
• Peers as mediators and providers of emotional support 
• Novice learners' contributions to the community 
• Drawings, written language, first language and technology as mediating tools 

Contributions to Krashen's comprehensible input 

• Comprehensible input as the intersubjectivity between ELLs and English native 
speakers 

• Low-anxiety environments make input comprehensible 

Balance between the individual/cognitive and social/situated perspectives in SLA 

• Support from the community, school, classroom, and family 
• Active efforts of the individual learner 

Further studies to be conducted 

• Studies examining children's acquiring ESL within and outside of the classroom 
• Studies documenting the voices of ELLs' English speaking peers 

Theoretical Contributions 

The discussion of the theoretical contributions of this study focuses on the 

knowledge added to sociocultural perspectives in second language acquisition (SLA), to 

Krashen's comprehensible input theory, and to a balanced view of second language 
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learning between individual and social perspectives. I also suggest fiirther research 

studies concerned with theoretical considerations to be conducted after this study. 

Contributions to the Sociocultural Theory 

The most significant contribution of this study is its specifically situated use of 

sociocultural theory in the research of children's acquisition of English as a second 

language io a mainstream classroom. Piatt and Troudi (1997) argued that the use of the 

sociocultural theory is particularly appropriate in the research of second language 

acquisition in their case study of the third-grade classroom experiences of a child from 

Liberia with a limited educational and English language background. They explain: 

[T]eachers learning to work with limited English-proficient students would 
benefit from a few powerful ideas in their limited staff-development work on L2 
learning in mainstream classes. The sociocultural perspective being promoted 
here can contribute such ideas because it provides a developmental view of SLA 
that is compatible with, indeed is inseparable from, a view of learning of general. 
These ideas can now be stated as suggestions for the classroom and might well be 
implemented in FL and ESOL classroom as well. (p. 45) 

Their argument is supported by this study of Ying's acquiring English in mainstream 

classrooms. This study confirms the concept of zone of proximal development, which 

provided me with a theoretical lens in starting this study, and in conclusion adds 

additional knowledge to this concept. In addition, this study confirms and fiirther adds 

knowledge to another essential concept of the sociocultural theory related to the zone of 

proximal development - scaffolding. The discussion also addresses the roles of a novice 

ELL and her experience in the learning process in relation to the issues of a learners' 

emotion and confidence in the sociocultural theory. 
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Zone of Proximal Development 

ZPD is defined by Vygotsky (1978) as "...the distance between the actual 

developmental level as determined by independent problem solving and the level of 

potential development as determined through problem solving under adult guidance or in 

collaboration with more capable peers" (p. 86). Ohta (1995) even defines the ZPD 

concept in L2 acquisition as "the difference between the L2 learner's developmental level 

as determined by independent language use, and the higher level of potential 

development as determined by how language is used in collaboration with a more capable 

interlocutor" (p.96). The findings in this study confirm the above definitions. One-to-one 

tutoring opportunities are shown as helpful for new ELLs. However, the teacher usually 

does not have the time to work with ELLs individually. The findings of this study show 

that the adults who provided Ying one-to-one tutoring opportunities that supported 

Ying's development included the school reading specialist, the university student 

volunteers, the parent volunteers, and the tutors in the university reading program. The 

resources are not only from the school but also from the broader outside community as 

well. 

In addition to the traditional definition of "more experienced others" as being 

adults, the study suggests that siblings and peers are efficient experienced ones as well. 

In the school setting, peers serve as both efficient experienced others and mediators. It 

would help ELLs if teachers would arrange more opportunities for ELLs to interact and 

have contact with peers in multiple settings. This study suggests that long-term projects, 

group work, and multiple fine arts experiences are efficient in facilitating the interaction 
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between ELLs and their native English-speaking peers in a mainstream classroom. Long-

term projects allowed Ying ample tune to coordinate available resources and assistance 

either from adults or peers to complete these assignments. Group work offered Ying 

more opportunities to negotiate communication with peers and receive assistance from 

them. Multiple fine arts opportunities, such as in music and art, provided Ying more 

modes and channels in addition to written language to mediate her learning. This 

confirms Vygotsky's social view of language acquisition. As Long (1996) states: 

Negotiation work ... triggers interactional adjustments by the NS [native speaker] 
or more competent interlocutor, facilitates acquisition because it connects input, 
internal learner capacities, particularly selective attention, and output in 
productive ways. (pp. 451-452) 

Rogoflf (2003) defmes human development as "...a process in which people 

transform through their ongoing participation in cultural activities, which m turn 

contribute to changes in their cultural communities across generation" (p. 37). She also 

conceives of development as "transformation of people's participation in ongoing 

sociocultural activities, which themselves change with the involvement of individuals in 

successive generations" (p. 42). The findings of Ying's roles in the learning process 

confirm this definition of development. In spite of Ying's novice status in the English 

language, she actively made great efforts and coordinated available resources to 

participate in the activities of the school and class. She was also able to make 

contributions to the school and class communities in collaboration with her peers. The 

craft store Ying opened with her two best friends was excellent evidence supporting this 

argument. 
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Furthermore, I argue that this study shows that, due to the lack of a common 

language and culture among the ELL and the native speaking teacher and peers, the 

system of mediating tools is more sophisticated than that between a teacher and students 

who share a common language and culture. The study suggests that written English 

language, the first language, drawing, and technology are all helpful in serving as 

mediating tools. 

Copying down written words is a cross-cultural strategy for human beings to 

mediate their memory. People take notes, write down shopping lists, and write memos 

on the calendar. For ELLs, the purpose of copying down written words is for more than 

memorization, but for seeking help from "more experienced others," who can be either 

adults or children, to compensate their linguistic inadequacy of oral communication in the 

English language. When they copy down the written words or take notes from the board, 

from the book or from the announcements in school, they keep a strong mediating tool 

for them to find an interpreter to make meaning of their routine classroom activities and 

particular social events. They also learn to copy down selectively what is important for 

their further learning. 

Another essential tool for mediating ELLs' learning in a second language is their 

first language. A number of previous studies show that peers who share the same home 

language serve as "language brokers" in interpreting the teacher's instructions for new 

ELLs in the classroom. No such brokers exist in this study; instead, I, as Ying's mother, 

serve as the interpreter for Ying in the classroom. Ying's brother did this at home. The 
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support of the first language makes the teacher's presentations and the contents of subject 

areas more comprehensible to Ying. 

Cummins (2001) has long argued that "...in context-embedded communication 

the participants can actively negotiate meaning and the language is supported by a wide 

range of meaningful interpersonal and situational cues" (p.68). Playground conversation 

with peers is the most context-embedded situation and thus the least cognitively 

demanding because it has body gestures, facial expressions and voice tones to make 

meaning easy to guess and thus comprehensible. Reading texts will be on the other 

extreme - context-reduced. However, if language learners have enough contextual 

support, they will have more cues (Goodman, 2001) to make sense of the text. 

Technology remains powerful in providing rich-cued context with the assistance 

of audio/visual effects and animated pictures/graphics in mediating Ying's acquisition of 

English and learning the subject contents throughout the three semesters of this study. 

When her teacher, family, or peers are not available to her, technology serves as a tool for 

her to broaden her performance zone and to regulate her accomplishing school 

homework. One of the examples is that Ying learned to speak some sentences repeated 

by the characters in Oregon Trail. She also looked up English words in the dictionary 

which offered Chinese translation on the Internet. 

Scaffolding 

The temporary support that assists children in developing from their actual 

development level to their potential development level is termed "scaffolding" by Wood, 

Bruner and Ross (1976). As soon as the children's development moves from the status of 
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other-regulation to self-regulation, the support is removed. As I reported in chapter 4, 

Wood identifies six characteristic functions of scaffolding that parents provide children. 

They are recruitment, reduction in degrees of freedom, direction maintenance, marking 

critical features, fhistration control, and demonstration. Using the concept of scaffolding 

in studying children in a two-way immersion kindergarten class, Peregoy and Boyles 

(1999) notice that the teacher scaffolds by offering (1) a stable physical space 

arrangement and (2) a daily schedule that remains the same throughout the school year. 

In this study, the findings show that Ying was scaffolded by various people, and 

they offered Ymg different types of scaffolding. The significant types of scaffolding 

were provided by the people from the community, Ying's teacher, and her peers. The 

people from the community, the university student volunteers, parent volunteers, Ying's 

family friends and tutors in the university reading program offered Ying one-to-one 

tutoring opportunities. When taught individually, Ying received more input that was 

designed to her English level with the assistance of gestures, simplified language, and 

further explanation. These opportunities provided Ying more time to negotiate with these 

adults compared to the time when she was in whole class teacher-led presentations or 

discussions. 

Ying's teacher scaffolded Ying in three ways - providing written words and 

classroom labels, modeling desired work, and demonstrating effective strategies. She 

provided written language of each day's assignments and activities and classroom labels 

on various objects. Early I mentioned how written language and labels mediate Ying's 

learning. In addition to arranging a stable physical space mentioned in the study 
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conducted by Peregoy and Boyles (1999), the teacher in this study arranged a 

comprehensible space for Ying by labeling classroom objects. This scaffolded Ying's 

understanding of the class space and English language as well. 

Another significant scaffolding the teacher provided is modeling desired work and 

demonstrating the effective strategies to achieve that goal. This modeling and 

demonstration was provided to the whole class and to Ying individually as well. 

Reflecting the six characteristics of scaffolding mentioned above, the teacher managed 

students' sub-goals by breaking a semester-long project into sub-tasks and setting 

deadline to accomplish each task. The teacher also "controlled Ying's frustration" by 

checking with Ying individually to know how she is doing with each task. If Ying 

encountered difficulty, the teacher gave more specific instructions or suggested additional 

resources. 

The most significant scaffoldings Ying's peers provided were directing her to 

appropriate objects and places and involving her in discussions. Ying's peers were 

excellent explainers of class routines and the teacher's instructions. As shown in 

Dialogue A in the Findings Chapter, they knew how and when to direct Ying to the 

object she wanted and places where she wanted to go. They helped to bridge discussion 

gaps by paraphrasing the teacher's questions and making suggestions to Ying about 

answers. 

Ying's brother and her peers played a crucial role in recruiting Ying's mterests in 

reading, writing, and American culture. Her brother showed Ying how he chose books to 

read when he started school in the United States. He explained how to keep reading and 
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writing going and focus on meaning without worrying too much about spelling. When 

Ying did not know what books to read after she finished one, she asked her friends to 

recommend good books to check out of the library. The peers explained to Ying what 

people do on specific American holidays. These examples confirm the feature of 

recruitment identified by Wood. Only the recruitment foimd in this study is in a broader 

sense and it can be provided by various people, most often children, siblings or peers. 

When this concept of scaffolding is considered to support children's development 

in ZPD, teaching ELLs entails an understanding of that learner's current ability. It 

follows that teachers must monitor that development by listening to the students and 

watching the students. It is likely various people around ELLs can provide specific kinds 

of scaffolding to them. 

Learner's Role and Emotion 

This study suggests that Ying's role in learning ESL is multifaceted. She is aware 

of her own status of being a novice in the English language in class while she is an active 

demonstrator of her own language and culture. She is also active in seeking resources to 

accomplish her school homework and projects. The fmdings also show that her roles 

evolve through the learning process and she plays an active role and utilizes a large 

number of strategies and tools to mediate her own learning. Studies of this kind focus on 

the contribution the learner's knowledge and experience have on her own language and 

conceptual development. This study fills the gap of the knowledge and information in 

describing the process and experience of children's acquiring English as a second 

language from their own interpretation. 
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The dearth of children's voice is also true in the existing literature of 

anthropology study as well. Ochs (2002) calls for more anthropological accounts of 

children's experiences because of "the marginal status of children within anthropology" 

(p. 99). Goodwin (1997) also argues that young children are nearly invisible in 

ethnographic studies. The reasons Ochs explains for children's being marginalized are: 

(1) anthropology has focused on focal male members of a community and children tend 

to be relegated to the female-dominated domestic and educational settings; (2) children 

are reduced their visibility in settiQgs in which political decision-making, economic 

exchanges, and religious rituals take place; (3) the misconception of regarding children as 

less ideal informants; (4) the long stretch of time is required to understand children's 

cultural organization and everyday business; and (5) young children are considered 

natural rather than cultural beings. 

However, this study proves that children are capable of reflecting on their 

learning experiences and describing them either in an oral mode (Ying's interviews) or in 

a written mode (Ying's reflections) of communication. Children's views of the world 

have a lot to offer researchers to study and acknowledge. Bodrova and Leong (1996) 

show their concern that not enough emphasis is placed on "... what the child must do to 

be an active participant" (p. 32). I hope this research and Ying's voice will be a start of 

hearing more children's voices interpreting their learning experiences and world views. 

Another significant finding of this study is that peers serve as important providers 

of emotional support for Ymg. This support makes Ying's transition to a new language 

and culture less uncomfortable, and she feels welcome to the new community. With this 
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support, Ying was able to take the unfamiliarity of language and culture and handle the 

ambiguity in the new environment with patience and confidence instead of feeling 

insecure and scared. This finding is significant because the issues of learners' confidence 

and emotion are thought important by Vygotsky; yet Vygotsky did not research these 

issues due to his early death, and they remain largely unknown (Mahn & John-Stemer, 

2002). Mahn & John-Steiner state that "While some aspects of Vygotsky's work are 

receiving increased attention and appreciation among educators internationally, his 

writings on the relationship between affect and thought remain largely unknown, 

although they are central to understanding his work as a whole" (p. 46). They stress that 

a thorough understanding of his best-known concept - zone of proximal development -

should be "deepened through an examination of the role of affective factors in learning" 

(p. 46). They also point out: 

Such an expanded understanding of the ZPD is important in developing 
pedagogical approaches to meet the needs of all students and especially those of 
second language learners, who face cognitive and emotional challenges as their 
learning involves both a new language and a new culture, (p. 46) 

Contributions to Krashen's Comprehensible Input 

In Chapter 3,1 discussed various views of the relationship between Vygotsky's 

zone of proximal development and Krashen's / +/ comprehensible input. They include 

Schinke-Llano's integrative view (1993), Kramsch's complementary view (1992), and 

Dunn and Lantolf s incommensurable view (1998). In spite of the strong statements they 

make, empirical evidence is still rarely found to illustrate the relationship between these 

two theories. According to Vygotsky, there are two levels in children's development: 

interpersonal and intrapersonal. From this study, I conclude that comprehensible input is 
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neither equal nor complementary to the concept of ZPD; yet it is a crucial requirement in 

ELLs' development in the acquisition of English language. Comprehensible input 

provides language learners the access to the routine life in the classroom and the teacher's 

presentations of subject matter. That is, comprehensible input and an acquisition-rich 

environment are the necessary and sufficient conditions for second language acquisition, 

and they serve as a shared goal between the teacher's and peers' interactions with Ying. 

When comprehensible input is taken into consideration with ELLs' two levels of 

development, it is important in both the interpersonal and intrapersonal conditions of 

their development. The other-regulating condition, the goal of mediating process 

between novice ELLs and their "more experienced others," is to make their 

communication meaningful or the subject matter content understandable through 

strategies, such as applying gestures, bridging discussing gaps, paraphrasing or using 

simpler language, or drawing. Ying's brother and I acted as language brokers for Ying in 

both the school and home settings. I interpreted the main points of the teacher's 

instructions for her when I was collecting data in her classroom. At home, her brother 

and I also explained the homework and armouncements both from the teacher and the 

school to her in both Chinese and Taiwanese. My interpretation and explanation made 

the teacher's instructions and the homework understandable to her and prevented her 

from complete confusion at school. Her brother acted as a cultural broker to Ying. His 

explanation of American culture at school helped Ying easily adapt to the American 

school and to immerse herself in the new community. That is, the common goal of the 

people scaffolding Ying is their comprehensible input. 
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With the self-regulating condition, Ying herself actively applied strategies to 

make the new language and culture comprehensible to herself Some of the strategies she 

used included drawing, using technology, or writing down the words in the first language 

and seeking help either from others or from the bilingual dictionary. 

According to Krashen, lowering students' anxiety helps to make the input 

provided more comprehensible. This study is in concert with this concept as well. The 

emotional support from her peers made Ying feel welcome and accepted in the new 

school environment from the first day when she arrived. In spite of her limited ability in 

English language in the first semester. Ying was never left out of any school and class 

communities; furthermore, she was confident and motivated enough to demonstrate her 

expertise and her own first language and culture to the teacher and the peers. The 

continuous use of her first language to read and write helped Ying keep growing in 

conceptual knowledge in a low-anxiety environment while she was engaged with the 

learning of English as a second language in her life. 

Balance Between the Individual/Cognitive and 

Social/Situated Perspectives in SLA 

It has been long debated if SLA is an internal psychological process of input and 

output or if it is an interactional situation-imbedded language use (Larsen-Freeman, 

2002). A number of SLA researchers (Firth & Wagner, 1997, 1998) call for a 

theoretically balanced approach to the study of SLA. Vygotsky's interpretation of two 

levels of development - interpersonal first and mtrapersonal second undoubtedly can 

contribute to solve the argument of these two dichotomies. However, Larsen-Freeman 
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comments that researchers holding the sociocultural perspective tend to neglect how 

human beings exert efforts to turn the social influence to their own intake. This study is 

balanced in viewing language as a phenomenon of "social use" and "inner acquisition." 

The first research question, what is the nature of apprenticeship for a novice ESL learner 

in a mainstream classroom, addresses the social nature of Ying's collaborating with the 

adults and her peers; while the second research question, how does she experience the 

process of apprenticeship within the contexts of the home, school and community, helps 

to understand the learner's individual efforts—Ying's experiences, strategies, and tools 

she used in the learning process. 

Further Studies Based on Sociocultural Theory to Be Conducted 

The present existing human subject protection program at the University of 

Arizona hesitates to approve projects in which parent researchers study their own 

children. However, studying one's own children has been the tradition of social science 

fields such as anthropology, linguistics and psychology (Major, 1906; Ochs; 2002; 

Schwarzer , 2001; Smith, 2001; Sully, 2000). Only family members can conduct in-

depth day-to-day study of a school-age ELL because they spend much time at school and 

at home and share activities together continually. In addition, the same language they 

share with the child makes it possible to conduct interviews with the child. I found that 

Ying grew by moments in the learning process. Therefore, spending in-depth time with 

children is crucial for gaining rich and thorough data when scholars study issues relevant 

to children. Ochs (2002) argues that, to understand children's cultural and everyday 

business, it requires researchers "to shadow children for long stretches of time" (p. 99). I 
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further argue that, in addition to long stretches of time, the intensive observations and the 

inclusion of multiple settings in which children are embedded are also important for 

researchers. 

The use of the sociocultural theory has provided an alternative perspective for 

looking at second language acquisition. The theory goes beyond the notion that language 

is simply the process of input and output. Instead, language is a tool for negotiating 

meaning and also for internalizing the meaning for children in a community of peers and 

adults. This thought is true both for children who learn their first language and for those 

who learn their second one as well. This nature of socialization leads to the necessity for 

language researchers to observe how children use language meaningfully, appropriately, 

and effectively in real life contexts in which language practices are organized within 

members of communities of language users. Kramsch (2002) describes the process, 

"[A]s novice members learn from more expert members how to use language accurately 

and appropriately, they enact social relationships and other sociocultural phenomena that 

will make them into expert members" (p. 2). Based on this necessity, more studies 

should be conducted within and outside of the classroom as well as documented as to 

how children acquire English as a second language when they use it in natural settings. 

This study proved that the support from peers was powerfiil and efficient in 

helping Ying both in the classroom and outside the classroom. Therefore, further 

research should document the voices of the English native speaking peers—how they view 

these English language novices m their class and what factors impact their attitude 
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toward them. In addition, such research should document strategies peers use to support 

the English language learners in and out of the classroom. 

In the following section, I focus on the implications of this study (see Table 17) in 

the practical context. That is, how can these findings be transformed to the pedagogy of 

mainstream classrooms which accommodate both English native speakers and English 

language learners. 

Table 17 

Practical Implications of this Study 

Practical Implications 

• The role of the first language in mainstream classrooms 

• Connected support of the community, school, classroom, and family 

• Teacher as a kidwatcher 

• Teacher as a scaffold provider 

• Collaborative activities in the classroom 

• Long-term thematic projects 

• Using language across curriculum 

• Providing emotional safety and security 

Practical Implications in K-5 Classrooms 

On the practical level, this study contributes to the understanding of how to better 

accommodate those children who learn English as their second language in a mainstream 

classroom. This is crucial because the vast majority (approximately 85%) of ELLs are 
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educated in mainstream classrooms with limited or no outside support for English-

language learning (Schirmer, Casbon, & Twiss, 1996). This tendency will increase in the 

U.S. due to the recent English-only policy proposition. The study will also likely act as a 

call for the implementation of ESL education in mainstream teacher education since the 

number of non-native English speakers continues to increase. 

In a large United States study, "School Effectiveness for Language Minority 

Students," Thomas and Collier (1999) found three key predictors of academic success to 

be more important than any other set of factors for ELLs. The first predictor was English 

language support through subject areas combined with support in the first language. The 

second was the use of current approaches to teaching the curriculum through two 

languages. The third was the socio-cultural climate of the school itself; where the school 

curriculum was inclusive of ESL students and of their language and cultural background, 

and where the teacher's expectations of their students were high, ESL student 

achievement was high. 

Though this study confirms the importance of the first language in teaching ELLs 

in mainstream classrooms as a crucial factor of their academic success, teaching in two 

languages is prohibited in the states in which only-English policy is imposed. However, 

this is not to say that ELLs' first language should be diminished and abandoned; instead, 

it becomes particularly important for mainstream teachers to make decisions about the 

role of the first language in the classroom. The decisions should include how the teacher 

makes good use of the students' first language to help make their transition easier, and 

how the teacher links the students' previous knowledge in both language and content 
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with the learning of the English language to further advance their knowledge in content 

areas. This implication is illustrated in detail by the teacher's roles. 

The socio-cultural climate of the school and the classroom is extremely important 

in making new ELLs feel welcome and safe in their transition to a new language and 

culture. This study describes how Ying was welcomed and included in the community of 

her school and classroom. At the times when Ying still could not understand much in 

class, going to the cafeteria and playing with her peers soothed her pain of not being able 

to understand others and being understood by them. Beth, Ying's teacher, was important 

in immersing Ying in her classroom by labeling classroom objects, including her in small 

group discussions, and recruiting parent volunteers to read books to her and taking her 

and her family to social activities after school. Ying's support came from the 

community, the school, the classroom, and her own family as well. 

Therefore, the practical implications of this study are illustrated under the 

following themes: the connected support from the community, family, school, and 

classroom; the roles of the teacher; and the design of the curriculum. 

Connected Support of the Community, Family, School and Classroom 

In this study, Ying was successfiil in acquiring English language within three 

semesters because she received the support from the community, family, school, and 

classroom. The people from each setting provided various types of scaffolding, using 

their own tools. Therefore, the ELL curriculum should encourage the participation of 

people from the community and family. I suggest the following two programs to 

encourage this participation. They are university volunteer programs and parent 
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volunteer programs. The volunteers who share the same language with the new ELL are 

certainly ideal; however, native English-speaking volunteers can also offer ELLs more 

one-to-one tutoring opportunities that proved to be effective in helping Ying. 

The school should take the responsibility for setting up these programs and 

coordinating resources and social activities. Some enterprises are willing to cooperate 

with the school and donate armually. Other various ways of raising funds, such as bake 

sales, carnival, and taxpayers' contributions, can add educational facilities and programs 

for ESL students. Pre-service students in college of education departments at local 

universities can be valuable resources as well. 

"Three heads are better than one." My suggestion for teachers is to open the door 

of their classroom and invite various "experts" to either help as tutors or act as role 

models for students. These experts will help teachers to build a community of readers, 

writers, researchers, inquirers, or learners in the classroom. 

Roles of the Teacher 

The class teacher. Beth, was the creator of Ying's class community. She had 

tremendous impact on Ying and her peers. The students addressed her by her first name, 

Beth, and came to her for hugs during recesses, while they respected her and admired her 

as a reader and writer. Beth was a keen kidwatcher (Owocki & Goodman, 2002), who 

did a good job in observing Ying's developmental stages and provided appropriate 

scaffolding when Ying encountered difficulties. She also challenged Ying with 

additional advanced tasks when Ying was ready for them. In the following section, I 
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provide practical implications by illustrating Beth as a kidwatcher and a scaffold 

provider. 

Teacher as a Kidwatcher 

Ying's teacher, Beth, welcomed volunteer students from the local university, 

parents, researchers, and speakers to her classroom, and she herself was a kidwatcher. 

Even though Beth knew nothing about Taiwanese language or culture, she made good use 

of assignments to give Ying opportunities to present herself and contribute to the whole 

class the understanding of Taiwanese language, culture, and a game. In Beth's class, 

students were personalized and allowed options in their assignments and projects. For 

example, students could choose books to read for their weekly reading journal. Students 

chose the focus of their reports. Beth was careful in managing the degree of task 

difficulty Ying encountered. She gave Ying helpful hints and directed her to resources 

when Ying was confused. She challenged Ying with complicated thinking in math 

questions because she knew that Ying was more advanced in math than some other third 

graders. 

In classrooms that accommodate students with diverse linguistic and cultural 

backgrounds, this kind of individual observation and understanding of students is 

particularly important because of the students' gap of knowledge between their home 

language and culture and the mainstream language and culture in which they are 

immersed. Teachers should encourage the use of the students' first language and 

background knowledge as a base for what students are learning. In reality, the teacher 

may not share the same linguistic and cultural background of ELLs in her/his classroom. 
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Regardless, the teacher can allow time and space for these students to use their fu-st 

language when reading and writing especially in the initial stage of the transition. 

As indicated in the fmdings of this study, Ymg's first language served as a 

powerful tool to mediate her learning in both reading and writing English, especially in 

the first semester. Given enough opportunities of being immersed in a community of 

readers and writers, ESL students will gradually transfer their reading and writing skills 

in the first language to English reading and writing and further develop more advanced 

skills. An example is using technology to search for information for school projects as 

shown m Ying's development in this study. In this way, ESL students can be expected to 

become self-regulating in their tasks. 

The teacher should have particularly keen eyes on the English language learners 

in the classroom. Their observation should include learners' previous experiences - the 

assets they own - and build on them. English language is the first obstacle to overcome, 

so it is the priority to make instructions and routines in the classroom understood by the 

learners and give them access to the classroom community. 

Teacher as a Scaffold Provider 

The concept of the teacher's scaffolding should be considered closely with the 

teacher's being a kidwatcher of students' learning. The goal of teachers' scaffolding to 

ELLs is to make their instructions and the routines of the classroom comprehensible to 

the ELLs. In order to achieve this goal, my suggestions based on the results of my 

research are; 
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1. Use visual aids, such as graphic organizers and other strategies of paraphrasing, 

providing written language in the classroom to give ELLs access to the whole-class 

instructions and to the routine life in the classroom. 

2. Provide clear and explicit instructions. Teachers may write down some key 

words of their instructions on the board for the ELL students to copy in their notebook 

and seek assistance in explaining after the class. 

3. Embed rich written language in the classroom. Teachers can label objects, and 

write down the daily agenda on the board for the new beginners. After the learners have 

grasped basic proficiency in English, teachers may provide effective strategies in English 

to write a story, read a book, write an entry for the reading journal, spell a word, etc. 

In other words, the teacher should design curriculum needs with care to meet the 

learners' needs. 

Design of the Curriculum 

Based on the findings of this study, peers proved to be powerful in supporting 

Ying in various ways. Therefore, I suggest incorporating as many collaborative activities 

among ESL students and native English-speaking peers as possible. I suggest that the 

curriculum should incorporate the considerations of collaborative activities, long-term 

thematic projects, the creation of a community of language users/ language using across 

curriculum, and the students' emotional safety and security. 

Collaborative Activities 

Beth, Ying's teacher, utilized small groups to encourage collaborative interactions 

among the students. Every morning Ying had reading group time in which Ying would 
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feel more involved with the discussion among the group members than in the whole class 

teacher-led instructions. In social studies time, Ying was named the captain of their ship 

by her group members, and she had to be in charge of leading their ship. When 

interactive practices are promoted in classrooms, ELLs acquire basic interpersonal 

communication skills. The activity of talking will also promote greater linguistic and 

conceptual understanding. That is, the opportunities for ESL students to interact with the 

native English-speaking peers facilitate their ability to negotiate their meaning with peers. 

It is the meaning-making process that makes the ESL students a proficient English 

language user in the aspects of listening, speaking, reading, and writing. The following 

points further illustrate how group work offers benefits to second language learners that 

are important for language learning: 

1. Learners hear more with other speakers and the language is specifically 

directed toward them. Therefore they gain more comprehensible mput. 

2. Learners interact more wdth other speakers, therefore their output is also 

increased. They tend to take more turns in group work. In the absence of the teacher or 

other adults, they have more opportunities to negotiate their meaning through their own 

strategies. 

3. What learners hear and learn is contextualized: language is heard and used in 

an appropriate context and used meaningfully for a particular purpose. 

4. Learners, particularly those from Asian countries, often feel more comfortable 

working with peers than being expected to perform in a whole class situation. 
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Peregoy and Boyle (2001) suggested a few types of collaborative groups: buddy 

system, writing response, literature response groups, and cooperative groups. In the 

buddy system, students are paired with one more capable student and one student less 

proficient in English. In the writing response groups, students share their writing with 

one another, concentrate on what is good in the writing and help one another improve 

their writing. In literature groups, the teacher first models responses to literature, 

emphasizing the variety of acceptable responses. Students leam to value individual 

responses and support responses with what they have read. In cooperative groups, 

students are given specific roles and responsibilities for group work. Students become 

responsible for the success of one another, and they teach and leam from one another, 

creating success for all members of the group. I found that Beth utilized all these 

structures of group work in her class, using different names in referring to them. The 

structures of group work are to enhance the quantity and the quality of interaction as well. 

Long-Term Thematic Projects 

In addition to the frequent use of group work, Beth designed a semester-long 

project each semester. The project was organized around a theme such as state or author 

out of the student's own choice. She also set the date of progressive stages of completion 

for students. In the whole semester, the students read, wrote, and searched for 

information about their theme and then presented their final product at the end of the 

semester. In the process of accomplishing the projects, Ying became "an expert" on the 

state and author she chose to study, while also acquiring the English language through 

"playing with" it in meaningfiil and purposeful contexts. 
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As I illustrated in the Chapter 6, long periods of time (more than other students) 

allowed Ying enough time to seek resources and help from others. She appreciated that 

the teacher gave her a longer time to accomplish her projects. According to my 

observation, there are also other advantages for thematic instruction. First, thematic 

instruction creates a meaningful conceptual framework within which students are invited 

to use both oral and written language for learning content. The meaningful context 

established by the theme supports the comprehensibility of instruction, therefore 

increasing both content learning and English acquisition. In addition, students become 

experts on the topic they are exploring, thus enhancing students' ownership of their 

reading and writing. 

Create a Community of Language Users/Using Language Across Curriculum 

In Beth's class, students are readers and writers. Reading and writing are "real" 

to them. They read to take care of the plants in the garden. They read a wide range of 

books written by an author in order to report on the author. Ying was surrounded by a 

group of engaged readers and writers, and she knew that Beth expected her to be one as 

well. The concept of "apprenticeship," which guided this study, is illustrated by a learner 

who is "apprenticed" into the culture of a community. He/She learns real world business 

in which the learner often has a goal to motivate him/her. The learner observes an expert 

and leams by doing while the expert teaches by showing and gradually by leaving the 

task to the apprentice as he/she becomes independent. 

The students in Beth's class were comfortable readers and writers because they 

read and wrote in all content subjects, such as mathematics, language arts, social studies. 
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science, and even the arts. Students kept journal entries for each subject to record their 

thinking process and observations. That is, Beth made reading and writing major routines 

in her class. The most enjoyable treats from Beth were to allow a whole day of reading 

and the field trips to the local public libraries. 

Emotional Safety and Security 

Immigrant children are described as "uprooted" by Igoa (1995). They face 

cognitive and emotional challenges as their learning involves both a new language and a 

new culture. The feelings of not being able to express themselves and not being able to 

"fit in" are difficult. It is important for teachers to make efforts to ease this hardship. 

Teachers should first consider their two basic needs: emotional safety and security, and a 

sense of belonging. As teachers begin to know more about their students, they will be 

better able to offer them social and emotional support. Here are some suggestions based 

on my research that teachers can do: 

1. Assign a "buddy" to the newcomer, if possible one who speaks the 

newcomer's language. The buddy must be a classmate who is enthusiastic about helping 

others personally and already who knows the school well. The buddy's job is to direct 

the newcomer to the cafeteria, the bathroom, the office, etc., as needed, and explain the 

everyday routines in the classroom. 

2. Provide more written language to indicate each day's agenda, assignments, 

homework, social activities to come, and materials you expect them to bring to class. In 

this way, the newcomer can ask their peers about them or write them down and seek help 

from his/her family. 
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3. Design activities to give the newcomer opportunities to present him/her as a 

unique individual. The suggested activities are a ME poster, The Country I Came From, 

My Language, etc. 

4. Arrange students' seating at big tables to enhance the interaction between the 

newcomer and the peers and the development of mini-communities of support. 

5. Provide time for writing personal journals. Personal journals are a place in 

which students write their private thoughts. Set a regular time aside for journals so that 

your students come to expect and anticipate journal writing. It is recommended that 

teachers dialogue with students instead of commenting on their writing. Teachers will 

find that they can get to know students so much more in these journal entries. 

Conclusion 

The implications based on the findings of this study are reported on theoretical 

and practical levels. The implications on the theoretical level include the contributions 

the study made to the use of the sociocultural theory to interpret K-5 children's English-

language learning and acquisition, Krashen's comprehensible input and its relationship 

with Vygotsky's zone of proximal development, and further study to be conducted to add 

more knowledge about children's learning English as a second language in a mainstream 

classroom. On the practical level, I made the suggestions of the connected support of the 

community, family, school, and classroom; the role of the teacher; and the design of the 

curriculum. 

Ying is not just Ying. She is one of millions of English language learners put in 

mainstream classrooms in the United States. If Ying can succeed in learning a new 
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language and becoming a foil participant in the new community in three semesters, other 

ELLs can be expected to become comfortable with their native English-speaking peers as 

well. The premise that makes the difference between their "sinking" or "swimming" is 

strongly based on the community, the school, and the family cooperating and 

collaborating to give them enough support and assistance. As I mentioned in the section 

of limitations, Ying is in a school rich in support and resources from various people. 

Ying is also in a family that values literacy in both her first language and in the English 

language. Overgeneralizations to other educational settings should be avoided. 

However, few teachers in the United States today will go through their careers without 

encountering students different from themselves in language, culture, religion, social 

class, etc. For teachers of English learners, such differences are a new challenge. 

Facilitating English learners to speak, to read, and to write in English has become the task 

of an increasing number of teachers. Undoubtedly, it is a task that calls for new learning. 

This dissertation is the result of the collaborative efforts of Ying, an English 

language learner in a mainstream classroom; the teacher, Beth; and me, a researcher. 

Through this study, I present the portrait of an English learner's experiences based on 

multiple sources of data, and through the learner's views and voices as well as through 

my own interpretation. Beth is a teacher who deserves credit for Ying's success in 

acquiring English and becoming a fiill participant in the class community. Ying is a 

helpful informant for this study. I have no doubt that her voice has given this dissertation 

life while her participation has also given Ying positive experiences in return. She wrote 
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about how she feU about her participation in this study in one of her reflections (see 

Figure 20). 
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Figure 20. Ying's reflection on participating in the dissertation. 

I helped my mom do this dissertation. Sometimes when my mom is going to 
interview me, I felt that my mom is kind of annoying because I'm doing something 
of my own. But I also feel like I'm some kind of famous and important person and 
everybody wants to interview me.... The funniest thing about this is my mom told 
me to keep track of the books that I read, I have to write dovm what date I started 
the book and what date I finish the book and where did the book came from, it's 
really fun and when I grow-up I can see what books I read when I was little. But 
sometimes I think that when the dissertation is printed then everybody would be 
reading a dissertation about me, that make me feel better. (12/13/03) 

Children are competent learners and efficient helpers if they are granted 

opportunities. Through this study, I admired Ying's courage in learning a new language 

and her efforts to fit in the school and class community. I was also impressed how little 
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oral language children require to communicate on the playground and to collaborate in 

the classroom. The opportunities for Ymg to communicate and collaborate with her peers 

took place because these children were given time and space to mingle with each other by 

the teacher. Even though Ying was pulled out for one-to-one tutoring from time to time, 

the teacher insisted on the inclusion of Ying in most of the class time, even in art classes. 

Not every English language learner in this coimtry receives such assistance, such respect 

of her own language and culture, and such opportunities to "hang out" with native 

English-speaking children both in school and after school as Ying did. Therefore, for 

teachers who have such newcomers in their classroom, it is without a doubt important for 

them to consider ways to apprentice these new English language learners in their class 

community into being a reader, a writer, and an oral language user, who sees the purpose 

of doing so. Segregating them in a skill or test-preparation-driven program would 

definitely not allow these students to see any "community members" reading, writing, or 

using the English language as meaningful tasks. Therefore, let us create a community in 

which reading and writing are everyday routines, teachers and students are role models of 

readers and writers for each other, and more importantly, they are given opportunities to 

demonstrate their fmal work and the thinking in the process as well. 
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APPENDIX A 

MONTHLY NEWSLETTER OF NELSON ELEMENTARY SCHOOL 

I I 

Desert Nursery for Their dor.atior. of pollinator plants for 

the butterf lies, humniirigbirds and bees: Tcrcer or, 

Broadway for their donation of o $50 gift certificate: ar.d 

3SB Cactus Farm for their dorarion of 7 succu:ent olants. 

Plecse feei free to attend the garden to-jr on March 21" 

between 9:00Qm - I2:00pm. Vour chfldrer will be actively 

involved by ctrersing special ccmnumty-lead ccTivities or.c 

denorsrratiors throughouT the morning. 

Hcspy Spring Sordeningi! 

We Have A Winner! 

Volunteer Hn„p;i 

December-89 Hour? 
January-244 Hours -
February - 359 Hours 

Great Job Community Members!! 

Attendance 

December 95.3% 
Januap/ 54.8% 
February 91.2% 

Congratulations to Vivian Tovarez in Roonn 5. 
is one of 12 lucky winners in Arizona wiic has won a ride 
on the Saturn Light Ship blimp. Vivian read five books 
as part of the "Read To Fly Reading Challenge" 
SDonsored by Arizona Education Association. On 
Saturday, Aoril 12 Vivian will go for a ride in the blimp in 
Phoenix, Reading really pays off. Have fun Vivian! 

THanlTbu 

S'peciaf thanks to tHe -Biekustein famth for 
donating a rwmmvi to tk cafeteria. It is put to 
great use everjday, and we a[LappTecmte fiaving it 
availdbk to ma.^ [uncfitime eating even Setter 
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APPENDIX B 

MISSION BROCHURE OF NELSON ELEMENARY SCHOOL 

EXPECTATIONS 

In the Community, students are expected 
to respect the rights, feelings, and opinions of 
all staff members and fellow students. Students 

*•] are always expected to conduct themselves in 
an orderly, polite, and safe manner. Lifelong 
Guidelines and the Lifeskills arc valued. 

Students can and should be increasingly 
j responsible for their own behavior. Our 
discipline procedures arc positive and based on 

1 this belief. We rcspcct the rights of the 
i students to make choices and to experience the 
consequences of those choices. Students are 
taught planning, decision making, and problem 
solving skills to develop their abilities to make 
sound personal and academic choices. Students 
panicipate in peer mediation, class meetings, 
and conflict resolution. 

IS a special, with a lot of joy-

MULTI-AGE 
CLASSROOMS 

Multi-agc/Multi-grade classrooms are available for 
. grade levels K-8. Students remain in the same 
classroom for 2-3 years. A sense of belonging in a 
community is developed and maintained. Students 
develop leadership skills as their confidence grows 

j within a familiar environment. Children help each 
other and learn from each other in support of their 

I individual needs. 
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APPENDIX D 

MISCUE ANALYSIS TEXT - MUNCHING MARK 

Munching Mark 

Mark munched and munched. He munched on 

chips and cakes. He never munched 

on carrots or apples or bananas. His dad kept saying, 

"Stop munching, Mark!" His teacher kept saying, 

"Stop munching, Mark!" Soon everyone called him 

Munching Mark. But Mark kept on munching. 

Until... he got a toothache. It ached and ached. 

Mom took him to the dentist. The dentist said, 

"Stop munching, Mark!" So now Mark munches on 

carrots and apples and celery. He never munches 

on chips or candy or cakes. Well... sometimes. 
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DESCRIPTIONS OF YING FROM HER TEACHER AND PEERS 

, i V J 
! 

Please Describe 

AiV 
r / t  /  A r \  .  \  '  

I '-1 f  , I  \  ~ , < '  

J / '  /f '-xr* 

Oc'if' • . . 

' i u 
/ 



47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
78 
79 
80 
81 
82 
83 
84 
85 
86 
87 
88 
89 
90 
91 
92 

APPENDIX F 

TRANSCRIPT SAMPLE OF THE INTERVIEWS WITH YING 
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A: She is voy kind. 

W; In the aspect of teaching? 

A: She doesn't force you. 

W: Force you what? 

A: Force you to do things. 

W: But what if you or your classmates don't finish the homewoik? 

A: She said, "Bring it tomorrow. Don't forget!" 

W: What if you have mistakes in your homework? 

A: She tells you what is wrong and how to correct it patiently. 

W: How about the classmates? 

A; Very nice. 

W; How are they nice? Give an example? 

A: Forexample,ifI can't spell any word, they teach me. Ifl don't understand , P^CY 
they teach me. 

W: They? What classmates did you mean? 

A: 

W: JQIph teaches you math. How does she teach you? 

A; She reads the sentence first, then if I still don't understand it, she draws pctures 

W; DrawprcAtfrt' Draw^A^y-u^sformath? 

A; Yes. 

W: You think it is very helpful for you to understand? Does any other classmate help 
you? 

A; Uh... no. 

W: Is there any other classmate that helps you when you are in IhMR's classroom? 
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APPENDIX G 

EXAMPLE OF YING S WRITTEN REFLECTIONS 
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APPENDIX H 

YING'S PROFILE 

11/29/02 

My name is Ying. I am eight years old in American while I am ten in Taiwan. 
My birthday is January 26. I like reading books. I go to Nelson School. People in 
school are very nice to me. [The school in Taiwan is very different from Miles.] The 
homework was heavy (in Taiwan) while it is light here. They don't require you to 
recite so much here. If you have any opinion, you can raise any time. If you raise too 
many questions you may be sent o the principal in Taiwan. If you violate the rule, 
you will be hit in Taiwan while it doesn't really matter here. At most, the teacher will 
just remind you. [I like] the library of Nelson. [I like] horror books and simple books 
because I just started to learn easy books. 

[My teacher is] very nice, very nice! She doesn't force you. [If we forget to 
bring the homework], she said, "Bring it tomorrow. Don't forget!" [If we make 
mistakes in our homework,] [s]he tells you what is wrong and how to correct it 
patiently. 

[The classmates] are very nice. If I can't spell any word, they teach me. If I 
don't understand math, they teach me. [In math,] Kaythy She reads the sentence first, 
then if I still don't understand it, she draws pictures. [When I ask for spelling, they 
spell it for me but they don't read it to me.] 

[When the school just began,] I didn't ask. I get to know it when time gets 
long. [Or] I just followed others. [Or] The teacher showed me the thing. For 
example, if we were to write journal, she would show me the journal and told me: 
"This is journal." I watched the others. I took whatever they took and did whatever 
they did. [Besides the teacher and the classmates, Natalie, books and the library 
helped me too.] 

[I want to learn from] Marge about [reading] books and [her] learning spirits. 
She leams things by herself I saw her learning a new language by herself [by reading 
a book]. [She] reads hard, which means keeps reading. Andrea [is a good writer] 
because she uses good sentences. [You are helpful in the classroom because] you 
explain in Chinese. 

[At home,] I sometimes ask my brother the words I don't know. [He] explains 
homework [to me as well.] Mom helped me with the reading journal and the math too. 
You (She) said that word, then explained, told me to write it, checked if I understood, 
and told me read it again. [I don't want to read the book you read because] they are 
too difficult. Bilingual dictionary and electronic dictionary helped me too. Books 
helped too. When I want to write a word I don't know, I can check in the book. That 
helps me with reading journal and spelling. 
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[I] myself am a good writer. I can teach whoever wants to learn. Once we 
were doing the model of Miles. We drew a model (map) of Nelson first. And 
somebody asked where to put it. I told them to put there - above the sand. [I taught] 
Erica and many others Chinese. [However,] I used to teach others while others teach 
me now. 

[I like] Journal time and the time to the library. [I like the journal time] 
because the teacher plays music in the journal time and we can write in a very quiet 
environment. [I like the time to the library] because I can take time checking out 
books. I don't have to hurry to go back to the classroom. Besides when the person 
who operates the machine in the library is too busy, Andrea and Claire (two fifth 
graders) in our class operate the machine for us. 

[When I can't communicate, I] just don't say it. Nothing is that important. 
[Even if I try it but I still can't get it across,] I forget it. [I've made a big progress in 
speaking English. I don't have any problem corrmiunicating with the teacher and the 
classmate.] 

The English-Chinese dictionary that Alisa brought here [and] the words 
written by the teacher on the white board helped me. [I read] simple books [in the 
classroom]. [The school library helped me] because there were many books in the 
library, I could learn a lot of things from them. The Cats Literacy Lab, John's tutoring 
sessions [helped me]. He taught me how to read. She (Kiani) helped me find books 
in the library. She showed me where Arizona books were. She (Kayla)taught me 
how to spell words. She (the sub teacher. Amy) found the things from the book for 
me. He (Max) helped me put the chair on the table because he knew my finger hurt. 
He (Alex) helped explain to me [in the math sessions]. He explained what is 
'"^subtract" and what is '"add". We had '"'"sum"' and ^'"division" on the white board. He 
told me sum was add, and division was subtract. 

[I am different from American classmates.] I am Taiwanese; they are 
American. My hair is different from theirs. My eyes are different from theirs. My 
language is different from theirs. My school is different from theirs. My clothes are 
different from theirs. All of my clothes are from Taiwan; theirs are from America. 
[The most different thing is that] I came from Taiwan; they came from America. P 
can teach them] Chinese. 

Irma helped me. She taught me [homework]. She read me stories, and my 
English improved. John helped me. He read to me. He taught me how to read. She 
[Andrea] helped me with spelling. Books helped me. They helped me know more 
English. Vincent helped you with the state report. [Among them], Emma [teaching or 
explanation was the most clear and helpful to me]. It was easier for me to understand 
what she said. If I didn't understand, she showed me the objects she was talking 
about. 
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APPENDIX I 

ADVERTISEMENT OF YING, MARGE AND KATHY'S CRAFT STORE 

KMY'S 
Creations 

We sell; Pipe dragons, pipe people, dolls, 
doll necklaces, bean bags. 

Place: the porch at Nelson. 

Open at: 11:35 or 11:40 to 12:00. 

Start on: September 18"^ to September 30'^' 

(Three days a week Monday, Thursday, Friday) 

Fund raising: Money for Beth's class field trip. 

BRING YOUR MONEY ! 
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YING'S STORY - THE MYSTERY OF THE LETTER 

The Mystery of the Letter 

In a very cold day, a man with short brown hair, little blue eyes, wearing a 
black coat, with the collar flipped high, walked alone in a bare street. 

Suddenly a scream came out from a house, then a woman shrieked, "Mr. Cole 
is murdered!" 

"I'll call the police!" another voice came from the house. 
A minute later, three police cars halted in front of the house. The police went 

inside the house. 
"What happened?" asked one of the police. 
"Someone murdered Mr. Cole!" the woman replied worriedly. 
"Let me see where Mr. Cole is." A corpse lied on the floor. "He was killed 

with a knife!" the police decided. Then, Detective Vinson arrived in a silver Benz 
convertible. 

He went inside the house and asked, "What's up?" 
Detective Vinson had a pair of large green eyes, and his eyebrow black and 

thick, and always has a smile on his face, except when sometime he is thinking. 
"Someone murdered Mr. Cole!" the woman replied, again. 
The detective examined the scene. The corpse was face up next to a chair. A 

book was on the floor. Then he looked at the corpse again. It was stabbed on the 
chest. 

The detective speculated for a while. The he said, "I think Mr. Cole was 
reading when the murderer stabbed him. But Mr. Cole was a strong man and 
struggled, so the murderer threw him on the hard floor. Mr. Cole's head hit the floor 
and died. I think the murderer came from the front door and left through the backdoor, 
because I saw foot prints." 

"Do you have proofs?" asked one of the police. 
"Yes. Look at Mr. Cole's wrinkled up shirt; that is the sign of struggling. And 

the bump on his head." Detective Vinson explained. 
One of the police said, "Good observation." 
Detective Vinson said, "I'll go look for more clues, you folks stay here, 

announce Vinson" Before he did that, he looked at Mr. Cole again, and said, "Hey 
folks, look over here. I think I found a clue already." He pointed toward Mr. Cole's 
glasses. "There are tiny pieces of sardine on them. I'll go check with Ben's 
Restaurant. It's right across the street!" 

Vinson walked across the street and opened the restaurant's door. 
Then, he asked a waiter, "Can I talk to the woman at the front counter?" 

"Of course!" said the waiter. 
Detective Vinson walked to the front counter. 
The women narrowed her eyes at Vinson and asked, "Can I help you?" 
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"Yes, do you know if anybody ate a whole bunch of sardines yesterday?" the 
detective asked. 

"Wait a minute. Let me think. Yes. I think his name is Bruce Alexander and 
all his information is all over here." The woman finally replied. 

Detective Vinson look at the address and the phone number. He thanked the 
woman and walked to where Bruce Alexander lived. The detective knocked on the 
door. 

A man taller than Vinson with brown hair wearing a white T- shirt and blue 
jeans opened the door. 

"I'm detective Vinson." said Vinson. 
"Oh, Hi! My name is Bruce Alexander. Please come in" said Bruce with a 

high-pitched voice. 
Detective Vinson went inside. The house was not too big but looked organized 

and clean. 
"Have a seat. Would you like a cup of coffee or tea?" Bruce asked. 
"Coffee please," Vinson said. "I have a few questions here tor you." 
"Please ask whatever you want to ask." said Bruce. 
"Okay, do you know this man named Joseph T. Cole" Vinson asked. 
"I have seen him on the newspaper and I think he is very rich. I wish I was as 

rich as him," said Bruce. 
"Um, this was Bruce's motive to kill Mr. Cole. His fortune." Vmson thought 

quietly on his mind. 
"Where were you last night?" Vinson mquired. 
"I was at a movie theatre." Bruce reported. 
"Can you prove it?' the detective continued asking. 
"Why do you want to know my business?" Bruce demanded. 
Detective Vinson held up his wallet and showed it to Bruce. "I have 

permission to ask." he said. "So, can you prove that you're at a theatre last night?" 
"Okay. I'll get the tickets. There're at my bedroom." Then, Bruce went to his 

room. A few minutes later Bruce handed Vinson a slip. Detective Vinson examined it. 
The date on the ticket was yesterday's. 

"Okay, now do you trust me?" Bruce asked eagerly. 
The detective replied, "I think I'll go now." He handed back the tickets. 
"Did anything happen to Mr. Cole" ask Bruce 

"Well he has bean murdered" replied softly 
"What!" 

The detective went back to Mr. Cole's house. One of the poUce said, "I found a slip 
on the sofa." The officer handed a slip to Detective Vinson. He read it. It said: 
Meet me at my house. It's at 9011 W. 3^*^ Street at 4:00 p.m. on June 15. 
Andrew Duncan 

Detective Vinson said, "We have to go to this Duncan's house." He then drove 
his Benz convertible toward 9011 W. 3'^'^ Street. 

A few minuets later. Detective Vinson stopped in front of an old house, and he 
parked his car under a big oak tree. Then, he knocked on the door. A hunched old man 
with white hair and the eyes look straight at Vinson, it was kind scary. He is wearing 
a black fur jacket and a pair of gray fur pants, he opened the door. 
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"Hi I'm detective Vinson." Vinson said. 
"Oh, so you are the famous rapper, but I don't think you're a detective," said 

the old man. 
"Well, the Vincent that you're talking about is a rapper, but I'm Vinson. I am a 

detective." 
"Oh, I'm sorry. Come in and have a seat," said Andrew. 
Vinson went inside and sat down across from Andrew, he looked around the 

house, the house was kind of messy. 
"Well, first we have a mystery over here and I have some questions for you 

and, of curse, I have permission." then Vinson showed Andrew the paper. 
"So, what do want to ask?' asked Andrew. 
"Well, do you know Joseph T. Cole?" asked the detective. 
"Oh, yes! I'm his friend." replied Andrew. "What happened to him?" 
"He's murdered." Stated Detective Vinson. 
"Huuuuuuuuuuh!!!" gasped Andrew. "Get my... .medicine... .on the table... 
Vinson quickly handed Andrew his medicine, and Andrew, after taking it, he 

felt better. 
"Have you met Mr. Cole these days?" questioned Vinson. 
"He had invited to have me to have dinner at his house, and here's the 

invitation." Andrew handed Vinson the invitation. 
Vinson read it: 
Dear Andrew, 
You are invited to a dinner at my house at 6:00 p.m. on June 20. 

Joseph Cole 
"I found a slip in Mr. Cole's house on his sofa. You invited him to your house. 

Why?" Vinson inquired. 
"Oh, because we're talking business. We had a disagreement." Andrew 

replied. 
"Um, that was Andrew's motive to kill Mr. Cole. Business disagreement." 

Vinson speculated. 
"Well, I shall be leaving. Thank you," Detective Vinson said. 
The detective drove his Benz convertible back to Joseph Cole's house. 
"Where are the police?" Vinson asked as he walked inside. 
"They didn't find anything and left." Mrs. Cole said. 
"All right. I'll look for clues myself." Vinson walked straight to where Mr. 

Cole's corpse sat in. The corpse was already removed. Vinson picked up the book on 
the floor. He examined the book with a magnifying glass. He smelled the book very 
carefully. "Ah! This smells like the medicine Andrew was taking during my visit! 
Um, this is getting interesting." 

Vinson left and drove to the police station and went inside. 
"Hi, detective!" said an officer walking by. Then, he saw something shiny in 

the detective's pocket. He asked, "What's in your pocket?" 
Vinson reached into his right pocket and held out a golden ring! 
"What the hell is this?" the detective was puzzled. 
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"Why, that's Mr. Cole's missing ring!" the officer exclaimed. "So you are the 
one who killed Joseph Cole, probably because you wanted his ring! The ring is your 
motive!" accused the officer. 

"I didn't do this!" shouted Detective Vinson. 
"Then why is Cole's ring m your pocket?" demanded the officer. 
"This is absurd!" said the detective. 
"Besides, we found a piece of gum on Cole's coat. It is the same brand and 

flavor as yours." said the officer. He reached into Vinson's pocket and pulled out 
some pieces of gum. "I'll keep you for more questioning." 

Just then the phone rang. The officer picked up the receiver. 
"Hello?" the officer said. 
"Hi, this is the bank. A suspicious character had come and claimed half of Mr. 

Cole's fortune. She showed me a will written by Joseph T. Cole, supporting her claim. 
I thought you might be interested in seeing this lady, since you're working on the 
Cole case." 

"I sure would like to see her. I will be there in ten minutes." The officer hung 
up and said, "You guys guard Vinson and the ring." Then, the officer left the police 
station. 

Later, the officer arrived at the bank. "Which person is the suspicious 
character?" asked the officer. 

The bank clerk pointed at a woman wearing a red dress and red lipstick. Her 
eyes were blue and shiny. 

The officer walked toward the woman and said, "Hello, what's your name?" 
"You can call me Erica Scarlette," said Miss Scarlette, shaking the officer's 

hand. 
"I am Officer Michael Carlson. Well, you said you have a part of Mr. Cole's 

fortune. How can you prove it?" asked the officer. 
"I will show you the will," said Miss Scarlette, handing the will to Officer 

Carlson. 
The officer skipped to the fortune dividing part. 
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APPENDIX K 

NELSON ELEMENTARY SCHOOL'S BROCHURE OF TAX FUNDRAISER 

How to  cut  your  
Arizona s ta te  
income tax. . .  

Past Tax Credit Money 
has supported: 

Fine Arts 
A new sound system for the Multipur

pose room 
An Artist-in Residence program 

A music teacher 

Curriculum 

Literature book sets 

Library books 
Library reference materials 

Technologv' 
30 Alpha Smart portable keyboards 

Digital camera 

Video camera 

Color printer 
CD Burner 

Outdoor i'layground Improvements 
Funds have been set aside -.'.nd £ :om-

mittee is smdying how best to meei our 

needs ss 
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BETH'S CONCEPT ORGANIZER 
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PHOTO OF YING AND HER PEERS IN THE CAFETERIA 
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YING'S NOTES OF THE BIBLIOGRAPHY 
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YING'S CALLIGRAPHY POSTED IN THE CLASSROOM 
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