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Abstract 

This study explores the challenges faced by linguistically diverse students and teachers in 

Ontario, Canada. Current research suggests that it takes 5 to 10 years for English Language 

Learners (ELLs) to reach the language proficiency of their native English-speaking peers 

(Goodman & Fine, 2018). During this time, ELLs face many challenges including language loss, 

difficulties in developing a sense of belonging and inclusion in the school community, and 

difficulties in negotiating their identity. Likewise, educators face challenges when attempting to 

tailor assessment and instruction for ELLs. Some of these challenges are present based on 

educators’ background on literacy development and their understanding of language loss, the 

need to better understand students’ funds of knowledge to support their sense of belonging, lack 

of teacher education in ELL instruction to assist students in their identity negotiations and 

formation, and lack of time and resources to prepare and deliver inclusive instruction. A scoping 

review was conducted to answer the following research questions: (a) What are the experiences 

and challenges faced by ELLs and classroom teachers? (b) What high-yield pedagogical 

approaches can teachers use to support ELLs’ inclusive learning needs? (c) What are the 

implications for the educational and research community of employing such high-yield 

pedagogical approaches for teaching ELLs? This review provides specific pedagogical 

approaches for educators to use within their practice to support ELLs, as well as findings and 

implications for both the research and educational community. Findings from this review 

indicate that improvements to teacher education programs are needed to develop teachers’ 

understanding of ELLs, as well as a close examination of existing policy documents and ways in 

which they can be updated to reflect Ontario’s growing ELL population. 
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CHAPTER ONE: INTRODUCTION TO THE REVIEW 

 

Given today’s immigration patterns and the rapidly increasing movement of people, 

classrooms have become spaces that need flexibility to accommodate and welcome all students 

(Louie, 2020; Payk, 2006; Peregoy & Boyle, 1993). In particular, Canada’s population continues 

to grow and develop as the country welcomes multiracial, multicultural, and multilingual 

communities. In the latest census conducted by Statistics Canada in 2019, 682,360 individuals 

were surveyed to identify permanent residents’ official language (Chavez, 2019). In the family 

reunification category, 91,311 individuals were surveyed and 20,840 of them reported speaking a 

language other than English or French as their primary language (Chavez, 2019). In 2016, 72.9% 

of immigrants reported speaking mainly a language other than English or French at home; in an 

earlier census, more than 200 languages were reported as immigrants’ home languages (other 

than English and French) and 90% of them live in metropolitan Toronto, Montreal, Vancouver, 

and Calgary (Chavez, 2019). The statistics provided by Chavez (2019) point to the increase of 

refugee and immigrant populations in Canada, which will require language accommodations 

within schools, educational policies, and teaching practices to ensure inclusivity. 

Language is a “system for organizing and releasing information and thought” (Li et al., 

2012, p. 28). Language stands as one of the strongest support structures of ethnic identity, and it 

is through an understanding of language that one can understand how selfhoods are constructed, 

how identities are formed, and how social processes are enacted (Dei, 2000; González, 2001). 

The demographic changes in Canadian schools and increasingly diversified student population 

require that considerations and accommodations be made to instructional approaches and 

resources. Population mobility and increased waves of immigration are leading to classrooms of 

linguistically diverse students who require support and appropriate scaffolding in their learning.  
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Background of the Review 

The Universal Declaration of Linguistic Rights (UDLR) signed in 1996 was inspired by 

the Universal Declaration of Human Rights drafted by the United Nations signed in 1948 

(UNESCO, 1996). Linguistic rights are concerned with the rights of individuals and groups to 

preserve, use freely, and pass on their own language to future generations (Avineri et al., 2019). 

In Canada, every individual has the right to express themselves in their own language and in 

different contexts such as at home, online, or in public settings. However, in matters related to 

communication with government agencies and institutions, the official languages must be 

followed (Avineri et al., 2019). The UDLR stresses that it is vital for educators and education 

systems to assist language communities in keeping their language and explains that “Education 

must help to maintain and develop the language spoken by the language community of the 

territory where it is provided” (UNESCO, 1996, Article 23). 

Educational policy reflects the growth of multiracial, multicultural, and multilingual 

communities in Canada, and emphasizes the need for schools and educators to accommodate 

these groups of students. This study examined five Ontario Ministry of Education (OME) 

documents, action plans, strategies, and frameworks to understand how the OME approaches the 

education of English Language Learners (ELLs). These documents include: Many Roots, Many 

Voices: Supporting English Language Learners in Every Classroom (OME, 2005); English 

Language Learners ESL and ELD Programs and Services: Policies and Procedures for Ontario 

Elementary and Secondary Schools, Kindergarten to Grade 12 (OME, 2007); Supporting 

English Language Learners With Limited Prior Schooling: A Practical Guide for Ontario 

Educators (OME, 2008); STEP: Steps to English Proficiency: A Guide for Users (OME, 2015); 

and the Capacity Building Series, which provide a summary of the policies and expectations in 
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place (OME, 2009, 2011, 2012, 2013b). Ontario was one of the first jurisdictions in Canada to 

enact a large-scale initiative to improve equity across 5,000 provincial schools through an Equity 

and Inclusive Education (EIE) strategy (Shewchuk & Cooper, 2018) that “aims to promote 

inclusive education, as well as to understand, identify, and eliminate the biases, barriers, and 

power dynamics that limit our students’ prospects for learning, growing, and fully contributing to 

society” (OME, 2009, p. 11). Shewchuk and Cooper (2018) emphasize that the EIE requires all 

72 school boards in Ontario to create and implement EIE policies and administrative policies. 

The strategy stems from the premise that all students should have the opportunity to succeed 

academically and personally regardless of their background, identity, and personal circumstances 

(OME, 2009). The action plan outlines the key initiatives in four areas: school and classroom 

practices; leadership, governance, and human resources; data collection and integration; and 

organizational culture.  

In addition to the EIE, the OME’s (2008) Supporting English Language Learners—a 

practical guide for Ontario educators working with students in Grades 1 to 8—focuses on 

working with ELLs to better support them and outlines ways teachers can adapt the Ontario 

curriculum. To complement the guide, the OME also implemented the Steps to English 

Proficiency (STEP) language assessment framework initiative, which aims to build educator 

capacity for addressing the needs of ELLs in elementary schools (Van Viegen Stille et al., 2016). 

 The OME also published a series of monographs offering a framework for reflecting on 

current instructional practices and taking a whole-school approach to the successful integration 

of students with refugee backgrounds in the school community (OME, 2016). These monographs 

address the increase of refugees in Canada and the requirements for teachers to critically reflect 

on and adjust their practices so that students are represented in the classroom culture and 
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knowledge production (OME, 2016). The focus of the monographs is on providing practical 

strategies and examples of what responsive practice should look like in the classroom.  

 Though these plans and guides encourage educators to accommodate students from 

various linguistic backgrounds within schools, they do not look critically at how these ideas are 

being implemented or if they are practical in the contemporary classroom. Although there may 

be a ministerial focus on diversity and representation from a policy perspective, some researchers 

argue that this focus at times may not be translated into the current context as linguistically 

diverse students continue to struggle to integrate in mainstream classrooms (Payk, 2006).  

In addition to this struggle, there have been inconsistent approaches to working with 

ELLs in their first language (L1). For many years, educators believed that advising parents and 

guardians to avoid speaking to their children in their native language was an effective approach 

(Baker, 2001; Pacini-Ketchabaw et al., 2001; Payk, 2006). Although initially this approach 

appeared to be beneficial for children, Pacini-Ketchabaw et al. (2001) suggested that it causes 

more harm than good in relation to the child’s sense of identity and belonging. The discussion 

related to educators discouraging the use of L1 in the classroom is now outdated, but it serves as 

a starting point to begin this current review of the literature regarding supporting linguistically 

diverse students in Ontario schools.  

  While examining key concepts and ideas, this current review applies a critical lens on the 

existing literature from the last decade related to the challenges faced by ESL and classroom 

teachers and outlines major themes found in relation to strategies to support linguistically diverse 

students (Cummins, 2006a; Fajardo, 2015; Yoon, 2008). The themes outlined in the review point 

to existing gaps between policy and practice and aim to offer approaches to improve teachers’ 

practice and teacher preparation programs. This scoping review illustrates the educational reality 
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of linguistically diverse students to gain a better understanding of their experiences, and then 

identifies some of the challenges that they face as well as how their classroom teachers are 

attempting to support them in the classroom. The review will begin by identifying the challenges 

and will then provide pedagogical approaches to address such challenges for both ELLs and teachers. 

Rationale 

Despite the long history of reform efforts in education, one group of students that remains 

amongst the most marginalized in schools is linguistically diverse students (López & Iribarren, 

2014). Linguistically diverse students face many challenges in the mainstream classroom, 

including: language loss, lack of engagement and interest, culture shock, and major gaps between 

home and school culture that affect identity formation and relationships with family members 

(Baker, 2001; Cummins, 2006a; Yoon, 2008). Mainstream classroom teachers also face many 

challenges when attempting to accommodate and make the curriculum more inclusive for 

everyone in the classroom, including linguistically diverse students. Some of the challenges that 

educators face include lack of resources, time constraints, and inadequate teacher preparation 

(Vintan & Gallagher, 2019). Elucidating the challenges that linguistically diverse students and 

mainstream classroom teachers face was the driving force for this scoping review; the purpose 

for the review was to summarize the challenges experienced by students and teachers and then 

provide pedagogical approaches that might be considered.   

Terminology  

Terminology in education changes over time. To ensure clarity of ideas in this review, 

key terms used throughout the document are explained, which (alphabetically) include: culturally 

responsive pedagogy; ELL; ESL; funds of knowledge; identity; linguistically diverse students; 
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multiliteracies; multimodality; social justice education; transformative pedagogy; and 

translanguaging.  

Culturally Responsive Pedagogy (CRP) 

Gay (2010) defines culture as the a “dynamic system of social values, cognitive cues, 

behavioural standards, worldviews and beliefs used to give order and meaning to our own lives 

as well as others” (p. 9). This definition focuses on ways in which culture determines ways of 

thinking, beliefs, and behaviours which in turn affect how teachers teach and students learn. 

Culturally responsive pedagogy recognizes that all students learn differently and that these 

differences may be connected to background, language, family structure, and social and cultural 

identity (OME, 2013). Gay stresses the use of culturally relevant teaching in the classroom, as it 

requires teachers to use the cultural diversity of the students and their families to address 

inequalities in society, which can be used to guide the way the curriculum unfolds and develops 

in the classroom. While contributing to the discussion surrounding the significance of culturally 

relevant teaching, Gay emphasizes one of the main benefits, which includes validating and 

affirming student identity. The aim of culturally relevant teaching is to empower linguistically 

diverse students through academic success, cultural affiliation, and personal efficacy, which 

requires teachers to care about and get to know their students. This aim closely connects to one 

of the ethical standards for the teaching profession, which is caring for students and showing 

interest and insight for developing students’ potential (Ontario College of Teachers [OCT], 2011). 

English Language Learners (ELLs)  

ELLs are students in provincially funded English language schools whose first language 

is a language other than English, or a variety of other languages (OME, 2007). ELL students are 

students in schools who are learning the language of instruction at the same time as they are 

learning the curriculum and developing a full range of literacy skills (OME, 2007).  
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English as a Second Language (ESL)  

In Ontario, ESL programs are for students whose first language is one other than English 

or is a “variety of English significantly different from that used for instruction in Ontario 

schools” (OME, 2007, p. 22). Within Ontario school districts, schools with a large ELL 

population are selected as site schools with one or more full-time ESL teachers (OME, 2011). 

Smaller schools have ESL teachers who rotate amongst several different schools within the 

school district to provide the needed support (OME, 2011). 

Funds of Knowledge 

Funds of knowledge refers to the basis or foundation for understanding cultural systems 

and serves as an important asset in the classroom (González et al., 2005). When teachers 

recognize and tap into this knowledge, it allows students to establish a strong connection 

between home and school. The use of funds of knowledge in practice has the power to “affirm 

the cultural identity of students and enhance relations between teachers, students, and parents” 

(González et al., 2005, p. 167).  

Identity   

  

Identity refers to the ways in which “a person understands his or her relationship to the 

world. How that relationship is constructed across time and space, and how the person 

understands possibilities for the future” (Norton, 2000, p. 5). Wang (2016) describes identity as a 

matter of becoming as well as being, and it is formed through socialization “in the society where 

it undergoes a process of constant change, modification, and adjustment” (p. 454). There is a 

very close connection between identity and language as identity is constructed and negotiated 

through language. Language operates as a symbolic capital, and those who do not speak the 

“dominant language in a society are subject to domination” (Blackledge & Pavlenko, 2001, p. 
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248). This scoping review is premised on notions of identities as hybrid, multiple, and dynamic 

and “the notion of identity positioning, classroom practices that draw on students’ funds of 

knowledge and linguistic and cultural capital help students develop a positive sense of who they 

are and how they relate to their teachers, classmates and to the outside world” (Ntelioglou et al., 

2014, p. 4). The notion of identity is important to this review as the aim is to present findings 

from studies that address ways students’ identities are affected and how educators can help 

students feel a sense of belonging and community in the classroom.  

Linguistically Diverse Students  

This scoping review uses the term linguistically diverse students (Giampapa, 2010; 

Nguyen, 2012; Ntelioglou et al., 2014; Payk, 2006) to reference the diverse body of students who 

speak a language other than English and French—Canada’s official languages (Giampapa, 2010; 

Nguyen, 2012; Ntelioglou et al., 2014; Payk, 2006). The success of linguistically diverse 

students in the classroom is dependent on ways in which their identities are negotiated and 

valued in the classroom and the school (Cummins, 2001).  

Multiliteracies  

The term multiliteracies was first referred to in the mid-1900s by academics collectively 

named the New London Group (Cazden et al., 1996). Multiliteracies is an approach to literacy 

and pedagogy that focuses on linguistic diversity and multiple forms of linguistic expression and 

representation (Cazden et al., 1996). The group of academics who coined this term argued that 

with the multiplicity of communication channels and the increasing cultural and linguistic 

diversity, there is a need for a much broader view of literacy rather than the view of traditional 

language-based approaches (Cazden et al., 1996). Multiliteracies is used to capture the 

“increasingly complex range of multimodal practices which are required to comprehend, 
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manage, create and communicate knowledge in our technologically sophisticated, multilingual, 

culturally diverse globalized societies” (Taylor et al., 2008, p. 274). The incorporation of 

multiliteracies and specifically L1 into the mainstream classroom and curriculum can enrich 

biliteracy practices and strengthen the relationship between the home and learning environment.  

Multimodality 

Multimodality refers to communication as a combination of “modes of representation and 

expression within text designs. … The various multiple modes of expression can be visual, print, 

gestural, dramatic, and oral modes” (Rowsell & Collier, 2017, p. 2). Multimodality focuses on 

using senses to make learning memorable and impactful and integrates different subjects in tasks 

to address various topics and skills (Lotherington et al., 2013). Multimodality is one of the 

concepts referred to within this review that educators can use to support culturally and 

linguistically diverse students with their learning and in expressing themselves. Multimodality 

can be used to engage culturally and linguistically diverse students and to scaffold content 

learning and reinforce what was learned linguistically, making subject knowledge relevant to the 

students’ lives (Choi & Yi, 2016). Within the review, the concept of multimodality is elaborated 

on as a culturally responsive practice as it allows students the opportunity to engage with content 

in multiple ways and express the knowledge they bring into and create within the classroom (The 

New London Group, 1996).  

Social Justice Education 

Social justice education focuses on socio-cultural groups who are struggling to form their 

ideas and be recognized (Hurst & Mona, 2017). This includes investigating barriers that affect 

students’ learning environment and outcomes. According to Hurst and Mona (2017), students 

within a socially just framework “should not be impacted negatively by discrimination” (p. 131) 
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through social markers (sex, culture, language, ethnicity, religion, socio-economic status, and 

ability). In addition to this, a socially just approach requires educators and students to question, 

show resistance to discourses, analyze systems of oppression, encourage social action, and 

practise democracy (Hurst & Mona, 2017).  

Transformative Pedagogy 

Known as an activist pedagogy, which combines the elements of constructivist and 

critical pedagogy, transformative pedagogy encourages interactions between educators and 

students that attempt to foster collaborative relations of power in the classroom (Cummins, 

2000). Transformative pedagogy is an inclusive pedagogy that focuses on the process of identity 

negotiations as fundamental to educational success (Cummins, 2000a). Transformative pedagogy 

is founded on principles of social justice and classroom instruction is oriented to building 

students’ “awareness of democratic ideals and giving them the academic and critical literacy 

tools they will need for full participation” (Cummins, 2000b, p. 261). 

Translanguaging  

The term translanguaging, first coined by Williams (1994), means the ability of 

multilingual speakers to switch between languages, treating the languages that form their identity 

as a connected unit (Hurt & Mona, 2017). Translanguaging empowers students who are 

disempowered by English monolingualism and encourages students to switch between all the 

languages they know when learning (Hurt & Mona, 2017). Duarte (2019) explains that the 

practice of translanguaging allows children to access different linguistic features and various 

modes of language to communicate. When translanguaging is used in the classroom, it can be an 

empowering experience for children to use all the languages they know to understand a concept. 

In addition to this, translanguaging can be used to understand how bilingual and multilingual 

individuals strategically mobilize and make use of “linguistic and semiotic resources and 
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modalities to construct meaning and carry out the different tasks of their every-day life” 

(Mazzaferro, 2018, p. 1). Chapter 4 outlines the benefits of translanguaging in the classroom 

explains and how it is beneficial in developing culturally responsive teaching strategies.  

Researcher Positioning 

This scoping review is driven by my experiences as a second-generation Kurdish-Iraqi 

Canadian female who has been involved in the Ontario public education system first-hand both 

as a student and a teacher. I participated in an ESL program in primary school when I arrived in 

Canada in 2006. As I spoke some English prior to moving to Canada, I was only eligible to be in 

the program for a year and then following the year I was integrated into the mainstream 

classroom. I encountered many struggles such as being told to “speak more English,” which led 

me to stop speaking and writing in my L1. In addition to not seeing my language represented in 

school, as a child I constantly was asking myself why I was learning about the War of 1812 in 

elementary school but not all the wars that I had experienced as a child.  

As a teacher, I have had many students who did not speak English as their first language 

in my classroom. What inspired me to conduct this review was my observation of some of the 

children in my class showing feelings of embarrassment towards their first language at school 

and their refusal to respond to their parents in L1 and share their cultural beliefs with others. My 

observations as an educator reminded me of my childhood and led me to conduct this review, 

whose goal is to provide teachers with foundational research findings that explain the challenges 

that their linguistically diverse students experience and the practical strategies that might support 

teachers. As a child, I experienced many of the issues that were presented in this paper’s 

Rationale section in relation to language loss, lack of engagement and interest, and culture shock. 

In this review, I recall my personal experiences in the ESL program to illustrate some of the 
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challenges in an attempt to understand the experience and to identify strategies that can be used 

in the classroom to better support linguistically diverse learners.  

Conceptual Framework 

A conceptual framework refers to the specific ideas that a researcher utilizes in a study 

and it is based on the concepts which are the main variables in the study (Adom et al., 2018). 

Conceptual frameworks help researchers identify and construct their worldview on the 

phenomenon to be investigated and provide a simple way through which researchers present 

their recommendation to the problem they have defined while emphasizing the reasons why a 

research topic is worth studying (Adom et al., 2018). This major research project adopted a 

scoping review as its conceptual framework as the researcher sought to adopt a structure to 

identify, study, summarize, and report on the challenges faced by ELLs and their educators as 

well as the strategies to address them.   

This scoping review focused in Ontario, Canada and highlights connections, gaps, and 

recommendations for teachers to support their learning. A scoping review was used as it is a type 

of research synthesis that aims to “map the literature on a particular topic or research area” 

(Pham et al., 2014, p. 371) and provides opportunity to identify keys concepts, gaps in research, 

and resources to inform practice and policy. Scoping reviews are a “form of knowledge synthesis, 

which incorporate a range of study designs to comprehensively summarize and synthesize 

evidence with the aim of informing practice, programs, and policy and providing direction to future 

research priorities” (Colquhoun et al., 2014, p. 1291). A scoping review was selected as its iterative 

nature requires the researcher to engage with each stage in a “reflexive way and where necessary, 

repeat steps to ensure that the literature is covered in a comprehensive way” (Arksey & O’Malley, 

2005, p. 22). In health education, Arksey and O’Malley (2005) published one of the first 

methodological frameworks for conducting a scoping review, which proposed a six-stage 
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framework (Colquhoun et al., 2014). These steps included: (a) identifying the research questions; 

(b) identifying relevant studies; (c) study selection; (d) charting the data; (e) collating, summarizing, 

and reporting the results; and (f) consultation with others (optional). The thematic results from 

this review were organized based on relevance and connection among the learners and the 

teachers. The research process began with questions, followed by a review of the literature, a 

close examination of the resultant themes that emerged related to strategies that educators are 

currently using, and concluded with finding connections amongst the themes and studies.  

Scoping reviews are useful when examining key characteristics and to map the available 

evidence that exists in the field, as they provide a rigorous and transparent method of mapping 

areas of research (Arksey & O’Malley, 2005; Ramírez et al., 2021). Although similar in some 

respects, scoping reviews and systematic reviews have many differences. Systemic reviews 

typically focus on one well-defined question where appropriate study designs can be identified 

previously, whereas a scoping review tends to address broader topics where many different study 

designs can be applied (Arksey & O’Malley, 2005). While examining the benefits of using a 

scoping review, Guiberson and Ferris (2019) suggest that its flexible nature allows for the 

specific parameters and strategies to “emerge during the scoping process as opposed to being 

identified prospectively, as typically occurs in systematic reviews” (p. 948). Scoping reviews 

focus on being systemic, transparent, replicable, and flexible allowing for strategies to emerge 

during the scoping process (Guiberson & Ferris, 2019; Jiang et al., 2020). This review focused 

on answering the following questions:  

1. What are the experiences and challenges faced by ELLs and classroom teachers?  

2. What high-yield pedagogical approaches can teachers use to support ELLs’ inclusive 

learning needs?  
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3. What are the implications for the educational and research community of employing 

these high-yield pedagogical approaches for teaching ELLs? 

Outline of Remainder of Document  

 

Chapter 2 provides a detailed outline of the methodological approach used to conduct this 

review. I discuss the use of scoping review and provide more detail on how each step of the 

scoping review process was followed. In doing so, the chapter demonstrates why a scoping 

review is the most appropriate methodology used for understanding the experiences of 

linguistically diverse students and classroom teachers in Ontario schools.  

Chapter 3 presents major themes that emerged from the existing literature on …. This 

includes studies that provide background knowledge that further describes the key terms used 

throughout this paper. There will be an exploration of the experiences of linguistically diverse 

students in Canadian classrooms as reported on in the research literature. This will present the 

issues faced by ELLs and teachers in mainstream classrooms, where the language and 

experiences of the children are not reflected, recognized, or valued. 

 Chapter 4 presents pedagogical approaches that can help ELL students and classroom 

teachers with their various challenges and experiences. This chapter will outline specific 

strategies and techniques educators are using in the field to support culturally and linguistically 

diverse students. In addition to this, the chapter also provides some classroom resources and 

presents the most recent approaches for teaching ELL students.  

Finally, Chapter 5 summarizes the outcomes of conducting this review and discusses the 

connections among the findings and the research questions. In addition, the chapter discusses 

implications of the findings for research, theory, and the educational community. 
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CHAPTER TWO: METHODOLOGY  

This chapter addresses the study’s methodological framework. The chapter is separated 

into four sections focused on the significance of qualitative research, conceptual analysis, and 

ways in which the data were collected and analyzed. Specifically, research methodology refers to 

the procedure used to identify, collect, and analyze the information about a specific topic 

(Creswell, 2012). Creswell (2012) also explains that it is the section of the paper that allows the 

reader to critically evaluate the reliability and validity of the information provided. For this 

project, I conducted a scoping review focusing on research in Canada within the past 10 years, 

using conceptual analysis to identify, select, and analyze information from scholarly journal 

articles as well as book chapters. 

Research Design: Scoping Review  

The methodology applied within this review is a scoping review—a type of research 

synthesis that aims to provide a map of the literature on a topic or research area, and in doing so 

identifies key concepts, points to gaps in research, and presents types and resources of evidence 

which can be used to inform practice (Pham et al., 2014). A scoping review was selected as the 

methodology for this project to determine the breadth and the depth of the challenges 

experienced by ELLs and their teachers. In this review various policy documents, journal 

articles, and books were read to summarize what exists in the field (both in the past and 

currently) and to also make recommendations for future studies.  

Procedure: Scoping Review 

The sources for this review were collected, examined for their relevance to the research 

questions, and mapped according to how they relate to the key concepts supporting the research 

questions. The purpose of this review is to examine the existing literature on linguistically 
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diverse students; summarize research findings for policy makers, researchers, and educators; 

identify gaps in the research; and outline gaps for future research. A systematic scoping review 

includes five phases: (a) identifying the research questions; (b) identifying relevant studies; (c) 

study selection; (d) charting the data; and (e) collating, summarizing, and reporting the results 

(Arksey & O’Malley, 2005). In this review, these steps were applied in an interactive manner 

within the sources: electronic research databases such as OMNI, Canadian Business and current 

Affairs (CBCA), Education Source, PsycINFO, and ERIC.  

Step 1: Identifying the Research Question 

The research aims for the review are similar to those in Ramírez et al. (2021) and are 

twofold: (a) synthesize what already exists in the field about ELLs and the challenges the 

students and teachers face and (b) identify gaps in the research literature to determine future 

research direction. The starting point for this review included identifying research questions that 

guided the research process. I posed the following research questions: (a) What are the 

experiences and challenges faced by ELLs and classroom teachers? (b) What high-yield 

pedagogical approaches can teachers use to support ELLs’ inclusive learning needs? (c)What are 

the implications for the educational and research community of employing these high-yield 

pedagogical approaches for teaching ELLs? 

Step 2: Identifying Relevant Studies 

As scoping reviews involve a process that is flexible and repetitive, while conducting this 

review I allowed the specific criteria and strategies to emerge during the scoping process rather 

than being fixed on specific criteria and a single strategy (Guiberson & Ferris, 2019). When 

identifying research there were certain eligibility criteria used to both filter and find the relevant 

studies. The eligibility criteria included studies within the last 10 years, Canadian studies based 
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in Ontario classrooms, studies written in the English language, and studies that included 

keywords in the title of the study that related directly to the title of this review. However, there 

was an exception made with the eligibility criteria, as a few studies used that have been 

published in the last 20 years were also included to help clarify terminology and build on what 

already exists in the field.  

With the assistance of a Brock University Library Liaison, a list of search engines was 

created to conduct an initial search of terms and ideas related to the topic of the review. In 

addition to this, the Library Liaison made recommendations about helpful databases to search 

based on the topic and group of interests covered in this review. The resources offered by the 

Library Liaison assisted in finding articles with the most relevant information. The search 

strategy identified published studies of all designs relevant to the research questions. The Library 

Liaison was also consulted on the development of keywords and the overall search strategy. The 

search engine OMNI was used to find foundational research as an initial step in the research. 

While searching for studies using OMNI, various articles were found which assisted in 

developing a foundational framework for the review. OMNI was also used to gain a better 

understanding of definitions and establish a list of keywords that were used to find other studies 

in the field that were relevant to the topic of the review. Following the foundational research 

stage, an initial search was conducted using specific linguistically diverse terms (e.g., English 

language learners, English as a second language, Language learners in the classroom, dual 

language learners). While conducting the initial search, new words emerged within that process 

which were then used in a secondary search to shift to a more specific focus of finding research 

based in Ontario. For example, “English language learners” and “Ontario” was searched in the 
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Canadian Business and Current Affairs database (CBCA) and 20 studies were found based on 

those keywords.  

Arksey and O’Malley (2005) emphasize that the point of scoping the field is to be as 

comprehensive as possible in identifying primary studies for answering the research questions in 

a study. To achieve this, Arksey and O’Malley (2005) suggest that researchers adopt a strategy 

that involves searching for research evidence using various sources, such as electronic databases, 

examining reference lists of major studies on the topic, hand searches, and using existing 

networks, relevant organizations, and conferences. Like Arksey and O’Malley (2005), this 

review used a similar approach to find studies that might potentially answer the research 

questions. The start date for the studies was selected as 2011 because in the last 10 years change 

might have occurred in the education of ELLs, especially with the increase of immigration to 

Canada. Foreign language material was excluded from the study as the focus of the research was 

in Ontario, and because of the time and cost involved in translating material from other 

languages into English (the first language of the researcher). It is important to point out that the 

criteria used for excluding studies was used for practical reasons, but that there are potentially 

relevant papers that could have been missed in the process.  

Step 3: Study Selection 

Following the initial research stage and gathering of studies, a list of 80 journal articles, 

chapters from books, and policy documents were selected based on the list of keywords and the 

presence of the keywords in the title, abstract, and introduction. The next step included taking 

notes on emerging themes found within the studies and making connections between themes 

found and keywords. The keywords were used to continue the search for the other studies in the 

field that contributed to the identified themes. The themes, keywords, and authors were 

documented in a table (see Appendix A) to clearly display and organize the ideas. Throughout 
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the process of conducting this review and while developing familiarity with the literature, the 

researcher included additional studies and some studies were eliminated as they did not fit the 

inclusion criteria (Arksey & O’Malley, 2005). Once the list of the studies was established, all 

sources were read carefully and notes were made on each study, policy document, and chapter 

from books. In addition to this, references lists were also reviewed to identify other potential 

studies relevant to the subject of this review.  

Step 4: Organizing the Themes 

While conducting a scoping review, some researchers choose to chart their data like Jiang 

et al. (2020), in which data for the study are coded, charted, and later analysed for themes. 

Guiberson and Ferris (2019) found studies through the systemic search of electronic databases 

(i.e., PsycINFO, JSTOR, and ERIC) and reviewed them for inclusion criteria. The sources for 

this review were selected if the following parameters were met: (a) described English as an 

Additional Language (EAL) populations; (b) provided descriptions of language learners and/or 

dual language learners; and/or (c) described some of the challenges EAL teachers and students 

face. Once the studies were grouped based on the inclusion criteria, the themes were then 

organized into concepts that could be easily summarized. Conceptual analysis was used in the 

organization of the themes and the development of connections amongst the themes found.  

Conceptual analysis offers a procedure of theorization for building a conceptual 

framework, based on the grounded theory method as explained by Jabareen (2009). Some of the 

advantages of using conceptual analysis are its “flexibility, its capacity for modification, and its 

emphasis on understanding instead of prediction” (Jabareen, 2009, p. 49). While conducting the 

research for this review, the overlapping ideas found in some studies were organized in themes 

and later analyzed. The themes were analyzed to clarify the meaning of concepts to make them 

clear, highlight theoretical links, and outline implications (Keet, 2007). Conceptual analysis was 
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used mainly to organize the themes found in the literature focusing on linguistically diverse 

students. Conceptual analysis is also described as a qualitative descriptive approach that is 

known as a “method for identifying, analysing and reporting patterns (themes) within data” 

(Braun & Clarke, 2006, p. 79). Although this type of methodology is widely used in philosophy 

to break down abstract ideas, it is viewed as an important type of analysis amongst all other 

academic disciplines as well (Braun & Blarke, 2006).  

While using conceptual analysis, initially there was a focus on understanding the 

definition of specific themes and becoming familiar with the concepts prior to attempting to 

investigate the concepts’ relationships to other ideas (Braun & Clarke, 2006). In education, many 

researchers have used conceptual analysis to address issues related to inclusion and improvement 

of practice. Boston-Kemple (2012) used conceptual analysis to outline key concepts in inclusive 

education and break down the idea of inclusion and what it means. While discussing the concept 

of inclusion and employing conceptual analysis in organizing themes, Boston-Kemple 

discovered other concepts related to the topic such as disabilities, classroom instructions, 

success, and teacher support. Boston-Kemple completed a close analysis of these concepts and 

reached a final definition of an inclusive classroom, which is 

a class where both students with and without disabilities are taught, it is a class where 

teachers and staff have the necessary training and support to effectively instruct all of 

the students in their class, and it is a class where all of the students can be successful. 

(p. 63)  

For this review, a similar approach was used as that of Boston-Kemple (2012). Once the 

themes were collected from peer reviewed journal articles, chapters from books, policy 

documents published by the Ontario Ministry of Education, and cited references in journal 
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articles, a table (see Figure 1 screenshot and Appendix A) was created to track the number of 

themes discovered and to organize the keywords found within a theme. Each keyword was 

categorized within a larger concept. For example, various strategies were found to help educators 

both differentiate for and empower ELLs. All the keywords found were categorized under the 

larger concept of “culturally relevant pedagogy” as they are progressive and point to specific 

strategies and ideas that educators can implement in the classroom.  

Figure 1 

Screenshot of Working Themes and Reference Chart Documents 

 

Note. Table created by the author of this review to summarize major themes and keywords, and 

to organize the researchers that discuss the specific themes. 
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Step 5: Summarizing and Reporting Findings  

The final step of the scoping review involves collating, summarizing, and reporting the 

results (Arksey & O’Malley, 2005). Colquhoun et al. (2014) explain that this final step focuses 

on presenting the themes found, reporting the results of the scoping review, and discussing the 

findings as they relate to the study purpose. In developing a framework for organizing and 

summarizing the results of the review, the scoping review does force researchers to prioritize 

certain aspects of the literature, especially the aspects that can closely be connected to challenges 

students and teachers are experiencing in the field (Arksey & O’Malley, 2005). Some studies in 

this review were used for both providing literature background and for outlining pedagogical 

approaches. Many of the studies in the review informed both Chapters 3 and 4 but were used in 

different ways based on the purpose of the chapters.  

Like in Jiang et al. (2020), the final step of the scoping review answers the research 

questions and provides recommendations for future research (presented in the next chapter). In 

Chapter 4, the findings and overall features of the studies are summarized, then the challenges 

that ELL students and educators face are discussed in detail with pedagogical approaches that 

educators can use. Finally, Chapter 4 concludes with strategies that can support English language 

learners in their academic and personal progression in schools.  

Limitations 

Although there are many strengths to the scoping review methodology, some limitations 

must also be acknowledged. Arksey and O’Malley (2005) point out that while conducting a 

scoping review, the quantity of data generated can be considerable and that can “lead to difficult 

decisions about how far breadth (covering all available material) is more important than depth 

(providing a detailed analysis and appraisal of a smaller number of studies)” (p. 30). This was a 
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limiting experience within this review as well, as each theme appeared to lead to another, making 

it difficult to differentiate the themes. Another limitation was the exclusion criteria of including 

studies in the last 10 years. Although this criterion is important to keep findings relevant and 

timely, it also excludes many studies that have had a significant impact in the field of ELLs. 

Excluding publications that are not published in peer-reviewed journals and not published in 

English may also limit the number of citations included in the study, which may have excluded 

sources that could have contributed to the aims of this research. 

Chapter Summary  

 The studies used in this review included books, policy documents, and peer-reviewed 

journal articles from 2012 to 2021 and synthesize the most recent work on supporting ELLs and 

the challenges that their educators face. The methodology applied within this paper is a scoping 

review. The sources for this review were collected, examined for their relevance to the research 

questions, and mapped according to how they relate to the key concepts supporting the research 

question. The purpose of this review is to examine the existing literature on linguistically diverse 

students; summarize research findings for policy makers, researchers, and educators; and identify 

gaps in the research for future research. A systematic scoping review includes five phases: (a) 

identifying the research questions; (b) identifying relevant studies; (c) study selection; (d) 

charting the data; and (e) collating, summarizing, and reporting the results (Arksey & O’Malley, 

2005).  The findings from the review were used to group and summarize themes, which will be 

described in response to the research questions in Chapter 4 and to provide implications and 

suggestions for future research in Chapter 5.   
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CHAPTER THREE: LITERATURE REVIEW 

 

As a province, Ontario is proud to be recognized around the world for its equitable 

education system, however diversity poses unique challenges for Canadian education systems 

(Shewchuk & Cooper, 2018). Chapter 3 provides a summary of the challenges faced by 

linguistically diverse students, focusing on the significance of language loss, students’ sense of 

belonging and inclusion in the school community, and ways in which ELL students negotiate 

their identities. The chapter also examines the challenges faced by ESL and classroom teachers, 

focusing on teachers’ professional knowledge regarding literacy development, appreciating 

ELLs’ funds of knowledge, lack of teacher education in ELL instruction, and scarcity of time 

and resources.  

ELLs experience various challenges when entering the English-speaking classroom; 

some of these challenges are associated with building relationships, navigating the space, and 

learning to use the mainstream language to express themselves and their ideas (Booth & 

Thornley-Hall, 1991). To empower ELLs and to recognize the knowledge they bring into 

classrooms, it is important to understand the challenges faced by linguistically diverse students 

and ELL teachers. This chapter discusses the issues experienced by ELLs in mainstream 

classrooms, where the language, culture, and experiences of the children are not always 

recognized, reflected, or valued. 

According to language researchers, it takes ELLs 5 to 10 years to reach the proficiency of 

their academic English-speaking peers (García et al., 2006; Goodman & Fine, 2018; Naqvi et al., 

2012). These findings suggest that ELLs require support as well as empowerment throughout 

their academic career to develop their lifelong language skills. Historically, to help ELLs 

develop their literacy skills quickly, educators encouraged parents of linguistically diverse 
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students to only speak English at home in hopes of developing their children’s English language 

through exposure. This caused more damage to the students’ identity, as they grew up resisting 

and avoiding their first language (Naqvi et al., 2012). Research shows that there are various 

advantages associated with the continued development of two languages amongst linguistically 

diverse students, some including personal benefits as well as professional opportunities and 

career options (Naqvi et al., 2012; Vintan, 2018). 

This review is based on the seminal work of Jim Cummins on identity and empowerment 

amongst linguistically diverse students (Cummins, 1996, 2001, 2003, 2006b; Cummins et al., 

2012). Cummins’s work is focused on exploring the experience of minority students and students 

from diverse backgrounds. Throughout his work, Cummins stresses that building human 

relationships among minority students should be at the heart of schooling and teaching practices 

(Cummins, 1996). It is important to understand that identity is not static and that it is constantly 

changing based on an individual’s experiences, opportunities, as well as interactions and 

relationships with others. Each person has many identities that are expressed differently, based 

on the spaces and places they are in. Understanding the concept of identity and ways in which 

students explore their identities can help educators better support all students in the classroom. 

Cummins’s (1996) research on identity is focused on affirming students’ sense of self and 

interactions with teachers, to support students’ active participation and academic efforts. 

However, if the students’ first language and experiences are ignored or excluded in classroom 

interactions, students are immediately positioned at a disadvantaged starting point (Henry & 

Tator, 2010). This may have significant effects on students’ identity formation, as teachers’ 

interactions will begin to reflect a pattern of low expectations, which may then be internalized by 

the students. 
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Challenges Faced by Linguistically Diverse Students  

In Ontario, ELLs comprise 25% of students (Jang et al., 2013), yet ELL students have 

low success and high deferral rates for provincial literacy tests (Han & Cheng, 2011). ELLs often 

experience a disconnect between home and school (known as linguistic mismatch) which 

becomes a challenging task to overcome, and they also suffer from multiple forms of otherness 

such as linguistic (e.g., their accent being questioned) and ethnic stereotypes and insubordination 

(Baker & Hornberger, 2001; Kubota, 2001; Polat & Mahalingappa, 2013). As previously 

mentioned, Goodman and Fine (2018) suggest that it takes 5 to 10 years for ELLs to reach the 

language proficiency of their native English-speaking peers. In addition to the linguistic 

challenges faced in school, some ELLs may also struggle with social and emotional problems 

that are “rooted in the trauma and process of immigration and post immigration” (Goodman & 

Fine, 2018, p. 58). ELLs face many challenges including language loss, difficulties in developing 

a sense of belonging and inclusion in the school community, and difficulties in negotiating their 

identity and ways in which it can be formed. Each of these challenges will be reviewed next.  

Language Loss   

 

Language loss refers to the loss or “attrition of skill in one’s native language (L1) or a 

second or foreign language (L2)” (Oxford, 1982, p. 160). Language loss can be experienced by a 

linguistic group, and it can be analyzed in terms of rate, sequence, linguistic components, or skill 

types (Oxford, 1982). It is common for linguistically diverse students and families to experience 

language loss when children begin attending mainstream school where the first language (L1) is 

not the main language spoken (Baker, 2001). As Cummins (2006b) suggests, ELL students 

frequently internalize a sense of shame in relation to their home language and culture. In an 

institution like school, English or French have become the languages of belonging and 
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acceptance, therefore language loss takes place as children replace their first language with the 

dominant language. When children are first exposed to a new language, they often experience 

shock as they begin to adjust and make connections to the new language. It is important for 

educators to be aware of the active pressures on newcomer students to assimilate into 

mainstream society and “become just like their perception of everybody else … [which] often 

results in the erasure of students’ beliefs, language, culture, traditions” (Cummins et al., 2012, p. 

40), which is fundamental to a child’s identity. In addition to being aware of the pressures, it is 

also important to consider teachers’ attitudes and behaviours toward the languages of their 

students, as it largely affects how linguistically diverse students perceive their own background 

(Cummins, 1996).  

There is an estimated more than 6,000 languages being spoken throughout the world, 

including advanced dialects (Avineri et al., 2019). Despite this growth of dialects and languages, 

language loss is still taking place at an alarming rate, to the point where these languages are 

becoming extinct (Avineri et al., 2019). Language loss reflects a loss of opportunity and 

linguistic capital for linguistically diverse students and their families, as it has great effects on 

familial relations—including loss of relations with parents and guardians (Cummins, 2006a). 

Pacini-Ketchabaw et al. (2001) attempted to understand the relationship between L1 and familiar 

relations by focusing on the lived experiences of Latin American parents raising their school-age 

children in their mother tongue in Canada. The discussion within the study suggests that 

although parents face many assimilative pressures, they viewed the raising of children who speak 

L1 fluently as an important task. Spanish maintenance is a way of fostering family unity, Latino 

identity, and professional growth (Pacini-Ketchabaw et al., 2001). In addition to this, Pimentel 

(2011) points to the close connection between students’ identities and their academic identities 
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being linked to the L1 they speak. If students are not schooled in L1, or if their L1 is not 

recognized throughout their learning journey, students begin to “perceive no value in future 

development of L1 … [and] often feel that they need to either leave their language behind to 

progress academically or maintain strong connection to their language but at the expense of 

school achievement” (Pimentel, 2011, p. 338).  

Winstead and Wang (2017) add another layer to the discussion by addressing not only the 

potential for language loss amongst linguistically diverse students but also the effects of 

language loss on intergenerational communication. Intergenerational communication occurs 

when children can speak and communicate fluently with their parents and grandparents. 

Language loss is one of the factors that leads to intergenerational conflict as “descendants lack 

the language to communicate with their parents and family members” (Winstead & Wang, 2017, 

p. 17). Children’s first language (L1) acts as the transmitter of linguistic capital, cultural values, 

norms, and heritage information to the next generation; without this knowledge and ability to 

communicate, misunderstandings and communicative distance may occur amongst family 

members (Winstead & Wang, 2017).  

Language loss was especially evident during the COVID-19 pandemic lockdowns, as 

ELL learners were negatively impacted by various disruptions to their education and progress in 

English language learning (Scott, 2021). The challenges that ELL students experienced pre 

COVID-19 almost doubled during the pandemic as they attempted to navigate learning virtually, 

with instruction mainly being delivered in the English language. While examining the effects of 

COVID-19 and education disruptions in Ontario, Gallagher-Mackay et al. (2021) emphasize that 

school closures disrupted access to specialized educational services and programs for ELLs. 

School closures had a significant effect on ELL students because of the lack of engagement, 
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support, as well as interaction with others. While continuing their education virtually, many ELL 

students received instruction in English only, and they were not able to express their leaning in 

their other language(s). ELLs may be affected by isolation from peers and teachers, which limits 

immersion and slows down learning. Consequently, adapting to remote schooling might be 

particularly difficult in these circumstances and ELLs faced many multi-layered challenges with 

significant effects on their identity formation and sense of belonging in the school community 

(Gallagher-Mackay et al., 2021). 

Sense of Belonging and Inclusion in the School Community 

A sense of belonging refers to feeling accepted, appreciated, and understood in 

relationships with individuals and groups of people (Riley & White, 2016). Associating feelings 

of belonging and inclusion within school allows students to develop into adults who feel 

accepted, respected, included, and valued by others around them. Riley and White (2016) 

suggest that there is a close interaction between school belonging and students’ academic and 

psychological well-being.  

Immigration creates special challenges for the education system and linguistically diverse 

students. Some of these challenges include the need for teachers to acquire an understanding of 

the “process of adjustment that immigration families and children often go through in the first 

few years after arrival” (Coelho, 1998, p. 14). Teachers are required to ensure that linguistically 

diverse students have access to an equitable education to provide a meaningful learning 

experience for them. This poses a challenge for some educators as they are required to respond to 

unique cultural, socio-emotional, and learning needs of students “whose families are fleeing 

hardship, global conflict, or persecution to seek safe haven in Canada” (Miles & Bailey-

McKenna, 2016, p. 109). Unfortunately, this is the reality of many linguistically diverse students, 
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which makes it difficult for them to develop a sense of belonging and inclusion within the school 

community.  

Another challenge that Ontario educators face while supporting ELLs in developing their 

sense of belonging and inclusion are the limited and current resources provided by the Ontario 

Ministry of Education, including curriculum documents. Certain curricular expectations in 

Ontario are culturally narrow and do not reflect students’ diverse backgrounds (Mogadime, 

2011). Mogadime (2011) provides an explanation of this, by focusing on the previous Ontario 

Social Studies curriculum that 

can be seen as a limited, regulated, or prescriptive document because it succeeds in 

shaping teacher thinking towards specific limited ways of conceptualizing curriculum and 

pedagogy. It purposefully regulates dialects and sets limits on knowledge areas that are 

expected to be covered by teachers. (p. 43)  

This poses a challenge for educators, as they are not required or expected to go beyond the goals 

outlined in the curriculum documents, unless there is a vision or interest in doing so.  

Students’ sense of belonging is an important factor contributing to education success in 

any subject (López & Iribarren, 2014). Educators who support and promote sociocultural 

integration in school provide students with opportunities to access a higher quality curriculum 

and a more inclusive school experience (López & Iribarren, 2014). When students develop a 

secure sense of identity and knowledge that their voices are heard and respected within the 

classroom and within the institution, they begin to feel a sense of ownership of their learning and 

develop a sense of belonging (Cummins, 1996). Empowerment is a significant concept when 

talking about students from diverse backgrounds, as it grows from the process of negotiating 

identities in the classroom. Empowering students requires educators to change the structure of 
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power relations in the classroom, so that their interactions become additive through collaboration 

rather than subtractive through coercion and assimilation (Cummins, 1996).   

The involvement of linguistically diverse parents in their children’s education is crucial 

for academic success and social integration (Cranston et al., 2021). However, teachers and 

school personnel often seem to struggle to find approaches that will increase linguistically 

diverse families’ involvement with the school. While linguistically diverse parents are not a 

homogenous group, many face uniquely similar and intersecting challenges. Cranston et al. 

(2021) conducted interviews with ELLs parents to better understand this challenge. The parents 

expressed that their families would like to have contact with the school, but they are struggling 

with their English language proficiency level and that is the reason why they do not keep close 

contact with the school (Cranston et al., 2021). Many participants in the study also explained that 

they were experiencing difficulties in monitoring their children’s schoolwork, having difficulties 

understanding the content of letters that were sent home from school, and calling on their 

children to translate letters from the school for them (Cranston et al., 2021). The challenges 

experienced by ELLs’ parents can have a great effect on both their children’s sense of belonging 

as well as their families’ sense of inclusion in the school community.  

Peers play an important role in the lives of children in both academic and social settings. 

Peers provide children with opportunities for friendships, problem solving, and overall support 

when encountering a problem (Schloegel, 2016). Children with positive peer interaction 

experiences are more engaged in school and are successful at academic tasks. It is important to 

recognize the significance of peer interaction when discussing ELL learners, as it is a factor that 

affects children’s sense of belonging and inclusion. Washington-Nortey et al. (2020) found that 

despite their limited language capabilities, ELL students can engage in complex communication 

during peer interaction. However, the nature and frequency of interaction, as well as the skill sets 
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of communication partners, may affect ELL students’ development of language skills 

(Washington-Nortey et al., 2020). Developing strong friendships and making meaningful 

relationships with peers may be difficult, which is why it is important that teachers understand 

the importance of fostering peer relationships to enhance the academic and social experiences of 

students. 

Negotiating Identity and Identity Formation 

Identity is a complex and multi-layered construct that is not static and is constantly 

changing based on experiences, opportunities, as well as interactions (Block, 2007). Everyone 

holds multiple identities that are expressed differently, based on the spaces and places they 

occupy and perform in. García (2009a) suggests that multiple identities are developed through 

participation in different communicative networks, which allow children the possibility to grow 

and develop multiple perspectives. Gee (2000) contributes to the definition? of identities by 

recognizing that “all people have multiple identities connected not to their ‘internal states’ but to 

their performances in society [which] is not to deny that each of us has what we might call a 

’core identity’ that holds more uniformly, for ourselves and others, across contexts” (p. 99). 

Gee’s (2000) understanding of identity suggests that identity can be used as an analytic tool for 

studying the significance and the theoretical contexts associated with ELLs. It also emphasises 

the idea that everyone holds a core identity as well as multiple identities that are used differently 

based on the context and spaces. For example, bilingual students may express themselves 

differently when they are at home with their families speaking their first language, in comparison 

to when they are at school attempting to express themselves in English.  

Language (including the mother tongue) constitutes an important marker of social and 

ethnic identity, existing as “the default medium of their (individual) self-concept, their self-

awareness, their consciousness, their discursive thinking, and their agency” (Little et al., 2017, p. 
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202). Language is not only a significant communicative tool but also an instrument of identity 

negotiations, which facilitates or restricts access to social networks (García, 2009a). The 

learner’s identity is a site of struggle between “the subjectivities produced in different social sites 

including-home, school, community, and thus it is diverse and changing” (García, 2009a, p. 

106).  

Jim Cummins’s (1996) research in identity negotiations helps us to better understand 

linguistically diverse students. Cummins’s (1996) focus on affirming students’ sense of self and 

interactions with teachers allows students to apply themselves to academic efforts and participate 

actively during instruction. Societal power relations express themselves in the classroom 

“through the process of identity negotiation. The ways in which teachers negotiate identities with 

students can exert a significant impact on the extent to which students will engage academically 

or withdraw from academic effort” (Cummins & Early, 2011, p. 24). If the students’ language, 

culture, and experiences are ignored or excluded from the classroom interactions, students are 

immediately positioned at a disadvantaged starting point (Cummins, 1996). This will have 

significant effects on students’ identity formation, as teachers’ interactions will begin to reflect a 

pattern of low expectations, which will then be internalized by the students.  

Language is a source of identification for many individuals, which underscores that 

identity is multi-layered and constantly shifting. One’s language is a fundamental part of identity 

and a factor that contributes to the development of a sense of belonging and stability. Dei (2000) 

adds to Cummins’s (2001) discussion on identity by suggesting that researchers examine the 

significance of identity and how it should be understood to “extend beyond the mere existence of 

a joint history and culture, it also extends to one’s sense of belonging and place within that ethnic 

network” (Cummins, 2001, p. 108). The discussion presented by Dei (2000) and Cummins 
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(2001) points to the significance of identity and the importance of establishing a sense of 

belonging and inclusion towards schooling, which are a challenge for ELLs.  

When assessing ESL programs through an understanding of ethnic identity, it becomes 

clear that “the structure and agenda of mainstream schooling does not work to establish a sense 

of place within the space of schooling” (Dei, 2000, p. 108). Throughout their schooling 

experiences, minority youth learn that certain cultures, languages, and histories are to be valued 

more highly than others, posing contradictions to students’ identity formations and ways that 

they identify with their linguistic practices. Linguistically diverse students also experience 

social-psychological dilemmas which are clear manifestations of the separation that exists 

between linguistics and culture of home and school (Dei, 2000). The separation between home 

and school leads to significant effects on students’ sense of belonging and feeling the need to 

assimilate to be accepted and tolerated by the privileged majority (Dei, 2000). 

Cummins (2000a) focuses the discussion on students’ academic achievement and 

suggests that students’ identities are affirmed only when teachers express respect for the 

students’ language, tailor instruction to focus on helping students generate new knowledge, 

create new literature, and act on social issues that affect students’ everyday life (Cummins, 

2000a). A consideration that Cummins (2000a) also outlines is the power relations within society 

that get translated into educational failure. For example, assimilationist, coercive relations of 

power including the exercise of power that is exclusionary by a dominant group of students 

significantly affects a subordinated group of students. On the contrary, a collaborative relation of 

power allows for the generation of power through interaction and power sharing with others, 

which is based on inclusive and culturally relevant practice. Cummins’s (2000a) research aligns 

with many researchers in the field (Avineri et al., 2019; Henry & Tator, 2010; Li et al., 2012) as 
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it focuses on educators knowing the ways in which power operates in society so that they can 

shift the way power operates in the school and empower linguistically diverse students by 

affirming their identities. 

Classroom research is focused on ways in which students’ identities are negotiated in 

multilingual contexts and the various aspects of negotiation of identities by linguistic minority 

speakers. Through a discussion of papers that focus on negotiation of identities, Blackledge and 

Pavlenko (2001) argue that the negotiations of identities by linguistic minorities are subject to 

societal power relations which include gender, class, race, ethnicity, and sexuality. The language 

spoken by individuals is often associated with capital and access to resources, as there is a close 

link between language ideology and speakers’ identity. For example, Blackledge and Pavlenko 

(2001) discuss how Bangladeshi women in Birmingham, U.K. are denied access to symbolic 

resources because they do not speak English—which is the only language of currency or value in 

the school setting. This closely links to linguistically diverse students in the classroom as too 

often they are denied access to or miss out on information in the classroom because they do not 

speak the valued language within the institution, and this points to the ways in which identities 

are negotiated.  

In sum, ELLs face many challenges in mainstream classrooms, including language loss. 

Language loss takes place when students feel that their L1 is holding them back from 

progressing and there is little value for their L1 in schools. Another challenge that linguistically 

diverse students face is difficulty developing a sense of belonging and inclusion within the 

school environment. This is important for ELLs so that they can feel a sense of ownership for 

their learning, leading to greater confidence. ELLs often experience a disconnect between home 

and school which is often referred to as linguistic mismatch between home and school (Baker & 
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Hornberger, 2001). Some ELLs may also struggle with social and emotional problems that are 

“rooted in the trauma and process of immigration and post immigration” (Goodman & Fine, 

2018, p. 58). The challenges experienced by ELLs make identity formation difficult, as they 

struggle with understanding themselves while they are in the process of understanding the 

languages that they are using to express themselves. 

Challenges Faced by ESL and Mainstream Classroom Teachers 

 

In Canada, immigration trends have resulted in an unprecedented number of ELLs in the 

school system (Faez, 2012). More than 50% of newcomers to Canada settle in Ontario (People 

for Education, 2008). As the world continues to connect more through globalization and 

immigration, the need for culturally responsive teaching has become increasingly relevant 

(Savva, 2017). The need for classrooms to be accommodating and welcoming spaces for all 

students is integral for this ever-changing society. With the increase of linguistically diverse 

students in schools, teacher education programs need to reflect this need by ensuring that 

educators are prepared to support ELL students in the classroom.  

 In Ontario, there are a few structural supports to assist teachers in teaching ELLs. 

Currently, there are no policies that specifically require teaching training programs at universities 

to offer courses on providing effective pedagogies for ELLs (DeJong, 2017). Ontario public 

schools are functioning under an inclusive approach, where ELLs are in the classroom for most 

of the week and then they might meet with a professional ESL teacher one or twice a week 

(DeJong, 2017). According to People for Education (2013), the current ratio of ELL students to 

ESL instructors is 72:1 (as cited in DeJong, 2017). This disproportionate ratio demonstrates how 

little dedicated ESL instruction ELL students are receiving in the Ontario public school 

system (DeJong, 2017). This also means that educators are left to “contend with most of the 

ELLs’ language and educational needs,” leaving many educators feeling “unprepared to take on 
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the additional challenge of language instruction for the ELLs in the classrooms” (DeJong, 2017, 

p. 9). 

When tailoring language instruction for ELLs, educators face various challenges. Some 

of these challenges include: educators’ limited knowledge of literacy development, language 

loss, and students’ funds of knowledge to support students’ sense of belonging; inadequate 

teacher education in ELL instruction to assist students in understanding identity negotiations and 

formation; and an overall lack of time and resources for educators to prepare and deliver 

inclusive instructions to linguistically diverse students. These challenges will be explored in 

greater detail in the following section.  

Professional Knowledge: Background on Literacy Development 

Classroom teachers face many challenges when planning for, communicating with, and 

understanding ELLs. Too often classroom instruction does not encourage ELLs to use their full 

repertoires of cognitive and linguistic tools (Cummins et al., 2012). Many classroom teachers 

struggle to view students’ first language (L1) as a tool that can help the students advance their 

English language, whilst not having to give up or erase their second language. It is crucial for 

educators to understand that some cultures place different amounts or types of importance on 

literacy, and they may value literacy in different ways that educators may not be familiar with 

(Helfrich & Bosh, 2011). Helfrich and Bosh (2011) provide an example to clarify this idea: If a 

student is raised in a “family whose agricultural background is the main source of income and 

employment, that student’s interest level in reading and writing may differ greatly from a 

student’s whose traditional culture places high expectations on being literate across many areas” 

(p. 262).  

Different cultures and backgrounds also may value literacy in different modes. Some 

view literacy as reading and writing, whilst others value oral literacy. Current conceptions of 



38 

 

literacy as “monolingual, monomodal, textual and divorced from the increasingly complex, 

globally wired and connected communities of practice and multiple affiliations in which our 

students learn, communicate and make meaning are no longer tenable” (Taylor et al., 2008, p. 

289). Taylor et al.’s views reflect Eurocentric, insular discourses of national culture as 

“monolithic, and outdated conceptions of migration as unidirectional and assimilatory: these 

powerful narratives reinforce processes of minoritization and marginalization of polyglot migrant 

families and reinforce the inequity of institutionally sanctioned forms of academic knowledge” 

(Taylor et al., 2008, p. 289). Most school classrooms fail to acknowledge or promote students’ 

linguistic capital; literacy in these English classrooms is often understood or valued as print-

based literacy only (Taylor et al., 2008). Empowering linguistically diverse students requires a 

change in teachers’ conceptions and a shift in practices related to literacy development to 

challenge the monolingual discourse in classrooms and create a meaningful experience in 

literacy development for linguistically diverse students. 

Cummins (1996, 2006a) suggests that educators are required to think about second 

language acquisition and learning as additive rather than subtractive. An additive approach 

focuses on the development of a second language without replacing or reducing the use and 

understanding of the first language, resulting in positive cognitive outcomes from being 

linguistically diverse (Baker, 2001). On the other hand, a subtractive approach requires the 

replacement of the first language leading to both the first and second language under 

development. Some classroom teachers view ELL students as a burden or a challenge that they 

need to overcome throughout the school year (Cummins et al., 2012). Empowering students will 

require educators to change the structure of power relations in the classroom, so that their 

interactions become additive through collaboration rather than subtractive through coercion and 

assimilation (Cummins, 1996). 
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Some challenges faced by educators may stem from misunderstandings about second 

language acquisition, particularly surrounding the length of time it takes to acquire English. In 

second language learning literature, it is widely accepted that it takes 1 to 3 years to learn 

conversational English, and 5 to 7 years to learn academic English (Baker, 2006; Cummins 

2000a). Despite these findings in the literature, many teachers believe that English is acquired 

within 2 years and that fluency can be developed after 1 year (Reeves, 2006; Walker et al., 

2004). These misconceptions inform educators’ background knowledge on ELLs and their 

language development, and this may influence the support provided by teachers as well as the 

overall expectations educators set.  

Using grounded positioning theory, Yoon (2008) examined three language arts classroom 

teachers’ views of the relationship between their teaching approaches and ELL students’ 

reactions, and ways they positioned themselves in the classroom. The study noted that when ELL 

students’ language and culture is not being represented or welcomed in the classroom and/or 

school, there is resistance towards teachers and a lack of engagement amongst students that 

regards ELLs as invisible in the classroom. When observing one of the teachers in the study, 

Yoon found that there was a lack of interaction and support for the ELLs. This was mainly 

attributed to the teacher’s attitudes as she viewed ELLs as not working hard enough and 

attributed their academic failure to their first language.  

The findings of the three case studies presented by Yoon (2008) suggest that some 

teachers need to pay more attention to “students’ acceptance and interactions by viewing the 

student as complex, cultural, social beings, more than simply language learners” (p. 516). The 

study also suggests that students’ participation or withdrawal in the classroom is closely 

connected to teachers’ implementation of cultural inclusivity in their practice, which not only 
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affects the ELL but also the ways in which peers and classmates interact with the ELL students. 

If teachers recognize linguistically diverse students as bringing strengths and culture to the 

classroom, the relationship between ELLs and non-ELLs will become more interactive as they 

are more likely to view their ELL peers as equal counterparts. Yoon’s (2008) findings also point 

to the significance of educators’ background on literacy development, their understanding of 

supporting ELLs in the classroom, and how they view their presence as an asset by recognizing 

the various skills and knowledge ELLs bring to the classroom.  

Some classroom teachers might question who is responsible for the programming for 

ELL students. When conducting interviews with ESL teachers, Vintan and Gallagher (2019) 

found some misconceptions that led to barriers to collaboration between ESL and classroom 

teachers. One of the misconceptions that classroom teachers held was that it was the ESL 

teacher’s job to take ELLs out of the classroom and teach them English. The classroom teachers 

believed that they lacked the time, resources, and professional support to face the many 

challenges of teaching ELLs in the classroom; the ESL teacher was responsible for this. Based 

on their English skills, when an ELL student enrols in school, educators may be assigned to 

provide one-on-one support outside of the mainstream classroom. Although this is helpful as an 

initial induction approach, it is not beneficial for the ELL as it limits interaction with other 

students and limits educators’ collaborative teaching practices (Vintan & Gallagher, 2019). 

Recognizing the experiences and knowledge of ELLs is the responsibility of all educators who 

work in school, not strictly the ESL teacher.  

Educators face many challenges while attempting to understand the literacy development 

of ELL students. This challenge is mainly due to failure to recognize that different cultures value 

different forms of literacy. In addition to this, an additive approach needs to be taken when 
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assisting ELLs’ English development to ensure that second language acquisition is developed 

appropriately without pressure on replacing and reducing their first language. Some educators 

lack a holistic understanding of ELLs’ literacy development because of various misconceptions 

they hold about ELLs as well as literacy development. This challenge may lead some educators 

to believe that ELL students are the sole responsibility of ESL teachers. The literature points to 

various challenges that mainstream classroom teachers face as they work with ELLs in their 

classrooms, which also points to various opportunities for professional development and gaps 

that need to be addressed.  

Professional Knowledge: Appreciating ELLs’ Funds of Knowledge 

Various funds of knowledge intersect in the classroom, as there are various 

knowledgeable individuals and groups involved in the make-up of the classroom. Moll and 

González (1994) explained funds of knowledge as a resource that provide students with 

opportunities to realize that they and their communities contain ample amounts of resources that 

“can form the bases for an education that addresses broader social, academic, and intellectual 

issues than simply learning basic, rudimentary skills” (p. 441). Essentially, funds of knowledge 

reflect students’ competences and the skills and knowledge they have acquired outside of school 

and refer to the experiences and skills they have learnt at home or through their cultural and 

linguistic backgrounds. Funds of knowledge theory argues that teachers can decrease the gap 

between school and home by drawing on the knowledge and skills that students acquire in their 

families and communities, and this can support academic learning (Volman & ’t Gilde, 2021). 

Educators often ignore the cultural resources and experiences of linguistically diverse groups’ 

funds of knowledge mainly because of the focus on providing a uniform or consistent education.  
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Historically, ELLs have been viewed through a deficit perspective as being uninterested 

toward schooling or lacking in the type of linguistic capital that makes students successful in 

school (Espinoza et al., 2021). This perspective might be attributed to educators’ challenges to 

recognize students’ funds of knowledge, which in turn may be due to the lack of discussion 

about ways of supporting ELLs in teacher preparation and/or the lack of in-service training 

regarding ESL education. Teachers who often have different cultural, social, and linguistic 

backgrounds than their students do not always recognize the knowledge and skills that students 

have already acquired (Volman & Gilde, 2021). This disconnection between school and home 

may lead some ELLs to lose interest in school and perform below their abilities (Bronkhorst & 

Akkerman, 2016). Moll et al. (1992) found that parents engaged their children in everyday 

activities such as ? that facilitated knowledge production, yet these were not recognized as useful 

activities by schools. Some of these activities included projects with their families such as 

gardening and being aware of and expressing interest in social issues with immigration law (Moll 

et al., 1992). In recognizing students’ funds of knowledge, educators need to draw on learners’ 

experience-based knowledge when teaching subjects, which will communicate the message that 

ELLs are valued and their linguistic and cultural background is recognized and appreciated in the 

classroom.  

Educators struggle with adequately appreciating funds of knowledge within their practice 

and require more resources and training to integrate funds of knowledge into their practice 

(Espinoza et al., 2021). Cummins et al. (2005) encourage educators to attempt to make conscious 

pedagogical steps to bring students’ funds of knowledge into the classroom, to affirm students’ 

identities and linguistic forms of capital, and increase confidence and engagement in the 

classroom (Cummins et al., 2005). According to Hedges and Cullen (2012), the term funds of 

knowledge has also been extended to describe aspects of teacher knowledge; this includes 
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experiences like being a teacher, sharing ethnic and religious backgrounds, and being a part of 

the local community. With improved pre-service and in-service training, educators might be able 

to draw on students’ funds of knowledge and recognize that they also use their own funds of 

knowledge as a reference. This is an area that is both underresearched and underappreciated, 

especially when examining schooling in Ontario. More research is needed on funds of 

knowledge and how educators can develop a deeper understanding of their own funds of 

knowledge to support ELLs in the classroom.  

Lack of Teacher Education in ELL Instruction 

Many of the challenges faced by educators in relation to professional knowledge stem 

from the lack of or need for more education regarding ELL instruction. Given the growing 

numbers of ELL students in mainstream classrooms, ministries of education and teacher 

preparation programs need to provide the appropriate knowledge and skills to teacher candidates 

and in-service teachers who need the appropriate resources and support on a daily, ongoing basis. 

Teacher education programs should be infused with critical pedagogical opportunities to better 

prepare pre-service teachers to work with linguistically diverse students and communities 

(Espinoza et al., 2021). 

The role of teacher education programs is to prepare educators and certify that they are 

adequately prepared and confident in their field of educational study (Ontario College of 

Teachers, 2011). In most teacher education programs in Ontario, there is usually one mandatory 

course in the final year focused on the diversity of learners. The goal of this course is to prepare 

pre-service teachers for teaching diverse students in the classroom (Lee, 2017). Often a portion 

of this course is focused on linguistically diverse students and ways teachers can both adapt and 

modify lesson plans; however, these courses are often inadequate at impacting future educators’ 

self-efficacy or practice in the classroom with ELLs (Lee, 2017). It is crucial that pre-service 
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teacher candidates are provided with more than general language learning content, strategies, and 

methodologies in teacher education programs.  

Pre-service teachers require a meaningful understanding of the students they teach. Even 

though there has been an influx of language learners in Ontario’s mainstream classrooms, there 

has been a lack of educational responsiveness mainly due to inadequate teacher preparation for 

ELLs (Lee, 2017). Within teacher education, there is a significant focus on the teaching of core 

subjects, and resources that educators can use to develop core subject knowledge amongst 

students in the classroom, such as ways of teaching English Language Arts, Math, History, 

Geography, and Science. Linguistically diverse students are not usually discussed in detail and 

pre- and in-service teachers are not always given appropriate resources or skills that they can use 

when working with ELL students. Linguistically diverse students are usually only mentioned and 

discussed briefly as an add-on consideration within core content teaching or within a special 

education course, which focuses on modifications and accommodations for learners with 

exceptionalities (Lee, 2017). Special education and ELL pedagogies each deserve their own 

distinct course to ensure that the focus of each remains clear for training teachers. Gleeson and 

Davison (2016) expand on this idea and outline that it is common for content related to educating 

ELLs to be merged into generic courses such as diversity or special needs; unfortunately, this 

fails to equip teachers with the specific knowledge, skills, and strategies they need to meet the 

language needs of ELL students (Turgut et al., 2016).  

The Ontario College of Teachers (OCT) offers a long list of additional qualification 

courses (AQ) and English as a Second Language AQ is offered, but it is not mandatory for 

qualifying teachers. In Lee’s (2017) study, a recent graduate from a pre-service education 

program expressed that she was “shocked that the Additional Qualifications course for ESL was 
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only recommended and not required by the College of Teachers” (p. 119). The participant also 

felt that ELLs were not taken seriously, and that educators were held to an unrealistic expectation 

(Lee, 2017). In addition to this, participants also believed that the teacher education programs 

could have provided more “resources and real-life tools and strategies for a variety of teaching 

assignments” and that it was very “vague and could have been much more practical to real life” 

(Lee, 2017, p. 188). The OCT (2011) expects all in-service teachers to participate in ongoing 

learning throughout their careers, with the goal of improving learning outcomes for Ontario 

students. The goal of these courses is to reflect the experiences and pedagogy of the teaching 

profession and allows educators to advance their practice based on areas they feel the need to 

develop (OCT, 2011). Currently, the OCT offers three courses related to ELLs, which are 

divided into three sections. The series of courses begins with Teaching English Language 

Learners (Part One), followed by Teaching English Language Learners (Part Two), which leads 

to Teaching English Language Learners Specialist. One of the challenges that educators face 

with AQ courses is that they must pay for the cost. In addition to the financial aspect of taking 

AQ courses, time is another challenge as educators need to find the time to engage in the courses 

and complete assignments to receive the course certificate of completion. With the busy schedule 

that educators have throughout the day, it is very challenging to find the time to complete the 

course work for AQ courses, whilst also working full time in a classroom.  

Certified teachers also encounter barriers and challenges with limited ELL-related 

training. One of the greatest challenges in mainstream classrooms is that teachers do not feel 

prepared to meet the needs of ELL in their classrooms (Lee, 2017). This is a significant issue, as 

mainstream teachers are increasingly expected to differentiate and accommodate instruction for a 

variety of diverse needs, including ELLs (Coady et al., 2016). When classroom teachers do not 

have positive perceptions of ELLs in their classroom, their negative perceptions often lead to 
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failure in meeting the needs of ELLs, resulting in harmful effects on the ELLs’ academic success 

(Guler, 2020). Guler (2020) argues that although some educators have positive perceptions of 

ELLs, these same teachers get frustrated when they have ELL students in their classroom 

because they do not have enough training in ELL education; this may lead to ELLs becoming a 

source of frustration and anxiety. When questioned about the relevance of teacher education and 

how prepared educators were to teach ELLs, many participants in Lee’s (2017) study expressed 

their level of preparedness as “lacking,” “graduated feeling unprepared,” “unconfident,” and 

“unknowledgeable” to teach ELLs (p. 183). Polat and Mahalingappa (2013) agree that teachers 

are not adequately prepared to help ELLs in mainstream classrooms and that they hold inaccurate 

pedagogical beliefs about ELL education, which may include a belief that the “education of 

ELLs is the ESL teacher’s responsibility and that ELLs should not be integrated into mainstream 

classrooms, especially if they have not attained high level of English proficiency first or that they 

should be assigned less demanding coursework” (p. 61). It is critical for teacher education programs 

to address these beliefs, as they may lead to unjust and unequal access to education for ELLs.  

Time and Lack of Resources 

When closely examining the above-mentioned challenges that educators experience, it 

becomes evident that educators often lack time. Educators have many responsibilities including 

planning, marking, facilitating, and ensuring that children are safe in the classroom. Usually, 

educators receive time (i.e., minutes/hours) each week as planning and preparation time, which can 

be used to prepare for the week ahead or to simply catch up on missed tasks (Lee, 2017). While 

supporting ELL students it is challenging for educators to find the time to plan and create resources 

if they are unsure what resources to use and how to get started. Although time is a constraint, lack 

of resources and uncertainty of resources adds to the challenges that educators may experience.  
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Educators in Cooper et al.’s (2017) study articulated that finding time to look for 

resources and create a plan was a challenge, in addition to finding accessible and useful 

resources. Educators mentioned that there is a lack of time in the profession to support their 

efforts to learn more about any challenges that they may have. Classroom teachers described 

needing to choose how they devoted their time to improving ESL pedagogy and spoke about the 

“competing demands on their time, whether other school initiatives, challenging classroom 

environments, or professional and personal priorities and demands” (Cooper et al., 2017, p. 202). 

Fesseha et al. (2020) and Ntelioglou et al. (2014) add that Canadian schools have failed to equip 

educators with the appropriate knowledge to identify students in need of ESL support and 

develop necessary pedagogical skills to teach them effectively once identification has been made.  

Educators also face challenges when looking for resources to support ELLs. The Ontario 

Ministry of Education (OME) has a total of six documents that mention ELL students. Three of 

these documents are largely focused on ELLs, outlining policies and procedures that educators 

need to follow and providing some background information on ELL students. These documents 

include Many Roots Many Voices (OME, 2005), English Language Learners ESL and ELD 

Programs and Services (OME, 2007), and Supporting English Language Learners With Limited 

Prior Schooling: A Practical Guide for Ontario Educators (OME, 2008). There are also other 

documents in which ELL students are briefly mentioned as part of the Ontario curriculum, 

including: Ontario’s Equity and Inclusive Education Strategy (OME, 2009b), Ontario Schools 

Kindergarten to Grade 12 Policy and Program Requirements (OME, 2011b), and Ontario’s 

Education Equity Action Plan (OME, 2017). The teacher participants in Lee’s (2017) study were 

amazed and frustrated that the OME created these resources for teachers, yet some educators 

were not aware that they existed. One of the educators in Lee’s study pointed to the fact that “In 

teachers’ college our attention was never focused on [ELL] resources and for that reason, I was 
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largely unaware of them” (p. 189). Classroom teachers described the OME documents as “wishy 

washy,” “contradictory” in the way that they are written, “very general and ill defined,” and 

problematic because “blurred lines of undefined terms within policies from the Ministry of 

Education contribute to some inconsistencies across the education system” (Lee, 2017, p. 198). 

Many of the documents published by the OME are outdated and lack guidance and direction for 

educators. The documents are focused on providing background knowledge and defining terms, 

but educators need resources that are practical and relevant so that they can be used daily with 

ELLs.  

Educators face many challenges while working with ELLs, including minimal 

professional knowledge on literacy development amongst ELLs. Many classroom teachers 

struggle to view students’ first language (L1) as a tool that can help the students advance their 

English language skills, whilst not having to give up or erase their second language. Another 

challenge that educators face is developing an understanding for ELLs’ funds of knowledge and 

drawing on this knowledge within lesson development and assessment. In addition to ELLs’ 

funds of knowledge, educators also find it challenging to draw on their own funds of knowledge 

in the classroom. The presence of ELLs in the classroom needs to be viewed as an asset to the 

classroom rather than a deficit, as it provides various learning opportunities for all students. In 

addition to these challenges, many of these challenges are caused by inadequate teacher training 

preparation and lack of time and resources for classroom teachers. Teacher preparation may not 

equip educators with the skills and resources to accommodate ELLs, potentially causing 

educators to feel apprehensive and unprepared when ELL students join their classroom. 
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Chapter Summary 

 

The literature points to various challenges experienced by both ELLs and mainstream 

classroom teachers. Goodman and Fine (2018) suggest it takes 5 to 10 years for ELLs to reach 

the language proficiency of their native English-speaking peers. During these years, ELLs face 

many challenges including language loss, difficulties in developing a sense of belonging and 

inclusion in the school community, and difficulties in negotiating their identity and ways in 

which it can be formed. Likewise, educators also face many challenges when attempting to tailor 

instruction and assessment for ELLs. Some of these challenges may include: educators’ limited 

knowledge of literacy development, language loss, and students’ funds of knowledge to support 

students' sense of belonging; lack of teacher education in ELL instruction to assist students in 

understanding identity negotiations and formation; and an overall lack of time and resources to 

prepare and deliver inclusive instructions to linguistically diverse students. Many educators 

continue to demonstrate a lack of knowledge in teaching linguistically diverse students and of the 

challenges that linguistically diverse students face in schools.  
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CHAPTER FOUR: PEDAGOGICAL APPROACHES  

The Ontario Ministry of Education (OME) has released various documents and guides 

that highlight the importance of integrated literacy instruction, ways that educators can support 

ELLs, and various policies, procedures, and guides that address equity in education. In addition 

to the different policy documents, the OME also published monographs known as the Capacity 

Building Series, which provide more information on certain topics such as English literacy 

development (OME, 2014), culturally responsive pedagogy (OME, 2013a), and critical literacy 

(OME, 2009a). Although these documents are beneficial in the sense that they provide brief 

pedagogical approaches and short summaries with tips to develop good practice, educators in the 

field require even more practical pedagogies and resources that they can use. With the increase 

of immigration, the linguistic composition in Canadian classrooms has created various 

challenges and needs for educators, as they are not equipped with the skills or resources to 

support linguistically diverse students (Naqvi et al., 2012). This chapter outlines concepts and 

resources that educators can use in everyday classrooms and in their practice while supporting 

ELLs and all students.  

Strategies to Help ELLs Experiencing Language Loss 

Effective strategies in supporting ELLs with language loss are focused on linguistically 

diverse students using their first language (L1) as a tool to help them develop their English 

language skills (L2). The leading causes of language loss include lack of use of the language and 

developing feelings associated with lack of need or importance. It is important for educators to 

remind ELLs that their first language (L1) is a strength and that it reflects their experiences. 

Groups whose languages are endangered often try to turn language loss around; this has 

increased the need for new language teaching methods and learning strategies that have emerged 
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to suit the needs of language revitalization (Hinton, 2011).  The next section of this review will 

shed light on strategies educators can embed into their instruction to minimize the likelihood of 

language loss taking place in the mainstream classroom.  

Dual Language Texts 

A dual language text is written in two languages. The goal of dual language texts is to 

develop home language literacy alongside literacy development in English (Naqvi et al., 2012). 

This type of resource is a tool that is used to build foundational literacy skills, as it allows 

children to take pride in the language that they know and requires them to use it as a reference 

tool to help them obtain a new language. In addition to this, dual language books also help 

students maintain community connections and develop their cultural identity whilst improving 

literacy skills in English (Naqvi et al., 2012). An example of a current professional resource that 

provides dual language books, bilingual books, bilingual folktales, and resources for bilingual 

children and parents is Mantra Lingua,1 an international publisher that offers books and other 

resources in more than 65 languages.   

Educators can also integrate dual language texts into the classroom by encouraging 

students to illustrate, write, and translate their own dual language books. Giampapa (2010) 

presents an initiative taken by teachers at Coppard Glen Public School based in Markham, 

Ontario. One of the educators within this initiative shared several dual language books that were 

written in students’ home languages, and later used these texts to lead discussions with her class 

about students’ languages and cultures. Following this discussion, the educator assigned a dual 

language writing project which included 29 students who had a variety of first language (L1) 

literacies and abilities (Giampapa, 2010). Students worked collaboratively throughout the writing 

 
1 See Mantra Lingua’s current offerings at https://usa.mantralingua.com/ 

https://usa.mantralingua.com/
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and illustrating process, presenting their ideas in various languages. Children also worked with 

their parents to complete the translations in English and ensure the story made sense in their first 

language. Giampapa’s initiative affirmed the linguistic and cultural resources that students 

possess but also “transformed the roles of parents, the types of L1 literacy practices at home, and 

the funds of knowledge in their communities as important resources in English literacy 

attainment in the classroom” (p. 426). 

Dual language texts are powerful as they emphasize representation and help in affirming 

students’ identities in taking pride in their language and the country that they are from. In 

addition to this, dual language texts may also promote code-switching amongst ELLs, which is a 

very powerful tool to develop as a bilingual or trilingual student. Code-switching occurs when an 

individual switches or alternates between two or more languages, based on the context. This 

linguistic process allows children to develop their metalinguistic awareness (Naqvi et al., 2012). 

Some might refer to code-switching as word mixing (Wang, 2008), while others may define it as 

mixing two languages, transferring from L1 to L2, or even borrowing from each language 

(Soltero, 2004). For teachers and parents, they might believe that code-switching is a result of 

confusion, however research suggests that children engage in code-switching to express a variety 

of communication objectives, such as creating emphasis and expressing cultural identity 

(Soltero, 2004; Üstünel, 2016; Wang, 2008). The promotion of code-switching in the classroom 

allows students to display their languages, cultures, and linguistic behaviour as well as their 

diversification and plurality (Üstünel, 2016). Code-switching allows students to develop a 

holistic understanding of the content being learned, as students may translate ideas in their L1 to 

develop a deeper understanding for a topic, and easily recall concepts as they are able to name 

them in two languages. Code-switching is similar to translanguaging (Park, 2013). 
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Promotion of Translanguaging 

Translanguaging refers to the ability of multilingual speakers to switch between 

languages, treating the languages that form their identity as a connected unit (Hurst & Mona, 

2017). Translanguaging is a very helpful teaching strategy when working with ELLs, especially 

when educators are conscious of language loss. Duarte (2019) explains that translanguaging 

refers to the “dynamic and flexible ways in which multilingual speakers access their language 

practices to expand their communicative potential” (p. 151). Essentially, it is the practice of 

accessing different linguistic features or various modes of language to communicate. The 

practice of translanguaging allows children to access different linguistic features and various 

modes of language to communicate (Duarte, 2019). ELLs frequently translanguage both at home 

and in their home and communities.  

By honouring the complexity and fullness of students’ “linguistic repertoires, 

translanguaging creates opportunities for deeper understanding, as learners produce new 

knowledge and claim ownership of their efforts and its results” (Cioè-Peña & Snell, 2015, p. 2). 

In the classroom, translanguaging means that more than one language is used systematically in a 

single learning activity usually for different communicative functions (Paterson, 2021). An 

example of an activity that educators can implement in the classroom that utilizes 

translanguaging is examining newspaper articles. Educators can introduce newspapers in a 

variety of different languages, which the students can then use to assess multiple perspectives 

regarding a major event and point to the features of newspaper articles (Goodman & Fine, 2018). 

It is important for educators to model translanguaging.  

While conducting a review of the existing literature on translanguaging, Rowe (2018) 

identified six principles for designing activities to support the language and literacy learning of 
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English Language learners: valuing students’ languages and cultures, modelling translanguaging, 

providing authentic opportunities for multilingual communication, inviting two-way translation, 

composing dual-language texts, and connecting students with bilingual or multilingual 

audiences. Another strategy or activity that educators can implement in the classroom to promote 

the use of translanguaging is modelling using multiple languages and sharing bilingual texts that 

they might have written with the class. Rowe explains the steps to creating a multilingual e-book 

composing activity supporting ELLs’ translanguaging literacy practices. The educator can first 

begin by writing a text with the children in English (shared write), then modelling how other 

languages can be added to the book as well as pictures. Following these initial steps, children 

record themselves reading the text in English and then creating audio translations of the text into 

students’ L1, which in the case of the children in Rowe’s study was Spanish. Throughout the 

project, students were able to use their full linguistic repertoires freely when writing and 

recording their stories, and translanguaging was evident as students moved across languages in 

both their written texts and audio recordings (Rowe, 2018). In addition to the work children 

created in the classroom, many of the participants worked on the multilingual texts they created 

at home with their families, which not only empowers the students but also allows for family and 

community empowerment.  

Similarly, students can also create bilingual dictionaries. These dictionaries can be an 

ongoing task, where students write the English word next to its translation in their L1 and draw a 

picture (Paterson, 2021). Students can use these dictionaries to learn and reinforce knowledge 

and strategies across the languages they know (see example in Figure 2). Bilingual dictionaries 

allow ELLs to make links between English and their first language, while building on their prior 

knowledge which is a key aspect of effective practice when working with ELLs (Cummins, 

2007). 
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Figure 2 

Madiha’s Illustration of Strategies for Learning English 

 

Note. From Cummins, J. (2007). Rethinking monolingual instructional strategies in multilingual 

classrooms. Canadian Journal of Applied Linguistics, 10(2), 221–240. 

https://journals.lib.unb.ca/index.php/CJAL/article/view/19743 

  

https://journals.lib.unb.ca/index.php/CJAL/article/view/19743
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A bilingual dictionary can enhance the development of language education, as it can be 

used to create a comprehensive pedagogical environment (El-Sayed & Siddiek, 2013). These 

dictionaries are not only for ELLs to add words but also serve as a personalised tool that allows 

students to look up the meaning of words and revisit new vocabulary. These example activities 

make translanguaging a powerful and empowering tool to use in the classroom, as they empower 

ELLs and promote the use of all the languages they know to understand a concept, which 

encourages the continued use and underscores the importance of L1 development. 

Strategies to Support ELLs’ Sense of Belonging and Inclusion in Schools 

Sense of belonging is a concept related to the quality of life, which includes a feeling that 

individuals matter to one another and to a larger group (Kitchen et al., 2015). Sense of belonging 

is recognized as an important determinant of “psychological and physical well-being” (Kitchen 

et al., 2015, p. 1). Both sense of belonging and inclusion refer to feelings of security, support, 

and reassurance to express oneself freely without the fear of being judged. It is important for 

ELL students to develop a sense of belonging and inclusion to progress both academically and 

socially in school and in their personal lives. The next section will focus on pedagogical 

approaches that educators can use within their practice to assist ELLs in developing their sense 

of belonging and inclusion. These strategies include culturally relevant pedagogy, building 

inclusive classroom environments, and creating and promoting opportunities for family and 

community involvement. 

Culturally Responsive Pedagogy (CRP) 

Educators should adopt culturally relevant pedagogy because it focuses on understanding 

the linguistic values of students, recognizes institutional barriers, and encourages educators to set 

high standards, rethink traditional assumptions in teaching, and develop the willingness to 
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translate knowledge about linguistic diversity into practice (Gee, 2005). Culturally responsive 

pedagogy is particularly important when attempting to improve educators’ practice to better 

support ELLs in the classroom. The first step towards becoming a culturally responsive educator 

is developing an asset-based approach. This approach requires educators working with ELLs to 

recognize the value of the knowledge that children bring into the school, which is driven from 

personal and cultural experiences (Villegas & Lucas, 2002). There also are other steps, 

considerations, and benefits related to engaging a culturally responsive pedagogy in the classroom.  

Lopez’s (2016) research introduces various theories grounded in culturally responsive 

leadership and social justice and focuses on turning theory into action. Culturally relevant 

leadership focuses on eradicating how linguistically diverse students are not able to perform or 

meet the expectations if only dominant ways of knowing are recognized and rewarded. For 

change to take place in schools, Lopez (2016) suggests that educators are required to challenge 

the system and the barriers in place that are holding ELLs back and present ways to overcome 

the institutional barriers. Educational leaders are also responsible and obligated to make a change 

because they have access to power and resources (Lopez, 2016). Culturally responsive pedagogy 

supports the acculturation of students because it constructs new dynamics rather than merely 

assimilating students, which requires students to alter their identity to that of the dominant group 

(Lopez, 2016). Lopez’s (2016) research is noteworthy as it adds to the discussion on the 

significance of culturally relevant pedagogy and emphasizes the idea that it should be embedded 

and woven into the curriculum as well as practice, rather than simply viewed as an add-on or a 

box that teachers check off.   

Educators can use various pedagogical approaches to engage with culturally responsive 

pedagogy to support linguistically diverse students in developing their sense of belonging and 

inclusion in schools. One example is using narrative autobiographies that are digitally recorded. 
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Mogadime and Sullivan (2017) conducted a project with eight Latino-Hispanic students that 

asked students to create eight digital stories to express their experiences, perspectives, and 

challenges at school, and point to best practices for teachers who are working to build classrooms 

that support and nurture diversity. Based on the students’ narratives, educators created a toolkit 

that reflected the students’ challenges and placed them at the centre of their teaching strategies 

(Mogadime & Sullivan, 2017). The toolkit included concepts related to ways of acting as allies 

and ways in which educators at the school can better reflect diversity and promotion of students’ 

L1. Once the themes were identified from the students’ narratives, teachers looked at ways to 

develop resources that would help teachers address or avoid the issues brought up by the students 

(Mogadime & Sullivan, 2017). Educators worked collaboratively to realign the curriculum so 

that students’ experiences and prior knowledge was acknowledged and valued. This example 

reflects one of many effective strategies for educators as it includes teachers positioning ELLs at 

the centre of their inquiry, implementing feedback received from the ELL students to make the 

appropriate adjustments, and finally working collaboratively with colleagues to realign the 

curriculum so that it better serves students’ needs.  

Engaging students in the classroom through inquiry is another powerful instructional 

strategy that educators can use in their daily practice to empower students and assist them in the 

development of their sense of belonging. Teachers’ ideological beliefs in equity empower them 

to negotiate with the expectations of the school and mandated curriculum (Mogadime, 2011). 

While observing two critical educators in an Ontario elementary school, Mogadime (2011) found 

that one of the culturally responsive educators was able to integrate curriculum content that is 

relevant to the linguistic identity and lives of ELLs. Some of the strategies that the educator used 

included following a knowledge construction process in which students were invited to 

participate in critical dialogue that assisted them towards critiquing knowledge production in 
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Social Science and other subject areas. Essentially, the educator worked to equip students with 

the skills needed to critique and critically discuss what and who is missing from the knowledge 

they were presented with.  

The pedagogical approaches mentioned above help students develop their sense of 

belonging and inclusion ant reflect the idea that developing a culturally responsive curriculum is 

the responsibility of all educators who work in culturally diverse communities. Culturally 

responsive teaching requires that educators: understand linguistic values and learning styles of 

ethnic groups; avoid blaming students for failure; recognize institutional system barriers; 

continue goal setting and setting high standards for students who are underachieving; have the 

will to confront educational convictions and ability to challenge traditional assumptions of 

teaching and learning; and have the skills and understanding to translate knowledge about 

cultural diversity into pedagogical practice (Gay, 2010). Culturally responsive pedagogy views 

linguistically diverse students as an asset to the classroom, making it an important instructional 

approach for all classroom teachers. 

Building Inclusive Schools 

Building inclusive schools is not only a responsibility of classroom teachers but also 

applies to all teaching staff and the leadership team in a school. An inclusive school considers 

the role of quality and responsive teaching, effective leadership and systems, and involvement of 

parents as influencing learners’ success (Sutton et al., 2021). While building inclusive schools, 

each learner and their family begins to associate feelings of inclusion towards the school, they 

feel that there is respect for diversity and they strive for equity (Sutton et al., 2021). Dei (2000) 

explains that inclusive schools use culture and students’ prior knowledge to plan and design the 

school and classrooms, represent various knowledge and processes of meaning making, allow 
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students the opportunity to access and use home and community knowledge and experience, and 

equip students with the skills to question and produce knowledge. Inclusive schools shift 

teachers’ ways of thinking about knowledge and how it is produced, encourage identities of 

empowerment, and affirm differences and “the bodies, origins, beliefs, and histories of its 

students” (Dei, 2000, p. 178). While inclusive education applies to every learner, it has relevance 

to linguistically diverse students and students who have historically been excluded and 

marginalised from and within schools (Sutton et al., 2021). 

Inclusive schools can dramatically influence the experiences of ELLs as linguistically 

diverse students will see their cultures and languages respected and welcomed in school leading 

to the establishment of a strong sense of belonging. Being an inclusive school is an initiative to 

be taken on by the entire school, and educators need to adopt certain aspects of inclusive 

education into their classrooms daily. For example, educators should consider the visual 

representations in the physical environment as well as the resources used within their lessons. 

Dei (2000) emphasize the importance of visual representations to validate the experiences and 

linguistic knowledge of ELLs. In the process of developing inclusive schools, educators need to 

recognize ELLs’ linguistic skills and experiences and ensure that content reflects this, which will 

result in the promotion of access to various forms of linguistic knowledge (Gee, 2000).  

Another area that educators can focus on is building peer responsiveness in the classroom 

and supporting students in building strong relationships with other learners. Sutton et al. (2021) 

conducted an online survey with 16 secondary school students and followed the online survey 

with three semi-structured interviews to allow the student participants to voice their experiences 

in their own words. Over half of the students responded that their engagement with peers was 

only semi-positive and one participant described their peer interactions as non-positive (Sutton et 
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al., 2021). The wide range of survey scores implied that there was a lot of variability with respect 

to social relationships amongst ELLs and newcomer learners (Sutton et al., 2021). Peer 

relationships are an integral social aspect in ELLs’ schooling experience and if the experience is 

negative it can affect ELL students’ attitudes towards school, and negatively affect the 

development of their sense of belonging and inclusion. 

Promoting Family and Community Involvement  

 

Family and community involvement is another aspect of ELLs’ schooling that affects 

their development of a sense of belonging and inclusion. At the school level, family involvement 

is important for both the academic and social aspects of schooling. When educators involve 

newcomer parents as partners in their children’s education, parents appear to develop a positive 

sense of efficacy that is communicated to their children (Cummins, 1986). This results in the 

development of a collaborative relationship among educators and parents, which ELLs will 

quickly sense and respond to. Collaborative dual relationships are required among teachers and 

newcomer families to empower students and promote academic success (Cummins, 1986).  

Including the L1 of ELLs can transform the kind of involvement family members have in 

their child(ren)’s schooling and can positively impact the types of experiences children have at 

school (Paterson, 2021). An example of a strategy that educators can use to promote the 

involvement of ELL families is to include communication in their home language. This may 

involve sending home welcome letters, creating monthly calendars, translating classroom forms, 

and other information in ELL students’ L1 whenever possible (Paterson, 2021). To accomplish 

this, educators can use translation tools, or they can ask colleagues and parent volunteers to 

proofread forms. Educators may view this strategy as extra work to translate forms and notes 

initially, but over time educators will develop these resources that they can use and revise to 
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strengthen their connections with ELLs families (Paterson, 2021). Families will greatly 

appreciate the efforts of educators who attempt to communicate with them in their L1 and this 

will strengthen their relationships by maintaining contact with the school (Paterson, 2021). It is 

important for educators to recognize that the parents of ELLs are likely themselves English 

language learners, and that they “juggle language-learning pursuits along with a variety of other 

daunting tasks” (Cranston et al., 2021, p. 394). Some of the parents may be seeking employment, 

or secure, stable, and affordable housing, and they may be navigating a series of social systems 

that are often quite foreign to them (Cranston et al., 2021). Parents of ELLs may also avoid 

interactions with educators due to their own lack of English. This makes it important for 

educators to make the effort to translate communications into families’ L1 as ELLs’ families will 

feel welcomed in the school environment and are more likely to become involved (Cranston et 

al., 2021). Understanding the challenges that ELL families may face is important to foster 

parental engagement and support students’ academic success (Tarasawa & Waggoner, 2015). To 

support ELLs’ families, educators need to give parents tangible support that they can use to 

navigate and interpret the Ontario education context, in which parents of ELLs may feel like they 

do not belong. 

Another strategy educators can use to promote family and community involvement is 

inviting family members of students to speak to the class and share their linguistic backgrounds 

and cultural practices (Paterson, 2021). While working on improving family involvement in an 

Ontario elementary school, a critical educator set up a program in the school where children’s 

grandparents were invited to read to them (Mogadime, 2011). Most ELLs in this school spoke 

Punjabi as their L1, which is why the grandparents who were available to read in Punjabi were 

invited into the school as volunteer guest speakers (Mogadime, 2011). The grandparents would 
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read the Punjabi side of the dual books alongside teachers during read-aloud time as well as with 

individual children during reading time. In addition to reading, there was dedicated time to 

learning about other languages and specific vocabulary (other than the dominant English 

language of instruction). These educators’ initiatives created new contexts for the inclusion of 

students’ language in the curriculum of the classroom and acknowledged the languages of 

children’s families in the classroom. 

Strategies to Help Develop ELLs’ Identity Formation  

Language is a complex tool that is closely tied to identity formation and negotiation. 

Since schools are specific social contexts alive with diverse interactions, schooling experiences 

influence how learners perceive themselves or are perceived and positioned by others (Rao, 

2011). Multiple identities are developed through participation in different communicative 

networks, which allow children the possibility to grow and develop multiple perspectives 

(Garcìa, 2009b). The separation between home and school leads to significant effects on ELLs 

students’ sense of belonging and feeling the need to assimilate to be accepted by others. ELLs 

often feel that they need to avoid using L1 to fit in with their peers. In providing more support 

for ELLs in the classroom, educators are advised to empower ELLs and provide opportunities 

where they can share their L1 identity with the class and in the process, develop pride for their 

language.  The next section of this chapter will focus on strategies that educators can embed into 

their instruction to empower students and support them in their identity formation.  

Affirm Identity  

 

ELLs’ language is naturally interwoven within their families, communities, and personal 

identity. If students’ L1 is discouraged in school, it suggests that something is wrong with the 

student, their family, and their identity (Paterson, 2021). Schools are specific social contexts 

operating with diverse interactions, and schooling experiences influence how learners perceive 
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themselves or are perceived and positioned by others (Rao, 2011). ELLs who initially learn their 

non-English native language through their family may come to see their home language and 

connections with home as a disadvantage to school success. The ways ELLs are engaged in 

language learning influences their identities and who they become (Rao, 2011). 

When implementing pedagogical approaches to support ELLs, teachers need to ensure 

that it relates to the students’ identity; as they should be able to see themselves in every aspect of 

their work at school (Cummins, 2007). To begin working to affirm students’ identities, educators 

need to ensure that they are getting to know their ELLs. This may include understanding the 

language they speak, their culture, the community that they are a part of, and their faith 

(Cummins, 2007). Having this knowledge about ELLs will allow teachers to make the 

appropriate adjustments to their practice and ensure that the curriculum and the lessons being 

delivered are relevant to the students.  

Effective pedagogical approaches affirm students’ identities, which validates ELLs’ 

languages, cultures, and experiences by utilizing them as linguistic and intellectual resources, 

and consequently, connections are made “between the curriculum and students’ lives; learning 

becomes more meaningful and productive” (Paterson, 2021, p. 18). Social interactions are also 

important to identity development, as identities are co-constructed throughout social interactions 

and identities only “work” if recognized by others involved in the interactions (Schloegel, 2016). 

Whether it is through specific activities within lessons or learning about a community, students 

can develop confidence and motivation to succeed academically when they are empowered by 

their schooling experiences (Baker & Hornberger, 2001). To ensure academic and social success 

for ELLs, classroom teachers need to ensure that they emphasize and promote the use of the 

students’ L1 during cognitive and academic skill activities (Baker & Hornberger, 2001). 
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An example of an approach that educators can implement to effectively affirm 

linguistically diverse students’ identities in the classroom is through creating an identity text 

collaboratively. Cummins et al. (2015) present the “What Do You See When You Look at Me?” 

project which was written and illustrated by students in Kindergarten to Grade 4 from a school in 

Ontario (see Figure 3). This project used a social justice lens to compose a patterned text 

focusing on identity issues that ELLs deal with. The students explore how people are not defined 

by just one identity, but rather by a combination of many different, unique identities that connect 

diverse aspects of life (Cummins & Early, 2015). Students created short poems based on 

identities of gender, economic background, race, religion, and family composition. The students’ 

perspectives are illustrated in the following excerpts: “What do you see when I eat with my 

chopsticks? Do you see that this is how my family and I eat at home?”; “What do you see when I 

wear my bindi? Do you see that it keeps me centred and focused on faith?”; and “What do you 

see when I draw the moon? Do you see that it tells me when to break the fast during Ramadan?” 

(Cummins & Early, 2015, p. 574). Affirming ELL’s multiple identities through projects like the 

creation of identity text empowers students and allows them the opportunity to make connections 

between their L1 linguistic identity and their L2 identity.  

Identity Texts 

The term “identity texts” emerged initially in the context of collaborative research with 

teachers in the Vancouver and Toronto areas to capture crucial features of the work that students 

produced (Cummins et al., 2015). These projects initiated by teachers focused on expanding 

conceptions of literacy beyond the traditional print-based reading and writing skills in the 

dominant language (Cummins & Early, 2011). Identity texts are a great example of an effective 

instructional strategy that aims to empower and validate ELLs’ identities. 
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Figure 3 

What Do You See When You Look at Me? 

 

Note. From Cummins, J., Hu, S., Markus, P., & Montero, M. K. (2015). Identity texts and 

academic achievement: Connecting the dots in multilingual school contexts. TESOL Quarterly, 

49(3), 555–581. https://doi.org/10.1002/tesq.241 
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Dual language identity texts are written in English as well as students’ L1 and can be 

written, spoken, visual, musical, dramatic, or multimodal combinations, which reflect positive 

statements that students make about themselves (Streelasky, 2020). These forms of text are 

representations of individuals’ personal cultural identities, as they represent people’s lives and 

their perspectives of self and others, which promotes greater understanding between groups 

(Streelasky, 2020). Identity texts are an example of an inclusive pedagogical tool that is a 

language learning strategy that cognitively challenges students and provides them with the 

opportunity to invest and recognize their multiple identities (Taylor et al., 2008). Additionally, 

identity texts provide opportunities for linguistically diverse students to develop confidence in 

their skills and positive self-images, further affirming their linguistic and social identities.  

Identity texts differ from more standard school assignments in both the process and the 

product, although the assignment is cognitively challenging, students can choose their topic of 

interest (Cummins et al., 2005). In the process of creating identity texts, linguistically diverse 

students decide how they will carry out the project and are encouraged to use the full range of 

their talents in doing so (Zaidi & El Chaar, 2020). One way of affirming ELLs’ identities while 

using identity texts in the mainstream classroom is within an English narrative writing unit. An 

educator in Ontario began the unit by sharing with the class a classic story that was told to her by 

her parents when she was younger (Cummins, 2011). The teacher then began reading narratives 

from various cultural backgrounds (to provide students with samples), which were purposefully 

selected texts that represented the linguistic backgrounds of the students. Through her practice, 

this educator communicated to her students that she recognized their cultures and linguistic 

identity and that she was going to provide them with opportunities to appreciate and celebrate 

their linguistic skills in the classroom. Immediately, the students could connect the tales to their 

own lives or to stories of their own. This project was then extended so that ELLs had the 
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opportunity to write their own identity texts, focusing on a story of their choice. By the end of 

the unit, all the students involved were able to create stories they were proud of, as they saw 

themselves as authors (Cummins, 2011). This educator’s literacy practice was not only identity 

affirming but also increased students’ literacy engagement.  

Implementing identity texts or finding the time to reproduce and present them may be a 

challenge for educators, but it is important to remember that identity texts can be cross-

curricular, which allows students to practice multiple skills at once without having to wait 

(Cummins & Early, 2011). Educators are also able to build strong bridges between home and 

school when affirming students’ identities and ensuring that students are using the L1 to continue 

progressing in their academic journeys. Identity texts are a powerful instructional strategy for 

identity affirmation; they can be used for effective and inspirational pedagogy in linguistically 

diverse school contexts (Cummins & Early, 2011). Identities are infused or rooted in literacy 

practices, thus identity text production can be harnessed by teachers as an instructional tool to 

promote literacy engagement and achievement amongst linguistically diverse students (Cummins 

& Early, 2011). While linking identity affirmation and literacy engagement through identity texts, 

students’ funds of knowledge, language, culture, and identity are presented in a positive light 

(Ntelioglou, et al., 2014). DeJong (2017) found that creating identity texts with ELLs has positive 

outcomes such as identity affirmation, literacy engagement, and sharing and building relationships 

that promote more equitable spaces. Thus, using identity texts as an instructional strategy to affirm 

students’ identities is a powerful tool that educators can use when working with ELLs.  

Identify Formation 

The Universal Declaration of Linguistic Rights (UDLR) is an important document for 

educators and those in educational leadership positions, as it focuses on helping language 

communities in maintaining and developing their languages (UNESCO, 1996). It is crucial for 
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educators to be familiar with the UDLR and to use the articles within this declaration to inform 

their pedagogical approaches when implementing strategies to support ELLs’ identity formation. 

Skutnabb-Kangas and May (2017) add to the discussion of linguistic rights by explaining that if 

ELLs do not have the right to learn and use their L1 in schools, their language is likely not going 

to survive, causing a conflict in identity for many ELLs. Gallagher-Geurtsen (2007) also 

emphasizes the need for educators to be aware of how they unconsciously elevate the status of 

standard English above other languages in everyday practice. One example of how this could take 

place is if a teacher unconsciously judges students less academically competent because their test 

scores represent their attempts in their less accomplished L2 (Gallagher-Geurtsen, 2007).  

When becoming familiar with linguistic rights, there are teaching strategies that educators 

can use to support students’ linguistic identity development that present educator’s knowledge 

and awareness of the UDLR (UNESCO, 1996). When students’ identities are affirmed by 

instruction that validates their languages and experience by utilizing them as linguistic and 

intellectual resources, connections develop between the curriculum and students’ lives (Paterson, 

2021). Alternatively, when students’ identities are devalued through policy or instruction that 

excludes their language and does not provide opportunities for utilizing their language, they are 

expected to learn in an environment detached from who they are and what they know; this often 

leads to withdrawal (Paterson, 2021). Educators cannot incorporate students’ languages and 

previous experiences into the classroom unless they learn what they are (Paterson, 2021).  

There are activities that can be done at the beginning of the year to initiate this process of 

getting to know students’ identities, linguistic abilities, and previous experiences. One example 

is linguistic self-portraits. Prasad (2015) used linguistic self-portraits while working with 

students in Grades 4 to 6 in Canada and France to create multimodal texts including linguistic 

self-portraits using paper collages as a background. The activity begins with students associating 
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a colour with each language they consider to be a part of their lives, then they tear or cut pieces 

of coloured paper to represent proportionally their relationship to each language (Prasad, 2015). 

Once the background is completed, students cut out a personal black and white digital 

photograph of themselves, and this body outline is then used to locate the different languages and 

used to represent each language, as well as where they place the language on their body outline. 

Students have various decisions to make within this project, such as which colour they use to 

represent each language, and where they place each language. In the process of making these 

self-portraits, students are encouraged to use colour and embodied metaphors to describe their 

use of, feelings about, and relationship to each language and culture (Paterson, 2021). Through 

this simple activity, educators will learn more about students’ linguistic identities and thus will 

be practising their knowledge of students’ linguistic rights by giving students the space and 

opportunity to use, explain, and present their linguistic abilities.  

It is critical for educators to recognize that ELLs’ language is inextricably interwoven 

with their family, community, and personal identity (Paterson, 2021). To better support ELLs in 

the classroom, educators are required to empower ELLs and provide opportunities where they 

can share their L1 identity with the class and in the process, develop pride for their language. 

ELLs’ learning needs to be connected to students’ interests, experiences, and prior knowledge to 

make learning meaningful and engaging. When students’ identities are affirmed by instruction 

that validates their language and identity, teachers give students the opportunity to make 

connections between curriculum and their own lives. Educators’ knowledge of linguistic rights 

and their use of this knowledge in developing activities provides ELLs with various 

opportunities to confidently use their L1 in the classroom, and develop strong connections 

between home and school. 
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Pedagogical Approaches for ESL and Mainstream Class Teachers 

The next section of this chapter will focus on pedagogical approaches that educators can 

use to enhance their practices while working with linguistically diverse students. This section 

will specifically focus on inclusive pedagogical approaches and activities to support literacy 

development, appreciate ELLs’ and teachers’ funds of knowledge, and offer ideas about how to 

professionally grow as an educator. Pedagogical approaches are techniques that educators can 

use to help students become independent, strategic learners who strive to accomplish tasks and 

meet goals.  

Pedagogical Approaches Focusing on Literacy Development  

 

Literacy development is a vital part of every child’s overall development and is 

especially important for linguistically diverse students as they begin to develop their literacy 

skills in English (L2). Effective pedagogical approaches when working with ELLs focus on 

using home language to promote literacy development and developing literacy skills in L2 

through the continuous use of L1. Cummins et al. (2012) identify four instructional dimensions 

that are critical when enabling emergent ELLs to engage actively with literacy instruction from 

an early stage in their learning of English. These four dimensions form a framework and 

include:  

1. Scaffolding meaning by using pedagogical approaches, such as visuals and graphic 

organizers, and enabling students to use their L1 to clarify content (e.g., through 

discussion, dictionary use, or L1 electronic text resources).  

2. Connect to students’ lives by actively building background knowledge, which is often 

encoded in students’ L1. 
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3. Affirm students’ academic, linguistic, and cultural identity by providing opportunities for 

students to showcase their literary accomplishments in their L1 and L2. 

4. Explicitly develop and extend students’ knowledge of and control over language 

across the curriculum (e.g., encouraging students to compare and contrast their L1 and 

L2). 

Educators need to acknowledge that multilingual students’ L1 has a significant role to 

play in promoting overall academic growth. The literacy engagement framework provided by 

Cummins et al. (2012) is a useful lens through which to view instructional practices and ways to 

better support ELLs in their literacy development journey. There are also various pedagogical 

approaches and activities that educators can utilize which complement the literacy engagement 

framework. Although some educators may view the approaches of multiliteracy and 

multimodality as impractical to prepare students for standardized tests, allowing ELLs to engage 

in multiliteracies and create multimodal texts has a significant impact on students’ identity 

formation and the connections they have with their families through their L1 (Choi & Yi, 2016). 

Multiliteracies  

 

Multiliteracies is the concept of recognizing different modes that make up literacy. 

Traditionally, literacy teaching was solely focused on the rules of standard forms of language, 

which is why English language arts teachers initially saw print-based text as the only legitimate 

form of school literacy (Choi & Yi, 2016). Once teachers engaged their learners in composing 

digital videos, they began to see digital video production as a similar “composing activity to 

writing traditional, print-based text because of the similar literacy process required” (Choi & Yi, 

2016, p. 306). An example of this is supporting learners to make digital videos, which are visual 

and auditory texts that can be used to document students’ ideas; they are also considered a form 

of literacy (Choi & Yi, 2016). Choi and Yi (2016) explain how the focus of literacy has changed 
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to include different meaning-making processes that are multimodal in nature and include written-

linguistic modes of meaning like visual, oral, audio, gestural, tactical, and spatial (Burke & 

Hardware, 2015). The use of a multiliteracies approach to pedagogy allows students to gain 

access to the growing language of work, power, and community, and fosters the critical 

engagement necessary to design their social future and fulfil employment requirements (Cazden 

et al., 1996). It is important for educators to recognize that the ELLs may enter the classroom 

with developed literacy skills in their L1; this is beneficial for both the student and the teacher as 

the skills learned to develop literacy skills in L1 can be applied to develop literacy skills in L2. If 

the ELL has not developed literacy skills in L1, there are various strategies that educators can 

use. One of these strategies is to consider the use of multiliteracies to develop students’ literacy 

skills and provide opportunities for social interactions and collaboration.  

Multiliteracies pedagogy aims to design innovative learning environments that engage all 

students in an expanded range of “literacy practices including imaginative and cognitively 

demanding integration of text based and multimedia practices” (Taylor et al., 2008, p. 274). 

Through an ethnographic case study of one of Toronto’s elementary schools, Giampapa (2010) 

introduced a Grade 4 teacher who used a multiliteracies pedagogy in the classroom. While 

working with 29 students, the teacher develops a multiliteracies pedagogy by drawing on her and 

her students’ identities. As part of the teacher’s pedagogical strategy for stretching the English 

mainstream curriculum to incorporate students’ linguistic resources, she expanded on the 

existing Language Arts curriculum with regards to writing and publishing stories (Giampapa, 

2010). The project initially started with the educator bringing in published books in students’ L1, 

which led to discussions with the class about students’ linguistic backgrounds and developed a 

dual language text project. With the introduction of this project, students were given a purposeful 
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opportunity for writing in their L1 (Giampapa, 2010). The students could self-select book themes 

and to write in the language of their choice.  

This dual language text project developed students’ multiliteracy skills as they worked 

collaboratively in the process of narrative writing, editing, composing, and visually representing 

their stories in various languages. A student’s example from this study included a dual language 

text written in Chinese and English. The student chose to write a story about family conflict 

where two families who did not get along were stuck on an island due to a shipwreck. The two 

families had to work together and develop an understanding of each other’s different points of 

view and perspectives (Giampapa, 2010). This story may reflect the transition that the child 

experienced moving to Canada, or even the idea of coexisting with different linguistic abilities. 

The educator used the linguistic forms of capital in the classroom to create learning opportunities 

for all students to access the English mainstream curriculum (Giampapa, 2010).  

The integration of multiliteracies and L1 into mainstream curriculum can enrich home 

biliteracy practices, developing students’ social and linguistic identity (Taylor et al., 2008). 

Multiliteracies also allow for home communication and intergenerational interaction 

opportunities. For example, in the study conducted by Taylor et al. (2008), a student’s 

grandmother, her mother, and the student worked collaboratively on a dual language text. This 

child was not only able to practice both her L1 and L2 but was also able to spend interactive time 

with family while doing a meaningful literacy activity (Taylor et al., 2008). 

Graphic novels are also an example of a resource that educators can use to develop 

multiliteracies in the classroom with ELLs. Graphic novels are literary works that use sequential 

art to tell a story and like many other forms of literature, they include many genres (Maloy, 

2016). Graphic novels have emerged as a popular medium amongst children, specifically 
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drawing the interest of ELL students. Hughes and King (2010) argue that “graphic novels require 

different and possibly even more complex reading skills than traditional print texts” (p. 65). 

Graphic novels are literary works that use sequential art to tell a story and like many other forms 

of literature, they include many genres (Maloy, 2016). In relation to literacy, graphic novels are 

an effective tool that educators can use to address language barriers and scaffold meaning with 

the integration of visuals (Pishol & Kaur, 2015). Comics are becoming a popular medium 

because they complement the literacies required by the kind of platforms that children are 

engaging in daily such as Instagram, Facebook, Twitter, and YouTube. Graphic novels are also a 

great tool for ELLs as they learn to “read” without the major focus on words, but begin to derive 

meaning from images and gestures, which is a form of knowledge and understanding (Hughes 

& King, 2010). This form of text is beneficial as it provides new ways to engage with text and is 

a great tool for addressing social issues with students of all abilities. The use of graphic novels 

and the multiliteracies approaches enrich reading instruction.  

Pishol and Kaur (2015) present teachers’ experience with graphic novels and a 

multiliteracies approach in the reading classroom; they reported that both promoted interest in 

reading English materials and enhances ELLs’ understanding. The teachers also believed that the 

students were motivated by reading the graphic novel and then using a multiliteracies approach as 

it immersed them in the learning process and created a memorable experience (Pishol & Kaur, 

2015). A growing number of graphic novels focus on immigration narratives, dealing with the 

pressures to assimilate, desires to maintain one’s linguistic heritage, and other challenges faced by 

immigrants (Maloy, 2016). Some of the ones outlined by Maloy (2016) include The Arrival (Tan, 

2007), Escape to Gold Mountain (Wong, 2012), and The Four Immigrants Manga (Kiyama, 1998).  

Multimodality  
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Multimodality is an inherent aspect of multiliteracies pedagogy. Multimodality uses 

multiple forms of literacies within one medium and explains communication of modes of 

representation as well as “expression within text design (with the term text referring to 

communicative acts beyond but including print writing)” (Rowsell & Collier, 2017, p. 3). 

Rowsell and Collier (2017) discuss the various modes of meaning making and expression 

including: visual (drawing and painting), print (books, newspapers, environmental print), 

gestural (acting out, pointing, miming), dramatic (improvisation, formal acting, and role-

playing), and oral (public speaking and informal talk). Furthermore, Kress and van Leeuwen 

(1996) explain multimodal texts as “any text whose meanings are realized through more than one 

semiotic code” (p. 183). For example, the composition of texts might access varied forms of 

expression, including images, symbols, and multimedia texts associated with the internet (Choi 

& Yi, 2016). Educators can use multimodality to develop and practise various pedagogical 

approaches in supporting ELLs in the classroom. Multimodal instruction can be beneficial with 

ELLs as it recognizes and values multiple forms of literacy and meaning making, which they can 

use to present their ideas and develop L2. 

An example of an approach that accesses the affordances of multimodality in developing 

ELLs’ literacy skills is the use of technology. Technology is a helpful tool that educators can use 

to create instruction that supports ELLs’ language abilities, as it provides convenient access to an 

unlimited pool of tools and resources (Rowe, 2018). Rowe (2018) presents the example of e-

books as a multimodal instructional strategy. Rowe’s project first began asking ELLs to write 

their own stories or informational texts in English and in their L1. Then, the students used 

touchscreen tablets (iPads) to take pictures of their pages and upload the pictures into the multi-

page e-book, using an application called Book Creator (Rowe, 2018). Next, the students were 

asked to use the app to record audio of themselves reading each page in English and in their L1 
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(Rowe, 2018). Children worked collaboratively to translate their pages in additional languages, 

which provided an opportunity for two-way translations. Finally, the students connected their 

tablets to a digital projector in the classroom and speakers to share their completed e-books with 

the class (Rowe, 2018). The final step of the project opened the invitation for the students to 

have a wider, community-based multilingual audience with whom they shared their e-books 

(Rowe, 2018). Multimodal e-books, two-way translation, and the opportunity to present to a 

multilingual audience are all beneficial strategies educators can use in the classroom to tap into 

students’ multimodal knowledge and to support ELLs in the development of L1.  

When educators access multimodal approaches in their instruction it shows that they 

value different modes of literacy and encourage different meaning making processes. Yi and 

Angay-Crowder (2016) suggest that a growing number of ELLs engage in digital and 

multimodal practices in their daily lives. For example, ELLs maintain social networking sites by 

using videos, photos, text, design, and uploading multimodal videos on websites such as 

YouTube (Yi & Angay-Crowder, 2016). Multimodal practices enable ELLs to develop their 

multiliteracies skills, improve their critical perspectives, negotiate their identities, and become 

motivated to engage in independent learning (Yi & Angay-Crowder, 2016). Multimodality 

challenges the traditional social norms of a Western classroom that often centres on the teacher 

as the “expert” who provides information to students; multimodal methods engender a more fluid 

classroom environment that facilitates students with access to information in various ways. Prior 

to engaging students in multimodal activities, educators need to understand the task and build 

confident familiarity with all the resources being used by students.  

Critical Literacy  

Critical literacy is an instructional approach that advocates the adoption of critical 

perspectives towards text, through close examination and analysis. Streelasky (2020) suggests 
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that a critical literacy framework recognizes how the meanings embedded in texts reveal their 

perspectives and motives and enable individuals to examine how a text compares with their own 

views. A key feature of critical literacy is the examination of the purpose behind a creation of 

text, and the factors shaping the author’s opinion and point of view (Streelasky, 2020). Critical 

literacy is an instructional approach that focuses on interacting and engaging with texts and 

encourages the reader to consider the political act of both creating and interacting with a given 

work (Maloy, 2016). This approach is known for its emphasis on students’ voices; it encourages 

not to simply accept the text at a surface level, but students should consider issues such as 

author’s intent and motivation in writing the piece (Maloy, 2016). Critical literacy is an 

instructional approach that educators can implement in the classroom to develop ELLs’ literacy 

and critical language skills.  

A seminal framework which elaborates on a critical literacy approach to teach 

linguistically diverse students is the foundational work of Ada (1988a, 1988b). Ada’s framework 

focuses on how interpersonal spaces can be created between teachers and students, which 

encourages students to share and expand their experiences within a collaborative process of 

critical inquiry (Ntelioglou et al., 2014). The four phases are named descriptive, personal 

interpretive, critical analysis, and creative action (Ada, 1988a). The descriptive phase requires 

ELLs to ask questions (e.g., Where, when, how, and why did it happen? Who did it?). These 

kinds of questions can be answered based on the text the children are reading (Ntelioglou et al., 

2014). The personal interpretive phase requires students to relate the information they have read 

to their own experiences and feelings; educators at this point can ask questions like: Have you 

ever seen (felt, experienced) something like this? Have you ever wanted something similar? This 

phase helps ELLs develop their self-esteem by showing that their experiences and feelings are 

valued by the teacher (Ntelioglou et al., 2014). The critical analysis phase in turn requires 



79 

 

students to engage in a more abstract process of critically analyzing the issues or problems that 

are raised in the text; this phase requires students to make inferences, answer comprehension 

questions, and explore what generalizations can be made (Ntelioglou et al., 2014). The last phase 

of the critical literacy framework outlined by Ada (1988a) is the creative action phase, which is 

oriented towards discovering what changes individuals can make to improve their lives or solve 

the problem that was initially presented (Lau, 2013; Ntelioglou et al., 2014). The framework 

presented by Ada (1988a, 1988b) allows ELLs to actively voice their own realities and their 

analyses of issues, rather than being constricted to the identity definitions and “construction of 

‘truth’ implicitly or explicitly transmitted in the prescribed curriculum” (Ntelioglou et al., 2014, 

p. 8). When ELLs are provided with the opportunity to share and critically reflect on their 

experiences, they will be able to collaboratively construct and continue developing their identity 

along with their literacy skills.  

Fajardo (2015) adds to the discussion on the significance of critical literacy as an 

instructional approach for ELLs’ by exploring critical literacy and the relationship between 

literacy and power. Fajardo (2015) explains that one of the key features of critical literacy is 

examining the politics behind the creations of text to understand how dominant patterns of power 

and authority are hidden within text, which otherwise may have gone unnoticed. Thus, Fajardo 

(2015) points to the impact of using critical literacy to teach linguistically diverse students, as it 

will allow students the opportunity to question, resist, and “reconstruct textual representations 

that do not correspond to their own identities” (p. 32). 

In a research monograph titled “Critical Literacy,” the OME (2009a) makes 

recommendations for creating a classroom culture that implements a critical literacy approach, 

including: acquiring and understanding students’ interest and backgrounds; beginning with and 



80 

 

building on the unique identities and diverse community perspectives represented within the 

classroom; considering students’ ideas, questions, interests, and experience in shaping learning 

opportunities; and ensuring entry points for all students when planning tasks and learning 

experiences that provide opportunities to think critically. Although the recommendations are for 

fostering critical literacy as an approach in the general classroom, it is evident that there is also a 

close link between critical literacy and affirming student’s identities and linguistic abilities. 

Within the critical literacy monograph, the OME (2009a) provides four pedagogical approaches 

that can be used to support critical literacy in the classroom, including: a media station where 

students can bring in samples of everyday text and discuss the content; using the think-aloud 

strategy which encourages teachers and students to make their thinking explicit so that others can 

join the discussion; questioning the author; and use of the “four corners” activity, which is a 

collaborative activity that encourages students to consider different viewpoints.  

Teachers should employ strategies within critical literacy theory to encourage their 

students to critically analyze texts, to consider authors’ intent and purpose in writing books, and 

to question issues of social justice (Maloy, 2016). The use of critical literacy approaches 

develops an environment in which teachers begin discussions that question how and why things 

are done or communicated in the ways that they are. Thus, the educator’s role in the classroom 

shifts from being a transmitter of a set of learning outcomes to a change agent who encourages 

students to think critically and deeply for themselves (Maloy, 2016). Coffey et al. (2013) 

contributes to the critical literacy discussion by encouraging educators to develop critical literacy 

amongst ELLs. An example of how teachers “can engage students in the development of critical 

literacy is by examining the various dialects of the English language that are spoken in any 

country” (Coffey et al., 2013, p. 119). Developing this understanding of how dialects are used in 
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speech and within texts will enable students to better understand why groups of people are 

treated differently based on their accents and dialects (Coffey et al., 2013). In this way the 

development of critical literacy will encourage social justice and inquiry of language and literacy 

(Coffey et al., 2013). Engaging ELLs in lessons that examine power relationships found in 

language and literature allows educators to demonstrate that language is never neutral (Coffey et 

al., 2013). For ELLs, critical literacy can develop critical learners who are able to examine 

meaning embedded in texts, reveal perspectives and motivations behind the creation of text, and 

examine how the text compares to their own views and beliefs.  

Literacy skills allow learners to express themselves and communicate with others. 

Educators need to implement pedagogical approaches that support ELLs’ literacy development 

through the use of L1 and concurrent development of L2. Some of the pedagogical approaches 

that educators can use to support ELLs in their literacy development include conducting projects 

and completing work using multiliteracies in which children are able to present their ideas in a 

variety of ways or different modes. In addition to this, educators can promote the use of 

multimodal texts with ELLs as they recognize and value multiple forms of literacy and meaning 

making, which ELLs can later use to present their ideas and further develop literacy skills in 

their L2. Finally, educators can use critical literacy within their practice to teach ELLs how to 

examine texts by questioning the factors that shape the author’s opinion and point of view. ELLs 

need to perceive that their identities and L1 are welcomed in the classroom, and they also need to 

feel that their L1 has a place in the classroom as a means to further develop their skills in their L2. 

Appreciating ELLs’ Funds of Knowledge 

Appreciating funds of knowledge allows teachers to get to know their students, their 

families, and communities, and recognizes household knowledge as a source of teaching and 
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learning in the classroom. It is important for educators to build on students’ out-of-school funds 

of knowledge and to also tap into students’ scholastic funds of knowledge (including the set of 

skills and habits students draw on when faced with difficult academic tasks) to facilitate learning 

processes (Johnson & Johnson, 2016). Funds of knowledge allow teachers to understand the 

ways that students and their families use language, literacy, and numeracy in the home and in the 

larger community. Educators can use this understanding to develop a curriculum that is based on 

what families naturally do and is inclusive of students’ linguistic skills, background, and history.  

Ntelioglou et al. (2014) add to the concept of funds of knowledge with the idea of 

affirming students’ identities and state that “students multilingual and multicultural funds of 

knowledge nurture their identities and interest in learning, not only in L2 but also L1 to foster 

more holistic and connection-based results” (p. 7). Thus, funds of knowledge is a concept that 

empowers students, promotes holistic education for ELLs, and can support other pedagogical 

approaches such as empowering ELLs’ identities and using multiliteracies. The next section will 

explore pedagogical approaches that educators can make use of while appreciating and 

recognizing ELLs’ funds of knowledge. The three pedagogical approaches presented below 

include a consideration of a transformative pedagogy towards practice, home visits for ELLs, 

and ideas to build a bridge between students’ experiences and content knowledge.  

Family Literacies 

 

Traditionally, supporting family literacies through home visits have been used as a 

strategy to get to know the needs of learners, families, and communities. The main goal of home 

visits has been to share school perspectives on healthy development along with school practices, 

academic goals, and ways of teaching (Bhavnagri & Krolikoswski, 2000). Hedges and Gibbs 

(2005) advise against this approach, suggesting that “if parents are viewed as being recipients of 

https://www-tandfonline-com.proxy.library.brocku.ca/doi/full/10.1080/09575146.2016.1139546
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education, the underlying assumption of this approach may perhaps not foster a shared, 

respectful partnership” (p. 3). A change in the aim of home visits is required, to provide teachers 

with better insight into the linguistic, social, and cultural ways of knowledge that are present in 

the home (Whyte & Karabon, 2016). In addition to this, if educators enter the homes of ELLs 

with the goal of teaching the families, educators will find it difficult to see the knowledge and the 

benefits of the home practices that are familiar to the students (Whyte & Karabon, 2016). Mutual 

relationships between teachers and families rely on forming respectful social relationships, thus 

when educators are using home visits as a way to get to know their ELL students and their 

families, they must do this thoughtfully and with the goal of learning from the families. 

Based on the foundational work of Moll et al. (1992), home visits are feasible and useful 

for educators visiting families to understand ELLs’ experiences and their funds of knowledge. 

González et al. (2005) argue that a strong connection can be formed between home and school 

by tapping into students’ funds of knowledge, which will empower both parents and students. To 

help teachers discover the funds of knowledge of their students and teachers, González et al. 

(2005) suggest that teachers go on home visits and listen actively. Identifying and understanding 

students’ funds of knowledge also provides teachers with the opportunity to reflect on their own 

funds of knowledge and recognize that they too bring knowledge to the classroom that can be 

shared and nurtured with their students.  

When educators visit households, they not only learn about the family but can also get a 

better understanding of students’ perspectives on issues surrounding language in education while 

establishing a strong connection with their parents. For example, Johnson and Johnson (2016) 

went on two home visits with educators to understand the benefits of home visits. While visiting 

one of the children, one of the researchers found that the child lives with her mother, siblings, 

and her uncle’s family, because her father is in prison and the uncle financially supports the 
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family (Johnson & Johnson, 2016). The student was expected to complete homework every day, 

and in addition to this also complete multiple household responsibilities. The student’s L1 is 

Spanish at home and the classroom teacher described this student as timid and very quiet. To 

empower this ELL student using her funds of knowledge and based on the information collected 

from the home visit, the teacher worked on learning strategies with the student to plan classroom 

lessons to deliver to peers. By providing students with the opportunity to teach others and 

connecting learning tasks to the student’s personal aspirations and motives, the student’s 

competencies will be enhanced. Once the ELLs completed their peer teaching projects based on 

personalized learning funds of knowledge, an increase in the student’s academic progress was 

noticeable and her engagement in lessons also increased. Johnson and Johnson’s (2016) study 

points to the significance of integrating students’ out of school funds of knowledge into 

classroom practices and using them as a powerful tool for supporting the learning of all students.  

In traditional teacher education programs, pre-service teachers gained a limited 

understanding of different cultures, foods, traditions, and common practices, and often did not 

experience or acquire an appreciation for different ways (González, 1995). Consequently, pre-

service teachers graduating from education programs did not have the strategies necessary for 

simultaneous support of both academic content development and English-language growth 

(Evans et al., 2005; Webster & Valeo, 2011). These educators entered the field of education with 

limited cross-cultural knowledge and understanding of classroom challenges, as they were taught 

to understand diversity merely in terms of celebrations and the appreciation of difference 

(Webster & Valeo, 2011). While examining the relevance of funds of knowledge and how 

teachers can better use and understand it, González (1995) conducted the funds of knowledge 

teaching project. The project included teachers going on home visits to get to know their students 

and their culture first-hand. González (1995) suggests that when teachers get to know their 
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students and their culture they can “develop curricula and teaching techniques that have roots in 

the experience and forms of knowledge of the students and community” (p. 3). Interviews with 

teachers following home visits found that teachers’ knowledge shifted from understanding 

culture as static to understanding culture as fluid and negotiated.  

While conducting a funds of knowledge project, González (1995) noted a shift in how the 

teachers and the students understood knowledge production and transmission. Taking on a 

transformative approach can have significant effects on linguistically diverse students’ sense of 

belonging in the classroom, as well as their identity formation and ways in which they negotiate 

their cultural and linguistic identities in the classroom. One example of how the knowledge 

obtained from home visits can be used to change curricula to achieve better inclusion is 

presented in González (1995). During a home visit, one teacher-researcher learned that many 

students’ families had extensive knowledge of the medicinal value of plants and herbs. 

Following the home visit, the teacher used these findings to draw on the family’s ethnobotanical 

knowledge in formulating a unit on the curative properties of plants (González, 1995). Building a 

learning unit on students’ strengths as the foundation for the learning increases students’ 

engagement and fosters their development of higher order thinking skills, especially in literacy 

development. Information gleaned from home visits can inform pedagogical approaches as 

educators receive background knowledge from families rather than visiting to share information 

about student academics, behaviours, or to teach the family about activities to do at home to 

support schooling (Whyte & Karabon, 2016). Through home visits and conversational 

interviews, teachers can pose inquiry-based questions to build a mutual relationship with 

families, and later use ELLs’ funds of knowledge to inform pedagogy and curriculum for their 

diverse learners (Whyte & Karabon, 2016).  

Connecting Students’ Experiences and Content Knowledge 
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Making connections between home and school is a very important when working with 

ELLs. When educators draw on students’ experiences and integrate them within content 

knowledge, learners begin developing feelings of empowerment, strong feelings of community 

in the classroom, and confidently speak to others to present their ideas. Connecting students’ 

experience and content knowledge moves away from the “festivals and foods” approach and 

focuses strictly on the students’ experiences and knowledge (Lee, 2017). An example of how 

these connections between students’ experiences and content knowledge can be built is outlined 

by González (1995). After visiting a household which regularly participates in trans-border 

activities in Northern Mexico, the teacher discovered that her student often returned from these 

trips with candy to sell (González, 1995). Using this student’s marketing skills, the teacher 

developed an integrated inquiry unit that examined the national value of candy and asked 

students to draw comparisons between the child’s home country (Mexico) and the country where 

the child was residing—the United States (González, 1995). Throughout this unit of study, 

students could use their second language as they completed the unit to read and write and use 

their knowledge of the English language to draw connections (González, 1995). In this example, 

the teacher could mediate between the student’s experience and content knowledge by drawing 

on the student’s own insights and background knowledge as well the teacher’s desire to create a 

creative and relevant curriculum.  

Building content knowledge is important for all students, but especially important for 

ELLs as there are various processes and language tools that educators need to use to ensure 

understanding of content. One of the main goals for ELLs is the ability to use language to 

achieve academically in content area subjects (Polat & Mahalingappa, 2012; Short, 2017). ELLs 

can learn more effectively when they are familiar with the content they are learning. A 
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consideration that classroom teachers need to make when accommodating ELLs is linking what 

students already know (prior knowledge and experiences) with the new concepts being 

introduced (Short, 2017). This approach to content instruction develops students’ interest, 

motivation, and curiosity and gives ELLs a sense of purpose in learning (Short, 2017). Short 

(2017) also outlines pedagogical approaches that educators can use to develop content 

knowledge, including pre-teaching of key terms using videos to illustrate concepts using 

manipulatives and hands-on materials to fill in or explain an experience that students may not be 

familiar with. 

To support teachers and build bridges between students’ experiences and content 

knowledge, Walqui et al. (2020) argues that the pre-teaching of concepts needs to be scaffolded 

appropriately to support ELLs in their language development. While focusing on science 

specifically, Stoddart et al. (2010) provided an instructional framework for science teaching 

which required educators to utilize six steps to help make connections between students’ 

experience and content knowledge. The six strategies included: facilitating collaborative inquiry; 

promoting science talk literacy in science (cross-curricular opportunity to develop connections in 

learning); scaffolding and development of language in science; contextualizing science activity; 

and promoting complex thinking (Stoddart et al., 2010). Walqui et al. (2020) demonstrated the 

significance of Stoddart et al.’s (2010) instructional framework while observing a high school 

teacher working with newcomer ELLs. The teacher employed various strategies to teach the 

ELLs about subatomic particles such as beginning the lesson with an inquiry question about the 

prefix sub and where the students have seen this prefix before (Walqui et al., 2020). The students 

used their L1 at times to discuss that the prefix sub as a part of the word submarine, so it may 

mean under or below. The teacher also engaged the students in whole class discussion, using 



88 

 

pictures and gestures with her hands to demonstrate the words “big” or “under” (Walqui et al., 

2020). Through the strategies employed by the teacher, it became evident that language learning 

cannot be developed separately from content, and that it is more effective for ELLs to engage in 

learning as a social and ongoing process through which they become familiar with ideas (Walqui 

et al., 2020). 

Transformative Pedagogy within Critical Literacy 

Whilst engaged in critical inquiry, transformative pedagogy enables students to examine 

and understand the social realities they experience in their own lives and their communities 

(Cummins, 2000b). Transformative pedagogy empowers ELLs to engage in dialogue to co-

construct meaning from educational material and experiences through an inquiry-based approach 

(Funk et al., 2016). In addition to empowering ELLs, transformative pedagogy also promotes 

personal experiences, dialogical pedagogy, and aligning education with themes in social justice 

(Funk et al., 2016). The goal of transformative pedagogy is to promote critical literacy amongst 

students, with a focus on social realities relevant to issues of equity and social justice (Cummins 

& Early, 2011). 

The aim of transformative pedagogy is to create patterns of educator-student interactions 

that effectively challenge and transform the ways in which schools have traditionally reproduced 

social and economic inequalities (Cummins, 2000b). When utilizing transformative pedagogy as 

an instructional approach, educators need to focus on providing opportunities for ELLs to 

critically examine their assumptions, grapple with social issues, and engage in social action 

(Meyers, 2008). This teaching approach requires educators to do much more than transmit 

information; rather it seeks to fundamentally and respectfully change students’ attitudes and 

analytical skills to lead growth (Meyers, 2008). Meyers (2008) provides five helpful pedagogical 
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approaches that educators can utilize when teaching using the transformative pedagogy approach 

online which can also be translated in the classroom.  

The first transformative instructional approach includes creating a safe and inviting 

environment. This requires educators to create a supportive learning community where ELLs 

have ample opportunities to share their opinions and make contributions to class discussions 

which are validated (Meyers, 2008). Another instructional approach that educators can employ is 

encouraging students to think about their experiences, beliefs, and biases. Similar, to critical 

literacy, this instructional approach requires educators to use critical questioning to raise 

students’ awareness of their assumptions. This instructional approach may be used, for example, 

while analyzing text that challenges students’ assumptions and biases and requires ELLs to 

answer questions following the task. Educators can also use teaching strategies that promote 

student participation and engagement (Meyers, 2008). Transformative learning occurs when 

students feel a responsibility to contribute their ideas to class discussions and believe that their 

ideas add value to the discussion. This approach views students as active learners, requiring 

educators to use combinations of strategies such as collaborative learning, problem-based 

instruction, discussions, or role plays to promote continuous student engagement (Meyers, 2008). 

Finally, other pedagogical approaches that educators can use while developing and taking on a 

transformative approach are posing real-world problems that address inequalities that ELLs can 

discuss and then encourage action-oriented solutions (Meyers, 2008). Promoting action-oriented 

solutions may include educators giving ELLs an assignment where they examine recent issues in 

the news and then examine solutions to the issues collaboratively. Thus, transformative 

pedagogy is achieved when teachers and students interact and attempt to foster collaborative 

relations of powers.  
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Summary of Pedagogical Approaches for ESL and Mainstream Class Teachers 

 

Educators can empower ELLs in the classroom when they understand students’ funds of 

knowledge and include them as part of their teaching practice. Volman and ’t Gilde (2021) found 

that when teachers’ use funds of knowledge in their teaching practice, it positively affects ELLs 

as an increase in their self-confidence was observed, students’ well-being was positively 

affected, students were more ambitious and willing to attempt activities, and they developed new 

perspectives by keeping an open mind and showing willingness to expand their understanding of 

the world. Educators can apply their understanding of funds of knowledge by using 

transformative pedagogy within their teaching practice. Home visits are another great 

instructional tool that educators can use to get to know their ELLs and their families. Having this 

knowledge will allow teachers to integrate students’ experiences within learning material. 

Finally, educators can also attempt to connect students’ experiences and content knowledge by 

using a combination of various strategies to develop students’ content knowledge in an inclusive 

way.  

Enrichment in ELL Instruction Within Teacher Education  

Too often the task of strategically teaching ELLs is left to specialist ESL teachers and no 

modification or considerations are made in mainstream classrooms to accommodate diversity 

(Baker & Hornberger, 2001). A few decades ago, it was suggested that many mainstream 

classroom teachers are not prepared to teach ELLs due to the lack of training in teacher 

education programs that continue to place issues of diversity to the margins of concern (Baker & 

Hornberger, 2001). Pre-service teachers enter teacher education with existing beliefs, 

experiences, and knowledge regarding teaching and learning (Evans et al., 2005). These beliefs 

act as filtering lenses that are used to absorb new information (Farrell, 2006). To make the most 
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effective use of the teacher education process, it is important for teacher candidates to learn how 

to identify their beliefs and take them into consideration “as they learn new knowledge that may 

compete with their existing beliefs, understandings and theories” (Lee, 2017, p. 35).  

Currently, many teacher education programs offer an inadequate approach to preparing 

pre-service teachers to work with ELLs. Too often, lectures with the purpose of informing about 

ELLs are covered in special education, and this topic is only discussed briefly for one class. 

Thus, it is a consideration for faculties of education to offer a prerequisite course required to 

enter the final year of qualifying as a teacher that is focused on ELLs, and pedagogical 

approaches that educators can use within their practice. In addition to this, schools can encourage 

a continuation of professional development embedded in weekly staff meetings or through 

recommendation of courses focused on supporting ELLs. Finally, educators need to reflect and 

develop an interest for personal growth as educators and engage in opportunities to advance 

personal development. 

Professional Development Workshops  

As Canadian classrooms become more diverse, there is a need to train classroom teachers 

to provide adequate support for ELLs (David, 2018). Due to the lack of training, support, and 

guidance for implementing various strategies and pedagogies on how to effectively support ELLs 

in the mainstream classroom, many teachers find it challenging to teach ELLs. One way to better 

support educators is through professional development workshops. These workshops could be 

implemented by the Ontario College of Teachers for classroom teachers or offered as 

professional development opportunities by individual school districts. The aim of workshops 

focused on supporting ELLs is to extend and complement teacher education programs by 

providing in-service teachers with specific resources to develop their knowledge in educating 
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ELLs. Professional development workshops focused on ELLs can provide educators with current 

pedagogical approaches, encourage teachers to examine existing beliefs about ELLs, and address 

misconceptions they may have about linguistically diverse students (Lee, 2017).  

David (2018) presents an outline for a professional development workshop which is 

designed as a tool to help mainstream classroom teachers develop an understanding of the 

challenges ELLs face when transitioning into a new country or school and support these learners 

using informed practice. Whilst keeping in mind the fact that professional learning time is 

limited for educators, the workshop is designed for 2 days and is divided into four sections that 

that are scaffolded and build on each other. Some of the strategies included in the sessions 

include: fostering inclusion in the classroom; using culturally relevant teaching; engaging prior 

knowledge; and affirming identities. The workshops encouraged educators to adopt the effective 

teaching approaches and become familiar with the existing literature to better support ELLs 

(David, 2018). David (2018) has provided an example of how professional development 

workshops can enhance mainstream classroom teachers’ ideas and practices for better learning 

experiences for ELLs. 

Teacher education practices that prepare pre-service teachers to meet the varying needs of 

the linguistically diverse student population require greater attention as outlined by David (2018) 

and Lee (2017). Pre-service teachers need a strong foundational understanding of ELLs and ways 

to support them prior to entering the field as an educator. Lee (2017) explores pre-service 

teachers’ perceptions of their preparedness to teach ELLs before, during, and after a series of 

face-to-face and online professional workshops. The goal of the workshops was to promote the 

development of participants’ awareness of and understanding of conception (theory) and 

concepts (practical) for teaching ELLs in mainstream classrooms (Lee, 2017). Many teacher 
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education programs are responding to the need to prepare future teachers for a rapidly growing 

population of ELLs, but it is unclear how effective the programs are (Webster & Valeo, 2011). 

Webster and Valeo (2011) suggest one way that these programs can potentially be assessed is 

through exploring the perceptions of recent teacher education graduates regarding their training 

and self-efficacy to teach ELLs. Pre-service teachers’ perspectives are crucial indicators of the 

training received in their teacher education programs and exploring self-efficacy may be the 

most accurate indicator of what their perspectives and attitudes will be when working with ELLs. 

In addition to policy documents, professional development workshops also clarify any 

misconceptions that educators may have; for example, in Lee’s (2017) study some educators 

believed that “children learn second languages quickly and easily … [as] they soak up new 

languages like sponges” (p. 110). Through the workshop and discussions using literature in the 

field, the teachers in the study learned that children take about 7 to 10 years to reach the 

proficiency level of their peers, which challenged a lot of the teachers’ misconceptions (Lee, 

2017). Following the completion of the professional workshop, Lee (2017) found that educators 

paid more attention to the ELLs with whom they worked, tried new strategies that were taught in 

the sessions, intentionally sought communication opportunities with ELLs, and realized that 

many strategies transferred to other students in the classroom, which enhanced the flow of their 

teaching day. Guler (2020) contributes to the discussion on the significance of professional 

development workshops for educators focused on ELLs by emphasizing the need for more 

professional training in ELL education and continuing to find opportunities for development. 

Continuing Professional Development (CPD)  

Teacher professional development (PD) is known as a key factor in improving student 

outcomes and achieving greater equity (Gore & Rosser, 2020). Guskey (2000) defines PD as a 
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combination of “processes and activities designed to enhance the professional knowledge, skills, 

and attitudes of educators so that they might, in turn, improve the learning of students” (p. 

16). Gandara and Santibanez (2016) emphasize that to augment the background provided in 

teacher education programs to prepare teachers to teach ELLs, PD may fill in the gaps for 

teachers to learn new techniques and strategies. As linguistically diverse students continue to 

grow as a percentage of the K−12 school population, so too does the need for increasing PD 

opportunities for teachers who navigate between what they know and what they need to know to 

assist ELLs in their academic journey (Song, 2016). Effective PD needs to be “intentional, 

ongoing, and systematic” for educators to take something away and apply it to their teaching 

practice in their own classroom (Guskey, 2000, p. 16). 

Continuing professional development (CPD) should foster a commitment to addressing 

the inequalities that limit the learning opportunities of ELLs and challenge teachers in their 

assumptions and perceptions. Molle (2013) provides an alternative interpretation of ELLs 

through CPD using dialogue with educators and providing them with the space to discuss their 

perceptions of ELLs. While observing a facilitator teach a 5-day CPD course focused on ELLs, 

Molle (2013) found that the PD opportunity disrupted the deficit views of ELLs that many of the 

educators had; examples of this included educators describing their students as “too social” 

during group work, lacking motivation, and that it is more beneficial for students to avoid using 

L1 and only speak English. The facilitator leading the CPD sessions focused on fostering a 

positive view of ELLs by providing alternative interpretations of student behaviour and 

emphasizing the potential of ELLs by focusing on research that challenged the teachers’ 

views (Molle, 2013). For example, the facilitator shifted the narrative about ELLs being “too 

social” to discussing the significance of students’ conversations with peers and how they are 
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valuable from the point of view of their acquisition of new language (Molle, 2013). Furthermore, 

this CPD opportunity also disrupted educators’ negative discourses about ELLs as the facilitator 

framed the challenges that ELLs face in school not a result as them not trying hard enough, but 

as a function of the natural consequences of their language development (Molle, 2013). Mellom 

et al. (2018) contribute to the discussion focused on CPD opportunities and suggest that 

countering deficit beliefs with PD can significantly affect educators’ attitudes and allows them to 

bridge the existing gap of knowledge about ELLs.  

One instructional approach that can help educators develop through CPD is the Sheltered 

Instruction Observation Protocol (SIOP) as outlined by Song (2016). This model aims to make 

English language and content more comprehensible for ELLs (Echevarria et al., 2004). The goal 

of the SIOP model is to aid high-quality instruction by providing effective tools for teaching 

ELLs. This model includes eight components and various features of high-quality instruction that 

have been found to benefit ELLs in content and language acquisition (Song, 2016). The eight 

components include: lesson preparation; building background; comprehensible input; teaching 

strategies; interactions; practice and application; lesson delivery; and review and assessment 

(Song, 2016). This model could be more effective if it was delivered through focused CPD 

where each component is broken down and modelled to teachers and ESL specialist coaches. 

Song (2016) found that the SIOP model led to improvement in educators’ pedagogical 

approaches and attitudes when working with ELLs, as they expressed that ELLs were eager to 

learn from their experiences and apply their new skills to practice. CPD provides educators with 

new knowledge and skill areas and ensures that educators are equipped with the resources 

needed to face any challenges that they may encounter in the classroom. 
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Focused Professional Learning Communities (PLCs) 

Another method of PD for teachers of ELLs is school-wide professional learning 

communities (PLCs). PLCs include a small group of educators working collaboratively (e.g., 

three to five teachers) through inquiry at their school site throughout the academic year (DeLuca, 

2012). This group of educators has a shared goal and a unified purpose for improving the 

learning of the students they serve and may, for example, focus on a book study or a problem 

that leads the inquiry (DeLuca, 2012). PLCs contribute to teachers’ PD as it is an ongoing 

process, and it is a process that allows teachers to advance their practice in meeting the needs of 

students of all abilities, especially ELLs (DeLuca, 2012).  

Research indicates that PLCs are a strategy impacting teachers’ CPD and is associated 

with increased student achievement and overall school improvement amongst linguistically 

diverse students (Cox et al., 2015; DuFour & Eaker, 2009; Penner-Williams et al., 2017). PLCs 

are used as a strategy to improve the academic performance of ELLs and require teachers and 

administrators to come together to work on improving ELLs’ performance in schools (Serrano, 

2012). These learning communities are crucial for educators as they provide opportunities for 

continuous learning to take place amongst teachers, and ongoing discussion about relevant and 

current theories in the field of education. The themes outlined in a PLC may focus on integrated 

assessments models, creative systems of interventions, and use of evidence to inform improved 

practice (Serrano, 2012). Some questions that a PLC may attempt to answer if focused on ELLs 

include: What are ELLs learning? What should ELLs know and understand after every lesson 

and unit? What will we do if our ELLs do not learn? (Serrano, 2012). These questions allow 

teachers to examine what is currently in place to support ELLs at their school, and what 

improvements are required.  
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PLCs can be very effective if they are focused on ELLs and can be especially beneficial 

for educators who have never worked with ELLs as they can join professional conversations with 

colleagues who have had experience. Mullen and Schunk (2010) contribute to the discussion on 

PLCs by focusing on ways in which mentoring takes place within the PLC context and “how it 

serves as a multi-dimensional support system” for educators (p. 194). PLCs provide educational 

relationships, which provide leadership, mentoring, and coaching opportunities amongst 

colleagues inside the school building (Mullen & Schunk, 2010). An example of a PLC focused 

on ELLs may involve a book study that focuses on pedagogies and pedagogical approaches that 

educators can use to support ELLs. Once the educators in the PLC review the text, the educators 

can engage in a discussion surrounding the implementation of the findings at the school and 

whether the strategies are relevant to the school goals and needs. The main goal of PLCs is to 

simultaneously engage insiders and outsiders, such as university faculty, in active, meaningful, 

and collaborative learning (Mullen & Schunk, 2010). Thus, PLCs are powerful instructional tools 

that can be used to transform schools into communities and extend classrooms, pedagogies, and 

curricula into communities that enhance learning for ELLs and teachers (Mullen & Schunk, 2010).  

The task of teaching ELLs is the shared responsibility between classroom teachers and 

ELL specialists and requires various modifications and considerations to be made. Some pre-

service teachers lack the knowledge and the skills to work with ELLs, as teacher education 

programs are struggling to provide pre-service teachers with opportunities to develop their 

knowledge and skill sets. Whilst knowing that classroom teachers are unprepared to teach ELLs, 

school boards and principals need to invest in PD programs to provide in-service teacher 

education to bridge the existing gap. Some of the professional learning opportunities that school 
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leaders can use to develop teachers’ confidence and skill sets include PD workshops that focus 

on addressing teachers’ misconceptions and provide specific pedagogical approaches.  

Another consideration for educators is continuing professional development (CPD). 

Currently, the amount of CPD that educators are receiving regarding ELL instruction is not 

having a positive effect on student achievement and teacher confidence (Odell & Ruvalcaba, 

2019). It is suggested that PD of 14 hours or less has no effect on student learning, whilst longer 

duration opportunities show positive and significant effects when observing achievement (Odell 

& Ruvalcaba, 2019). Lastly, focused PLCs are another beneficial PD opportunity that enrich 

teacher education and focus on the importance of collaborative learning amongst teachers, which 

leads to increased confidence and the development of a collaborative classroom environment.  

Maximizing Time and Resource Sharing  

 

Collaboration between classroom and ESL teachers is integral to support the learning of 

ELLs; however, teachers in a study by Vintan and Gallagher (2019) pointed to various barriers 

that they face daily such as lack of training, technology and resources, tools to facilitate 

collaboration, and time restrictions. Time is the most important issue that influences teaching 

practice, as teachers are constantly feeling pressured for time to accomplish their teaching and 

administrative responsibilities (Kim et al., 2014). It is important for educators to maximize their 

planning time and to use that time to find resources and strategies that best work for their ELLs. 

In addition to this, it is also important for administrators to understand that accommodating 

educators’ time constraints is a key to engaging teachers in learning opportunities (Kim et al., 

2014). This may require virtual staff meetings, weekly newsletters used for communication 

rather than meetings, and well-being days where lesson plans are completed for teachers to ease 

their workload. The pedagogical approaches outlined below may be time-consuming initially and 
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require time to organize, but as with all new changes in practice, these will likely become natural 

practices over time (Lee, 2017).  

Human Resources 

 

Despite the gaps in teacher education programs leading to teacher unpreparedness, there 

are promising practices that have emerged in research to support classroom teachers working 

with ELLs (Odell & Rubalcaba, 2019). Some of these resources include site-based PD such as 

extra planning time and weekly staff meetings, which educators can use to ask questions and 

receive colleagues’ advice (Elfers & Stritikus, 2014). In addition to focused CPD, ELL coaches 

and consultants have proven effective in helping teachers to “expand skills, sustain change over 

time, and improve student achievement” (Casteel & Ballantyne, 2010, p. 17). The focus of 

coaches is to provide support for classroom teachers by offering classroom modelling, materials, 

supportive feedback, and ideas for modifying units of learning for ELLs (Elfers et al., 2013). In 

addition to this, coaching also supports classroom teachers’ agency to enact their expertise and 

develop sustainable reflective practices when working with ELLs (Reichenberg, 2020).  

Babinski et al. (2018) conducted a pilot study on professional development strategies 

used to improve ELLs’ language and literacy skills with 45 teachers from 12 elementary schools, 

within three school districts. Within the study, educators were provided with two types of 

ongoing support throughout the school year. One of these support methods was instructional 

coaching, which was offered at each school every 6 weeks. The coach provided personalized 

pedagogical approaches for classroom teachers that met the needs of the specific group of 

students that the educators were working with, and a discussion about how the educators were 

aligning content and instructional approaches within ELL and the regular classroom settings 

(Babinski et al., 2018). An increase in classroom teachers’ confidence was noted as well as 
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progress in ELLs’ literacy development, vocabulary use, and information retrieval (Babinski et 

al., 2018). In addition, it was also found that teachers who worked with coaches were more likely 

to implement high-impact instruction strategies for ELLs. 

Kane (2009) stresses that opportunities for educators to receive feedback on their 

performance must be built into PD and therefore present several different types of coaching that 

can be provided to educators as part of their PD. Some of the different types include technical 

coaching, team coaching, and peer coaching which focus on curriculum and instruction, whilst 

collegial coaching and cognitive coaching focus at improving existing practice (Kane, 2009). 

Instructional coaches are beneficial to teachers’ PD as they can inspire teachers by helping them 

recognize previously unseen possibilities embedded in their practice, present recent study findings 

from ELL research, and outline specific strategies that educators can use to support students.  

Another human resource that educators can consult for assistance and pedagogical 

approaches in the school building is the school librarian. Mogadime (2011) outlined the 

transformative work of a school librarian who worked on validating and affirming students’ 

cultures, whilst also partnering with teachers to develop curriculum units using resources she 

brought into the school library. The school librarian attended all grade level meetings and worked 

collaboratively to invite teachers to become co-curriculum developers of culturally responsive, 

theme-based units of learning for ELLs (Mogadime, 2011). The collaborative relationship between 

the librarian and classroom teachers allowed for the implementation of culturally responsive 

pedagogical approaches and tools such as utilizing dual language books, multiethnic children’s 

literature, and the development of a culturally responsive, transformative, and collaborative 

partnership amongst the librarian and the education at the school. Human resources such as 

instructional coaches and librarians are an ongoing support system that educators can consult for 
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advice and strategies for working with ELLs, and with the use of different tools educators may 

develop the confidence and holistic skill set to support ELLs in their learning journey.  

Technology and Tools 

Traditionally, human “face-to-face interaction accompanied by text-based material has 

been the standard channel for language learning, but the digital age has changed this [through] 

the channel and the modality of transmission” (Paterson, 2021, p. 41). Technology has provided 

various tools that have been shown to be engaging for students and teachers in the classroom 

(Prince, 2017). Andrei (2017) conducted teacher interviews and classroom observations of three 

language arts teachers. Through the study, it was found that educators are comfortable using 

available technology despite scarce training, lack of time and technology support, and several 

incidents of technology malfunction (Andrei, 2017). Although educators can use various 

technological tools to assist ELLs in the classroom, educators will require additional time for 

planning lessons that use technology and further PD related to technology use and familiarity 

with specific tools that educators can use to support ELLs (Andrei, 2017) 

To maximize time and ensure that ELLs understand instruction from class teachers and 

feedback from peers, a useful instructional tool is machine translation (MT; Paterson, 2021). 

Currently, the “world’s most popular MT application, Google Translate, has more than 500 

million users and translates an average of 100 billion words per day across 100 languages” 

(Paterson, 2021, p. 42). Classroom teachers can use MT technologies to enhance human 

capabilities rather than replace them; if used appropriately the process a student engages in with 

a translator will develop students’ confidence and motivation in continuing to learn and develop 

L2. In addition to MT translation, educators also can use various applications within their lessons 

to build vocabulary, develop students’ grammar skills, practise word formation, and clarify 

concepts using image and text association. Some of these applications include FluentU, 
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Duolingo, Grammar up, and Words with Friends. Some educators assume that translation and 

translation tools are damaging to students’ language learning. The reality is that translation is a 

natural and a frequent activity in real-life situations where two languages are involved. This 

strategy, if used well, can support ELLs in making connections between their L1 and L2 

(English), developing a valuable skill and tool that individuals can use in our diverse global 

society (Paterson, 2021).  

L1 development can be productively integrated into students’ digital realities, and keep 

students motivated and excited to develop their L1 while using L2. The use of games alongside 

instruction and gamification specifically is considered a prominent instruction method to 

motivate students and increase their engagement and motivation (Dehghanzadeh et al., 2021). 

Gamification is found to be one of the most enjoyable and effective methods when teaching 

ELLs because of the various elements involved (i.e., dynamics and mechanics) and embedded in 

the gamified environments which increase learners’ motivation and interest in advancing their 

language skills (Dehghanzadeh et al., 2021). Retherford (2020) contributes to the discussion on 

gamification by suggesting that gamification is an innovative technique to address the instruction 

needs of ELLs, and that the efficacy of gamification leads to increasing vocabulary growth in 

ELLs, and an increase in motivation and engagement.  

An example of an instructional tool that educators can use to engage ELLs in a gamified 

setting is through Learning Village,2 a set of online home and school ELL curriculum learning 

resources for students between the ages of 6 to 18. This resource is for ELLs who are in schools 

where English is the main language of instruction. Some features of the Learning Village 

resources include various lessons which incorporate speaking, listening, reading, and writing. In 

 
2 For more on Learning Village, see: https://www.learningvillage.net/ 

https://www.learningvillage.net/
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addition to this, the resources also offer tools that help learners unable to read their L1 as it uses 

an image-based approach to instruction. Learning Village is an excellent tool that educators can 

use with ELLs as it develops independence, saves time during lesson preparation, assesses and 

tracks learners’ progress, and provides support for blended classrooms).  

Lack of time and resources are some of the challenges that educators face when working 

with ELLs. Time is a precious resource, which is why it is important for educators to maximize 

their planning time and use resources available in the school building to help them with planning 

and accommodating ELLs. One resource that educators can use are librarians and ELL coaches 

and consultants. Consulting these individuals may save educators time, as they are able to 

provide specific resources and strategies that educators can apply to their classroom 

immediately. In addition to this, the use of other resources like technology and translation 

applications may help improve communication among ELLs and classroom teachers and provide 

educators with opportunities to interact with other specialists and individuals to find the effective 

approaches and resources. 

Chapter Summary 

Although ELLs and classroom teachers face challenges in the classroom, educators can 

implement various pedagogical approaches within their practice to ease these challenges and 

create an environment that is welcoming and inclusive for linguistically diverse students. Whilst 

addressing the challenges that ELLs face in the classroom, educators can incorporate various 

pedagogical approaches and inclusive pedagogies in their practice to assist ELLs in making 

connections between home and school, as well as L1 and L2. Some of the pedagogical 

approaches and inclusive pedagogies that educators can use to assist ELLs in developing a sense 

of belonging and inclusion, as well as develop their identity and minimize language loss include: 
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dual language books, promoting translanguaging and the use of bilingual dictionaries, 

considering culturally relevant pedagogy and incorporating it into practice, building inclusive 

schools by promoting family and community involvement, and affirming identity through the use 

of identity texts, whilst being conscious and  aware of UDLR.  In addition to this, classroom 

teachers can also support ELLs in developing their literacy skills by using pedagogies of 

multiliteracies and multimodality and practicing critical literacy.   

Some of the pedagogical approaches that educators can use to appreciate ELLs’ funds of 

knowledge include the use of transformative pedagogies, conducting home visits to get to know 

the child, and attempting to build bridges and make connections between students’ experiences 

and content knowledge. To address the challenge of inadequate teacher education preparation 

and lack of training, some beneficial practices for educators include workshops that complement 

and enrich teachers’ background knowledge about ELLs, targeted continued professional 

development (CPD), and professional learning communities (PLCs). Lastly, educators are 

encouraged to maximize the time they have during the day by seeking professional help and 

support when needed from ELL coaches, consultants, or school librarians. Using the pedagogical 

approaches and inclusive pedagogies separately or in combination with one another helps 

classroom teachers develop understanding relationships with ELLs, thereby developing an 

inclusive and safe classroom. 
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CHAPTER FIVE: DISCUSSION AND IMPLICATIONS  

With Ontario’s escalating immigration trends, the diversity of English language learners 

(ELLs) is increasing in classrooms (Webster & Valeo, 2011). Linguistically diverse students face 

various challenges when entering the English-speaking classroom; some of these challenges are 

associated with building relationships, navigating the space, and learning to use the mainstream 

language to express themselves and their ideas. Moreover, classroom teachers also encounter 

barriers and challenges with limited training in supporting ELLs in the classroom during both 

their pre-service training and in-service practice in addition to experiencing a lack of time and 

resources. The purpose of this scoping review was to gain a better understanding of ELLs’ 

experiences and identify some of the challenges that ELLs and mainstream classroom teachers 

face as identified by research and how ELLs are being supported in the classroom. A scoping 

review was the methodological approach used to respond to the following research questions:  

1. What are the experiences and challenges faced by ELLs and classroom teachers?  

2. What high-yield pedagogical approaches can teachers use to support ELLs’ inclusive 

learning needs?  

3. What are the implications for the educational and research community of employing 

these high-yield pedagogical approaches for teaching ELLs? 

Summary of Findings and Discussion  

In response to the first research question, this review has highlighted that it takes ELLs 5 

to 10 years to develop their proficiency in the English language (Cummins & Early, 2015; 

Goodman & Fine, 2018). Within the first few years of attending predominantly English-speaking 

elementary schools, ELLs face many challenges including language loss, inability to develop a 

sense of belonging and inclusion, and conflict with their identity as they attempt to make sense 
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of their prior and new identities (Avineri et al., 2019; Cummins, 2016; García, 2009b; Goodman 

& Fine, 2018; López & Iribarren, 2014; Riley & White, 2016). Educators also face various 

challenges whilst accommodating ELLs and finding ways to support them. Some of these 

challenges include limited professional knowledge on literacy development amongst ELLs, lack 

of preparedness and background in recognizing ELLs’ funds of knowledge, inadequate teacher 

education programs, and lack of time and resources to plan for ELLs and appropriately meet 

their needs (Cooper et al., 2017; Espinoza et al., 2021; Fesseha et al., 2020; Gleeson & Davison, 

2016; Helfrich & Bosh, 2011; Reeves, 2006; Turgut et al., 2016; Volman & Gilder, 2021).  

Furthermore, in response to the second research question, this review has outlined high-

yield pedagogical approaches and pedagogical recommendations for educators to support the 

inclusive learning needs of ELLs. Educators can use various high-yield pedagogical approaches 

in the classroom to support ELLs, whilst developing their skills and pedagogies within the 

classroom and teaching practice. Some of the pedagogical approaches used to support students 

with the challenges they experience include dual language texts, the promotion of 

translanguaging, using bilingual dictionaries, culturally responsive pedagogy, building inclusive 

schools, promoting family and community involvement, affirming students’ identity, creating 

identity text, and supporting identity formation through familiarization with the Universal 

Declaration of Linguistic Rights (Cranston et al., 2021; Cummins & Early, 2011; Duarte, 2019; 

Kitchen et al., 2015; Mogadime & Sullivan, 2017; Paterson, 2021; Sutton et al., 2021; Üstünel, 

2016). As for the challenges experienced by educators while supporting ELLs, teachers can use 

strategies such as multiliteracies, multimodality, critical literacy, transformative pedagogy, home 

visits, building bridges between students’ experiences and content knowledge, professional 

workshops, continuing professional development, focused professional learning communities 

(PLC), human resources, and other resources (Choi & Yi, 2016; Cummins et al., 2012; David, 
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2018; Gore & Rosser, 2020; Johnson & Johnson, 2016; Maloy, 2016; Mullen & Schunk, 2010; 

Odell & Rubalcaba, 2019; Prince, 2017; Short, 2017; Streelasky, 2020; Whyte & Karabon, 

2016). This review has found that when educators employ some of these strategies, ELLs will 

develop a sense of inclusion and belonging and educators will also begin enjoying teaching ELLs 

rather than viewing it as the responsibility of another educator.  

The outcome of this review offers a unique look at the challenges experienced by ELLs 

and classroom teachers and high-yield strategies that can be used to ease the challenges and build 

inclusive and supportive schools. Based on this review, the findings present implications for the 

educational community, as well as the research community focusing on educational pedagogies 

and relevant research.  

Implications for the Educational Community 

This review points to important implications for the educational community, specifically 

teachers, administrators, and policy makers. Although the Ontario Ministry of Education has 

disseminated various documents that refer to ELLs, who they are, and strategies that educators 

can use, these documents are outdated and lack clarity. While these documents were used to 

explain some of the concepts within this review, it is evident that educators need more resources 

that are current and relevant to the increase of immigration and language learners in classrooms 

within the last decade. Regarding the third research question, the next section will focus on 

outlining implications for the education community including teacher education programs, and 

the increased need for plurilingualism in education.  

Teacher Education 

One of the implications of this review points to teacher education. Teacher education 

training for ELLs cannot be optional and needs to be reorganized to reflect the need for educators 

to develop the appropriate skills in working with ELLs. Teachers require focused and mandatory 
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training in ELLs to effectively address the challenges that ELLs face in the classroom; moreover, 

teacher certification criteria must reflect the profiles of current Ontario classrooms (Lee, 2017). 

Thus, teacher education programs need to mandate a dedicated ELL course as a meaningful 

component of teacher education (Lee, 2017). Currently, teacher education programs infuse ways 

of teaching ELLs into existing courses, which Webster and Valeo (2011) stress is not enough to 

prepare pre-service teachers for working with ELLs. The participants in Webster and Valeo’s 

(2011) study expressed a need for more linguistic training and in-depth understanding of the 

language acquisition process as they perceived that they were not ready to teach ELLs. If 

educators are expected to work with ELLs, they need to have the knowledge to support students’ 

interpretations of various strategies such as the use of visual images and multimodal texts; this 

knowledge needs to become part of teacher education courses (Serafini, 2015).  

Whilst conducting this review and examining challenges faced by educators, most of 

the challenges can be addressed with an enhanced teacher education program. The findings of 

this review suggest that teacher education programs are not preparing beginning teachers for 

the diverse student populations that they are currently working with. If teacher education 

programs begin to emphasize supporting linguistically diverse students in the classroom and 

offering mandatory courses for educators that familiarize and focus on ELLs, educators may 

feel more prepared and confident in teaching ELLs and may eventually look forward to their 

practice.  

Plurilingualism 

Immigration and diversity are continuing to increase, but so too is intolerance and anti-

immigration views. ELLs’ mistreatment at school and a sense of lack of belonging has harmful 

and lasting effects on students’ identities, motivation, and engagement in learning (Paterson, 

2021). The strategies and pedagogies that educators use in the classroom affect students’ 
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perceptions of who they are and what they can achieve at school and beyond (Paterson, 2021). 

The educational community, and teachers specifically, need to consider adopting a plurilingual 

orientation that reconceptualizes L1 use in the classroom and does not hold students back from 

using this powerful resource for learning and identity affirmation (Paterson, 2021).  

Plurilingualism refers to the “ways in which individuals’ linguistic repertoires overlap 

and intersect and develop in different ways with respect to languages, dialects, and registers” 

(Choi & Ollerhead, 2018, p. 2). Plurilingualism is different from multilingualism as it focuses on 

the individual rather than the collective; in this sense, plurilingualism captures the “fluid, 

dynamic nature of languages within an individual’s single integrated linguistic repertoire” 

(Paterson, 2021, p. 82). In addition to this, plurilingualism also encourages educators to move 

away from fitting ELLs into a standardized box and to use purposeful and informed action, 

whilst focusing on inclusion and an intercultural approach in the classroom to allow ELLs to 

show and amplify their identity and language (Paterson, 2021). Plurilingualism is a significant 

mindset and instructional consideration as it recognizes the skills that ELLs possess and views 

them as a “unified linguistic system” rather than knowing two separate systems and as children 

who are “lacking English” (Paterson, 2021, p. 82).  

The implications of a plurilingual paradigm focused on embracing all language learning 

is profound. A key tenet of plurilingual pedagogy is encouraging the use of language other than 

English throughout the learning process (Marshall, 2020). It is important for ELLs to know that 

they are plurilingual learners, as they can “engage in the life-long process of developing and 

expanding their communicative repertoires with respect to the language(s) of instruction and 

academic discourse as well as to other languages, varieties and registers both inside and outside 

of school” (Prasad, 2015, p. 5). 
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Implications for the Research Community  

In addition to the implications for the educational community, this review also presents 

implications for the research community, in relation to effective pedagogy and perspectives in 

the classroom. Throughout the research process for this review, there was a large focus on 

finding studies conducted in Canadian classrooms (and a modest body of literature was found) 

but more Canadian research focused on ELLs is needed. The findings of this review suggest that 

educators and ELLs in Ontario are facing various challenges in the classroom, and although there 

are pedagogical approaches to ease these challenges, this needs to be an area of focus for the 

Canadian research community. In relation to the third research question, the next section focuses 

on two implications for the research community, including educational researchers and policy 

makers.  

Implications for Educational Researchers 

 Educational research must focus on effective instructional and pedagogical approaches 

that educators can use in the classroom to make learning accessible for linguistically diverse 

students. The approaches need to be relevant and current, ensuring that educators communicate 

to students that their first language is valuable and crucial to the development of their English 

language. In addition to this, more educational research is needed on the effectiveness of 

pedagogical approaches used with ELLs and the impact amongst linguistically diverse students, 

and how teacher and ELLs funds of knowledge interact and intersect in the classroom. 

Furthermore, it is essential that educational research focuses on writing for both the research and 

practitioner community to ensure that the research is valuable and being translated to support 

ELLs throughout their learning journey.  
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Implications for Policy Makers 

 This scoping review might be used as a tool for policy makers (e.g., the Ontario Ministry 

of Education) as a starting point for creating a guide for teachers that addresses the challenges 

faced by both teachers and ELLs and then includes specific pedagogical approaches that 

educators can trial. An important consideration for policy makers especially when creating 

guidelines to support educators working with ELLs is to ensure that the approaches presented are 

sustainable, relevant, and ongoing. When creating guidelines for working with ELLs it is 

important to consider educators’ time, providing pedagogical approaches that they will be able to 

embed into their practice with ease, and ensuring that guidelines are being updated in a timely 

manner to sustain interest in teaching ELLs.  

Conclusion 

The purpose of this scoping review was to gain a better understanding of ELLs’ 

experiences and identify some of the challenges that ELLs and mainstream classroom teachers 

face in school as identified by research and how they are being supported in the classroom. The 

review focused on the challenges faced by ELLs and mainstream classroom teachers in the 

Province of Ontario. A scoping review was conducted to answer the following research 

questions: What are the experiences and challenges faced by ELLs and classroom teachers? 

What high-yield pedagogical approaches can teachers use to support ELLs’ inclusive learning 

needs? What are the implications for the educational and research community of employing 

these high-yield pedagogical approaches for teaching ELLs? This review provides specific 

pedagogical approaches for educators to utilize within their practice to assist them in supporting 

ELLs, as well as findings and implications for both the research and educational community. 

Findings from this review indicate that improvements to teacher education programs are needed 

to develop teachers’ understanding on ELLs, as well as a close examination of existing policy 
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documents and ways in which they can be updated to reflect Ontario’s increasing ELL 

population.  
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Appendix A 

 

Emerging Themes and Keywords 
 

Emerging Themes Keywords Citations 

Multiliteracies • Rethinking best practice 

• A pedagogy of multiliteracies  

• Recognizing different modes that 

make up multiliteracies  
 

− Ntelioglou et al. 2014 

− Naqvi et al. 2012 

− Cazden et al. 1996 

− Taylor et al. 2008 

− Giampapa, 2010 

− Lotherington et al. 2013 

− Cummins et al. 2012 

− Burke & Hardware, 2015 

Dual Language 

Identity Texts 

 

 

 

 

 

 

 

 

  

• Code switching; this is a visible 

sign that students can use two 

languages at oncest 

• Intergenerational literacies  

• Multi-homedness 

− Baker, 2001 

− Ntelioglou et al. 2014 

− Wang, 2008  

− Soltero, 2004 

− Streelasky, 2020 

− Naqvi et al. 2012 

− Mogadime 2011 

− Taylor et al. 2008 

− Hughes & King, 2010 

− Cummins & Early, 2011  

Critical Pedagogy, 

Conscientization 

(Freire) 

• Personal narratives 

• Difficult conversations about 

representation  

• Dual relationships between ss and 

teachers  

• Critical pedagogical approach; 

working to create schools of 

recognition  

Review that compares critical literacy 

and critical text analysis  

− Mogadime & O’Sullivan, 2017 

− Jenlink & Townes, 2009 

− Ghosh & Abdi, 2013 

− Lee, 2017, PHD 

− Fajardo, 2015 
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Culturally 

Responsive 

Pedagogy  

Culture is 

transmitted 

through language 

Culture is 

multidimensional, 

dynamic, complex, 

interactive, and 

changing (Gay, 

2010)  

Instructional Strategies: 

• Personal Narratives 

• Drama 

o Body Talk 

• Visual Gestures 

• Meaning Making 

• Scaffolding 

• Classroom Dynamic 

o Power sharing with students 

• Providing opportunities to share 

cultural Differences 

• Affirming Identity 

• Empowering students 

• Active knowledge generation  

• Heritage Language Programs  

• Building Cultural Bridges 

• Multilingual mathematics booklets 

(Integration of language and 

subject) 

• Building inclusive schools - 

examining the visual culture of the 

school  

• inclusive education & Inclusive 

pedagogical strategies (p.245) 

• Transformative culturally relevant 

pedagogy (p.64) 

− Ontario government monograph 

(2016)  

− Mogadime & O’Sullivan, 2017 

− Booth & Thornley-Hall, 1991 

− Ntelioglou et al. 2014 

− Cummins & Early, 2011 

− Naqvi et al. 2012 

− Cummins, 1986 

− Cazden et al. 1996 

− Mogadime, 2011 

− Yoon, 2008 (Culturally relevant 

teaching)   

− Hughes & King, 2010 

− Gay, 2010 (ch. 2 ,3, 4, 6) 

− Villegas & Luca, 2002 (ch. 3, 4, 5) 

− Dei et al. 2000 

− Goodman & Fine, 2018 

− Cummins, 2000b (246) 

− Lee, 2017 (PhD) 

− Baker & Hornberger, 2001 

− Ghosh & Abdi, 2013 

Villegas & Lucas, 2002 
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Funds of 

Knowledge 

(Moll) 

(In the classroom 

there are various 

funds of knowledge 

intersect as there 

are various 

knowledgeable 

parties or groups 

involved in the 

makeup of the 

class)   

• Meaning-making 

• Intentionally positioning ELLs as 

intellectuals in the classroom 

• Multiple funds of knowledge 

interacting in the classroom  

• Drawing on teacher’s funds of 

knowledge  

• Minority students need 

institutional funds of knowledge 

(gained through language) to 

succeed 

• Teacher identity (Palmer, 1997) 

•  

− González et al. 2005 

− Ntelioglou et al. 2014 

− Cazden et al. 1996 

− Mogadime, 2011 

− González, 1995 

− Yoon, 2008 

− Moll & Gonzalez, 1994 

− Giampapa, 2010 

− Cummins et al. 2012 

− González, 2001 (p. 164) 

− Lee, 2017 (PhD)  

− Hedges & Cullen 2012 

− Espinoza et al., 2021 

− Bronkhorst & Akkerman, 2016 

− Volman & Gilde, 2021 

Translanguaging 
Utilizing languages as an integrated 

communication system; students use 

all of the languages they are familiar 

with to create and communicate 

meaning.  

− Mazzaferro, 2018 

− Rowe, 2018 

− Hurst & Mona, 2017 

− Duarte, 2019 

− Paterson, 2021 

− Cenoz & Gorter, 2019 

− Cioè-Peña & Snell, 2015 

Plurilingualism • The idea of moving pedagogical 

design beyond language 

• Ability to switch between multiple 

languages  

• Third space approach is focused on 

establishing linguistic inclusion 

• Third space as a sphere of 

interculturality (p. 34) 
 

− Ntelioglou et al. 2014 

− Lotherington et al., 2013 

− Gutiérrez at al., 1999 

− Li et al. 2012 (p. 34) 

− Ghosh & Abdi, 2013 

− Paterson, 2021  

Multimodality 

 

  

Graphic novels as an emerging 

medium to support ESL students 

(Reflects multimodality)  

− Ntelioglou et al. 2014 

− Rowsell & Collier, 2017  

− Serafini, 2015 

− Hughes & King, 2010 

-Cummins & Early, 2011 (ch. 1) 
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Family and 

Community 

Involvement 

• Representation  

o Equity pedagogy (Dei et al., 

2000, p. 261) 

o Representation or composition 

of staff body 

• Knowledge production 

parents positioned as expertise (power 

shift) 

− Naqvi et al. 2012 

− Mogadime, 2011 

− González, 1995 

− Cummins, 1986 

− Taylor et al. 2008 

− Dei et al. 2000 

 
 

Discourses 

  

• Language discourse  

• Discourses of identity  

• Critical discourse analysis 

• Notions of permission and 

regulation functioning in the 

classroom; students need to have 

their identities affirmed through 

the recognition of linguistic and 

cultural resources  

• Multimodal discourse analysis  

− Gee, 2008 

− Cazden et al. 1996 

− Giampapa, 2010 

 

 

 

 

 

 
 

Capital  

(Bourdieu) 

• Cultural capital 

• Symbolic capital  

• Linguistic capital  

− Cazden et al. 1996 

− Taylor et al. 2008 

− Ketchabaw et al. 2001 

− González, 2001 (p. 164) 

− Dei et al. 2000  
Building Cultural 

Bridges 

• ESL teachers as that bridge 
− Mogadime 2011 

− González, 1995 

− Yoon, 2008 

− Gee, 2006 (in Garcia)  

-Mogadime, 2003 (PhD) 

  

New Literacy 

Studies (NLS) 

(Cazden et al.) 

Multiple literacies − Street, 2003 

− Taylor et al. 2008 

Interactive 

Positioning  
• Thinking about teacher’s 

interactive positioning—viewing 

ESL students as invisible or 

recognizing their multiple 

linguistic and cultural capital that 

they bring to the classroom; the 

− Yoon, 2008 
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teacher’s active or passive 

involvement with ESL students 

plays a role in classmates 

interactive positioning of ESL 

students as accepted/not.  

• Cultural inclusivity  

• Concept of positioning  

Reciprocal 

Interaction model  

For deep understanding of language 

this is needed between teacher and 

student 

Cummins, 1986 

Negotiating 

Identities / Identity 

formation  

Language is a 

source of 

identification 

(Identity is 

multilayered and 

shifting) 

• Establishing student’s agency 

within the (Giampapa, 2010) 

• Empowerment  

• Identity closely linked to language  

• Cultural identity 

Language and emotion 

− Blackledge & Pavlenko, 2001 

− Cummins, 1996  

− Giampapa, 2010 

− Lotherington et al. 2013 

− Cummins, 2001 (pp. 1-30) 

− Cummins, 2000a 

− Cummins et al. 2012 (p. 45) 

− Cummins et al. 2015 

− Cummins & Early, 2011 (ch. 3) 

− González, 2001 

− Dei, 2000 

− Tabasum, 2011 (thesis) 

− Block, 2007 

− Wang, 2008 

− DeJong, 2017 

− Gee, 2004 

Little et al. 2017 

Language Loss 

Language = power 

= Access 

• Maintaining the language and 

parents raising their children as 

bilinguals to maintain contact with 

relatives and native culture, foster 

family unity and identity, and for 

professional advancement.  

− Baker, 2001 

− Ketchabaw et al. 2001 (pp. 128, 132) 

− Li et al. 2012 

− Burn et al. 2014 

− Cummins & Mirza, 2012 

− Gallagher-Mackay et al. 2021 

− Slavik, 2001 

− Winstead & Wang, 2017 

− Oxford, 1982 

− Scott, 2021 

− Gallagher-Mackay et al. 2021 
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Emancipatory  
• Emancipatory pedagogy—

transformational   

• All the approaches for that they 

come from concepts of say change 

and the additive approach all these 

concepts are related to that 

Those concepts lead to emancipatory 

or changes (like family involvement) 

− Cope & Kalantzis, 2009 (p. 184) 

− Dei et al. 2000 

− Munro’s (Thesis)  

− Nouri & Sajjadi, 2014 

Conceptual 

Analysis  

• Conceptual analysis offers a 

procedure of theorization for 

building a conceptual framework, 

based on the grounded theory 

method. 

− Martin & McLellan, 2007 

− Jabareen, 2009 

Scoping Review A systematic scoping review includes 

five stages:  

1. Identifying the research questions;  

2. Identifying relevant studies; 

3. Study selection; 

4. Charting the data; 

Collating, summarizing, and reporting 

the results. 

− Arksey & O’Malley, 2005 

− Colquhoun et al. 2014 

− Guiberson et al. 2019 

− Jiang et al. 2020 

− Ramírez et al. 2021 

Multilingual 
 

− Blackledge & Pavlenko, 2001 

−  

Social Justice  

(The benefits of 

using 

multimodalities 

and identity text 

work in addressing 

injustice)  

Engaging literacies (the idea that 

teachers can use multimodalities and 

identity text work to address and 

engage students with issues related to 

equality and social justice- those two 

modes allow for natural knowledge 

production in the classroom- 

empowerment and collaborative 

creation of power); examples of this 

here:  

http://www.nextgenerationpress.o

rg  

− Hurst & Mona, 2017 

− Cummins & Early, 2011 (two case 

studies pp.115 and 82: the power of 

dual language identity text in 

multilingual school & identity 

affirmation through story writing)  

Avineri et al. 2019 

Literacy 

Engagement 

Framework  

Literacy engagement as an identifier 

of literacy achievement for ELL and 

non-ELL learners. This framework 

highlights:  

• scaffolded meaning 

• connect with students’ lives 

Cummins et al. 2012 

−  

http://www.nextgenerationpress.org/
http://www.nextgenerationpress.org/
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• affirm student’s identities 

• extend awareness and knowledge 

of language across curriculum  

This framework also introduces a 

bridge or a connection between 

multilingualism and multiliteracies.  

Literacy 

Development  

Many classroom teachers struggle to 

view students’ first language (L1) as a 

tool that can help the students 

advance their English language, 

whilst not having to give up or erase 

their second language 

− Cummins et al. 2012 

− Helfrich & Bosh, 2011 

− Taylor et al. 2008 

− Cummins, 2006 

− Cummins, 1996 

− Baker, 2001 

− Reeves, 2006 

− Walker et al. 2004 

− Yoon, 2008 

Gallagher & Vintan, 2019 

Sense of 

Belonging  

A sense of belonging refers to feeling 

accepted, appreciated, and understood 

in relationships with individuals and 

groups of people (Riley & White, 

2016). 

− Riley & White, 2016 

− Coelho, 1998 

− Kitchen et al. 2015 

− López & Iribarren, 2014 

− Ontario Ministry of Education, 2017 

(p. 17) 

− Faez, 2012 

− Schmidt, 2010 

− Schloegel, 2016 

− Washington-Nortey el al. 2020 

Lack of Teacher 

Education 
• Inadequate teacher education 

preparation  

• Current educational policies lack 

of reflection on these needs/issues 

• Shortfalls of teacher education and 

barriers to diversity  

Ongoing professional development 

needed  

− Cummins et al. 2012 

− Lee, 2017 (PhD) 

− Espinoza et al. 2021 

− Gleeson & Davison, 2016 

− Turgut et al. 2016 

− Guler, 2020 

Coady et al. 2016 

Politics of 

Recognition & 

Redistribution  

• Discourse of recognition  -Ghosh & Abdi, 2004 (ch. 1, 2, 6) 

 

Suggestions for 

strategies to use in 

• Mantra Lingua 

• Learning Village 

− Peregoy & Boyle, 1993 
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the classroom to 

support students  
 

Bilingualism  

“Days of 

bilingualism are 

behind us, as it’s no 

longer ‘enough’ to 

only teach English 

and French… The 

integration of 

multiple languages 

into mainstream 

schooling will 

ultimately result in 

more educated 

versatile and 

communicative 

society” (Dei et al., 

2000, p. 257). 

Coordinate, compound, and 

subordinate bilinguals  
− Dei, 2000 

 

Pedagogical 

Suggestions for 

working with ESL 

students  

• Transformative pedagogy  

• Critical pedagogy 

• Culturally relevant pedagogy 

• Emancipatory  

 

− Cummins, 2000 (p. 246) 

− Goodman & Fine, 2018 

− Ghosh & Abdi, 2013 

− Wang, 2008 

− -López & Iribarren, 2014 

ESL Policy & 

documents in 

Ontario 
 

• Outdated 

Lack consistency; example with the 

monographs they have all been 

removed with the change of 

government - no notice on this.  

− Many Roots, many voices (2005)  

− Supporting English Language 

Learners (A practical guide for 

Ontario educators) 

− Ontario’s Education Equity Action 

Plan  

Capacity building series (Monographs)  

Linguistic 

Diversity  

 

 

 

 

− Nguyen, 2012 

− Savva, 2017 
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