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Message from the President
TFLA members,

On behalf of the Texas Foreign Language Association Board, it is with great enthusiasm
that we wish you a much deserved summer break and the very best for a successful 2017-2018
school year.
I would like to share with you some news from TFLA regarding this year’s programming. If
you are looking for an opportunity to collaborate with other teachers, consider joining a
committee. We are also seeking candidates for several elected board positions. If you would like to
run for a TFLA office or would like more information, message our director, MayDell Jenks at
executivedirector@tfla.info.
Are you looking for first-rate and affordable professional development this year? Come to
the 2017 TFLA conference to be held in Arlington, Texas from October 12-14, 2017. The
conference is a success because of our working members. Thank you to our many colleagues who
give back by presenting at the conference.
Beyond the conference, TFLA continues to serve its members in a variety of ways:
 TFLA offers regional

professional development & workshops. Visit our website for details

(http://www.tfla.info)
 TFLA Newsletter

and Journal brings you the latest news and ideas.

 TFLA advocates at the

national level for world languages learning through lobbying and
participation with JNCL-NCLIS in Washington, D.C.
We understand that the TFLA members are asking for a few key things: help with teaching in
the target language, developing IPA’s and assessments, finding and using authentic resources in
your classroom and teaching for proficiency, so get ready, set, and Go! Get on the path to world
language proficiency! I hope to see you at our institutes and our TFLA Fall conference in Arlington,
TX. October 12-14.

Perla (Connie) DeCastro-Herz
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Letter from the Editor
As we close the 2016-2017 school year, it is important that we
reflect on the year and how it went. We all have strengths and we also
have room for growth. As you reflect, consider the wisdom of other
educators from this Spring edition of the Texas Foreign Language Journal.
Patty Kallman provides us with creative and innovative ways to bring
authentic resources into our world language classrooms. Ron Scott takes
us to Spain where we consider all that the Dalí Triangle has to offer. Lee
Ann Brannon helps us reflect on how our perspective of multicultural
education can enhance the world language classroom. While Murray,
Holmes, and Herrera introduce us to the power of Biography-Driven
instruction and remind us of the power of creating instruction based on
each individual student.
I am proud of this journal and thrilled to share it with you. Thank
you to the authors in this edition. Your hard work, wisdom, and willingness
to share are a huge asset to our world language community. I look forward
to the fall edition and am excited about all that our TFLA community is
doing for education.
Lauren Oropeza Snead, Ed.D.
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Bookstore Musings: Making the Shift to a More
Authentic Language Experience
Patty Kallman
French Teacher, St. Thomas Episcopal, Houston, Texas
Being a French teacher in Houston, I am
always envious of the Spanish book section in the
local bookstore, signs in Spanish, and the wealth
of television and radio stations. My ears perk up
when I hear Spanish in the grocery store or coffee
shop. Finding authentic French in Houston is rare,
despite being a very international city.
This past summer, I was fortunate enough
to travel to France, where I could see, hear, and
feel everything I wanted my students to experience. On that trip, I had the shear luxury of
browsing a bookstore near the Sorbonne without
any distractions. I was enthralled by all the
beautiful, brightly colored children’s books about
animals, space travel, fables, and the history of the
world. While taking in the scent of new books, I
decided to take the plunge, and carefully curate
texts that could allow me to teach the same
material and vocabulary through authentic texts.
Here is a quick guide on why to head down
this path, how to find these gems without a
passport, and how to then incorporate them so
they enrich any language program without
reinventing the wheel. I have also included some
tips that have worked well in my own classroom.
Making the case for authentic books
For years, and much like my own foreign
language teachers, I was highly textbook focused.
As many language teachers experience, I had four
classes to prepare for and the notion of stepping
outside of the textbook felt daunting. We would
read the supplemental texts in the back of the
book, often abridged and watered down versions
of French literature, focusing on the grammar and

vocabulary the students learned. Over the years, I
started to think about goals. What real goals did
my students have? What goals did I have for
them? I began to question both what I was
teaching and how I was teaching it. Reading
articles and rubrics prepared by the American
Council on the teaching of Foreign Languages, or
ACTFL, I started focusing more not on fill in the
blank
sentences or prepared scripts but on
authentic language. Bringing in texts that were
written for younger French children could help not
only
improve the amount of French we used,
but do so in a way that could be quite appealing.
Teaching the lower level language students
means thinking about where their language skills
are, not necessarily their age as much. I started to
think about what books my own four-year old
“reads” at home. These books tended to be rich in
colors, illustrations, interesting sound patterns,
and onomatopoeias. In my classroom, level of
interest and engagement in class spiked. Reading
stories aloud helped students with pronunciation,
intonation, and decreased overall feelings of
anxiety around speaking. They became far more
comfortable speaking in front of each other, which
made shifting towards interpersonal speaking
easier.
With my French II students, it was a joy
first seeing their faces light up when they could
make it through a section without any outside
help with comprehension. Their reading skills and
writing also improved immensely. They moved
from simple sentences to far more complex ones,
which seemed to mirror the writing style in the
texts I had chosen.
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Finding the funds
While individual books are not very costly,
starting your own language library can quickly
become quite costly. My first stop for funding was
my own school. I presented my plan, explained the
benefits of using such texts, shared some books,
and they were more than happy to help cover the
cost of the books. There are several online websites
for public teachers looking for funding.
DonorsChoose.org and GetEdFunding.com are two
of many educational grant websites. Local, state,
and national foreign language associations may also
offer funding for classroom projects. Consider
looking, too, at used and discounted books. The
bookstore I visited in France had a teacher discount,
so make sure to bring your ID if you do happen to
find some language books. Asking for a discount
cannot hurt and many stores are happy to support
educators.
Books without booking tickets
While traveling is a great way to find
authentic texts, when I came home, I realized there
are many other avenues to find texts. Amazon.com
currently sells 27,185 German children’s books,
23,929 French children’s books, 22,551 Chinese
children’s books, and 78,708 Spanish children’s
books. From there, you can sort books by age range
and genre. I was able to purchase duplicates of
some of the books I purchased in France from
Amazon.com at the same price as I purchased them
abroad.
There are also language-specific sites. For
French, the site FrenchBooksOnline.com has a very
wide range of books that are reasonably priced.
Europeanbooks.com sells books in French, German,
Spanish, and Italian. Chains like Barnes and Noble
and stores like Half Priced Books often carry foreign
language titles. Check to see if you happen to be
fortunate enough to have a local book shop that
specializes in your language – or perhaps has a
section in their store.
Creating your library
The easiest place to start thinking about
books is the curriculum. Many use thematic units,
so that can be a great direction to take. The way I
selected books was by thinking about what I needed
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to teach throughout the year. We have around six
to eight rather broad themes. My goal was to find at
least one good book to use for each of the themes.
After easily an hour of parsing through books in
Paris, I had amassed a decent number, rich with
illustrations, isolated sentences, and language
written for native speakers. Some suggestions of
books include:
Fill-in-the-blank diaries or journals
Cookbooks for kids
Travel or city books for kids
Transportation methods
Books about houses, rooms, and
furniture
History books
Poems and fables
From the bookstore to the classroom
I returned to school in August and found
that my students adored these new books. We had
a bit of a learning curve, without a glossary in the
back to use or footnotes introducing unfamiliar
terms. For introducing vocabulary in first year
language classrooms, aim for easy books for young
readers. These typically have illustrations with a
vocabulary word label. Short sentences work well,
too, as you can teach students quite easily to use
context clues to understand unfamiliar terms.
For my French I students, I discovered some
great fill-in-the-blank diaries that allowed students
to share information about themselves, such as
their names, likes, dislikes, future aspirations, and
other very relevant, student-centered information. I
found this ties in very easily with what we already
do in class. We also read some fables that were
familiar to the students. Through the use of
illustrations, students were able to follow along
and, eventually, managed to memorize and recite
their favorite fable.
French II students could easily handle more
complex sentences and could read books that were
geared more towards 7 and 8-year-old children.
They particularly enjoyed reading non-fiction, as
they often were able to pick up on meanings based
on prior knowledge. We found ourselves learning a
great deal about history, as they quickly latched on
to one particular book. It had wonderful little
drawings throughout, typically short sentences with
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some paragraphs mixed in.
One of my favorite aspects is that grammar
was taught in context. The students organized their
notebooks so they could grow in a variety of areas.
My students, specifically those in French II, kept
track of different verb tenses and conjugations,
pronouns, adjectives, adverbs, negation, and
prepositions. Setting this up was important in
making sure students began to pick up key
grammatical concepts. As we went through, I would
expand and elaborate on what we read. The
students could also drive the conversation by asking
about grammatical constructs as we went along.
Assessing learning
In order to determine the best way to assess,
I again returned to the goals of the course. Being
able to communicate, comprehend, and synthesize
information were all important goals. Interpersonal
speaking and writing are both very important
aspects of language learning, which could easily be
overlooked when using books as a focus. In my
classroom, I had students discuss likes and dislikes
with one another, what they found interesting or
important, or they could share information that they
learned outside of the text that related with what
we were learning. For our formative assessments,
we would often focus on one particular area. While
they may have learned a variety of grammatical
concepts, I would assess it in isolation to make sure
they were picking up on important aspects of the
language structure. Summative assignments were
far broader and required students to be able to tie
together what they learned in the unit. I usually
include both written and spoken assessments in the
end, often in the form of presentational speaking
and writing.
Boundaries for Books
Logistically, there are some important things
to think about in terms of your own classroom. I set
up some important rules up front, which helped
both me and my students with our new little library
of books. I’ve shared my rules below, which were
followed with great success.
1) Books are fragile. We treat them with
respect and care to not bend pages or
ruin the binding.
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2) Books do not eat or drink, nor will we
when we are reading the books.
3) Books are a shared resource. They stay in
the classroom unless you have
permission from your teacher to borrow
one.
4) Books are already written and
illustrated. Please do not add your own
comments or drawings.
5) Books are not free. Replacing them will
require a trip to France – so unless you
want to buy your teacher a ticket to
France, please make sure you do not lose
or damage any books.
These worked well in my classroom. For a
few books, I had a class set. For others where I only
had one copy, we would have stations around the
classroom. Each classroom and group of students
are different. As such, it is important to consider
your students, school, and your own needs and
expectations – and make them clear in the
beginning.
Taking the leap
Incorporating authentic texts in any foreign
language classroom can always be done slowly.
Teachers who currently only use their textbook
series can find one book to incorporate and find out
how it works with their students. Communicate with
your students and find out what they think. If it is
beneficial, wonderful! If not, look at other
opportunities to introduce authentic language to
students, whether it be from an electronic source,
book, or train ticket. Moving away from
textbook-centered
classrooms
can
feel
overwhelming but the results can be amazing for
you and your students.
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Angling around the Dalí Triangle
Ron Scott , Ed.D.
Associate Professor (Retired), UT Health Science Center, San Antonio
My wife Pepi and I had the opportunity this
past spring to visit her sister, Kiki, in her hometown
of Figueres, Spain, and explore what I call the “Dalí
Triangle.” This 3-stop journey includes 20th-century
surrealist Spanish painter Salvador Dali’s three
Catalonia landmarks – the egg-inspired Dali Art
Museum that he designed in his hometown of
Figueres; his seaside home in Portlligat, Cadaqués;
and the mansion that he shared with his wife, Gala,
in Púbol.
The Dalí Museum overflows with
international high school and college students
exploring language(s) and culture from Easter Week
through summer. It houses many of the master’s
important works, including the paintings “Discovery
of America by Christopher Columbus” and “Eggs on
the Plate Without the Plate,” as well as holograms,
sculptures and unique furniture. Dalí’s Portlligat
home sits in a peaceful cove, and is only 25 winding
miles from Figueres, along the Mediterranean
seacoast. Dalí normally slept until late morning,
until a single ray of sunlight pierced his bedroom
through a hole in the ceiling, opposite his bed,
shining directly into his eyes. This was his “alarm
clock.” Also 25 miles from Figueres, toward the
provincial capital of Girona and Barcelona sits Gala’s
chateau in Púbol. It is filled with paintings,
ornately-decorated rooms and beautiful gardens.
As a one-day extension northward from Figueres,
the French border town of La Jonquera (12 miles),
and the quaint mid-size town of Perpignan (24 miles
further) are easily accessible by bus or train, and
offer students the chance to hear and practice three
“bridge” romance languages all-in-one-trip –
Spanish, Catalan, and French.
An itinerary that combines these cultural
attractions with a three-day exploration of the

nearby gateway metropolis and entry-point of
Barcelona is as interesting and exciting as it can get
for Spanish and French students and their teachers
and chaperones. Barcelona is perhaps the most
dynamic city on the planet. Its easy-to-navigate
streets cater to virtually every interest and taste,
from its pristine beaches and Las Ramblas
(commercial boulevard), to the Museu Nacional
D’Art de Catalunya (Art Museum), to the Palau de la
Música Catalana (Music Palace), to the converted
Plaza de Toros (bullring, now a restaurant complex
with spectacular views of central Barcelona).
There are so many other delightful
attractions along the route, from the medieval
castle town of Peralada, to nearby Roses on the
Spanish Riviera, to the Benedictine Monasterio de
Montserrat, with its panoramic funicular train and
skycar. Try to fit in one or more of these, as time
permits. I strongly recommend doing the Dalí
triangle and points north of Barcelona first, because
they are more laid-back, and give students, faculty
and chaperones time to acclimate to the 7-hour
forward time difference, before heading into more
intensive metropolitan Barcelona.
A week-long, 100-mile adventure, well worth
it for students and teachers, in my opinion. Olé!
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Using Wang and Olsen to Increase Multicultural
Awareness in the World Language Classroom
Lee Ann Brannon
Baylor University
“Unlearning involves the capacity to step out of oneself, to look at the self from a distance in a new light.”
Hongyu Wang (p. xiv)
As scholars of multicultural education,
Wang and Olson (2009) deliver a helpful book for
world language teachers, which includes voices
from authors who have undergone the process of
unlearning. For teachers in Texas, a state
representing a plethora of cultural diversity, and in
a political climate that requires cultural
understanding now more than ever, Wang and
Olson introduce students that they have lead
along a path to deeper cultural understanding.
In this collection of essays, graduate
student authors offer their perspectives about
how their views of multicultural understanding
evolved over the course of readings, study of
historical perspectives and self-reflective activities
to delve into their personal beliefs on culture in
America and abroad. The editors describe and
offer a platform for their students to share how
the process of going through a multicultural
learning experience enhances the ability to teach
others about diversity. Each chapter is an essay
from the point of view of a student in the process
of learning and unlearning in multicultural studies.
This book helped me visualize new ways to
present cultural topics and options for helping
students navigate the discovery of cultural diversity.
In reading the book I drew insights from
the use of autobiography to help students process
the varied emotions that come up through
learning about culture, and revisiting one’s own
cultural background to describe how childhood
experiences influence cultural understanding. I
reflected on facing difficult topics, such as the

discomfort and guilt that can arise in closely
studying racial experiences from the past. I saw
connections between international perspectives
and how a global viewpoint enhances educators’
abilities to connect with all students and teach a
worldview that involves empathy and respect.
Teachers of ESL and world languages
reading the book will find wisdom in how to
present cultural topics respectfully, as well as to
think more critically about the readings they use in
representing other cultures to avoid stereotyping.
Likewise, educators will need to reflect on the
realia they choose, cultural artifacts, such as
clothing or other authentic items from a target
culture, and what those things represent or
communicate to students. Because of the
interconnected nature of language and culture,
second language educational standards reflect the
expectation that culture will be infused in foreign
language classes. In pedagogical reflection IV,
Olson suggests simulations in the target language
and culture to help students have a sense of how
it would feel to interact in the real world
conditions of that language. Olson encourages
travel abroad for world language educators to stay
connected to the culture that they teach, but also
to authentically learn how to teach proficiency in
interpersonal communication in the target
language. As a language teacher, I see a need for
more development and research of how to teach
students to interact successfully in a second
language, beyond the grammatical rules of the
language.

Likewise, the class assignments woven
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throughout the essays describe beneficial results for
individual students, who reflect on their
backgrounds and describe the process of becoming
more culturally aware as educators. The resulting
perspectives display a connection to other cultures
that grows out of a relational approach to teaching
methods. The essays reflect a maturity of thought in
multicultural understanding that seeks to
understand the perspective of others, rather than a
less informed construct of “colorblindness” (p. 155),
where educators might tend to ignore culture in an
effort to treat everyone the same way.
Language educators could benefit from
reading the sections about how to process one’s
own background in light of multicultural education,
such as the first section entitled “Autobiography
and Social Difference.” Part I emphasizes how
reflecting on your own biography helps you identify
why you may think a certain way about cultures
other than your own. In pedagogical reflection I,
Wang compares the assignment to Pinar’s currere
method of writing. This process highlights what
internal and external voices influence your thinking
and what perspectives may be unknown to you,
such as the notion that you may contribute to bias
unknowingly because of embedded beliefs. The
book serves to move readers from a perspective
that multicultural education is meant for others
(and therefore not needed for all students) to a
view that all students benefit from the educational
process of cultural understanding. The themes for
discussion involve gender, sexual orientation and
racial inequalities.
Additionally, rich historical perspectives are
offered throughout the book. The many points of
views represented across decades of historical
experiences, both in the United States and
internationally, inform the teaching methods of the
authors. Educators could apply the information in
K-12 teaching settings and in understanding some of
the natural barriers to cultural awareness in adults.
Several of the essays describe experiences of
students of African American background, plus
those of Native Americans, Japanese Americans and
Arab Americans, and the insights help people from
all cultures understand varied life experiences and
points of view.
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On a broader scale, for many white teachers
the section “Do I Have a Culture? Understanding
Whiteness” will offer a new approach to progressing
in multicultural studies. Wang suggests for teachers
to self-reflect in order to establish a constructive
identity in one’s own white culture, to consider “the
transitional periods between developmental steps”
and to “think about what conditions can facilitate
these transitions to foster movement toward higher
levels of multicultural thinking, feeling and
acting” (p. 176). By observing what helps both
educators and students move forward in cultural
awareness, the difficult feelings surrounding racial
topics become more understandable and navigable
in educational settings. All teachers would serve
students well to self-reflect on their own cultural
understanding, and learn how to guide their
students in that process of reflection. In fact,
pre-service teacher candidates must draw on
reflective practices as a disposition in showing
professionalism and fitness to teach. In chapter 20
Burgess outlines eight helpful steps leading to
cultural sensitivity and overcoming colorblindness,
which include facing qualms by willingness to
recognize that racial prejudice exists today and
engaging in wide reading of diverse authors. Other
suggestions include seeking out multiple viewpoints
and choosing action when confronted with others’
racist conduct.
Additionally, I found several chapters
remarkable that touched on moments when white
individuals experienced racism from other cultures,
or felt put down based on being different. Those
illustrations actually highlight what some “minority
students feel on a daily basis” (p. 174). Hopefully
those essayists could use that moment of insight in
their self-reflection to understand the deep need
for cultural awareness and responsive teaching. To
teach responsively, teachers must consider the
emotional and social well-being of students as a
valuable tool in development.
The anecdotal essays describe mostly
personal experiences, as in looking back on one’s
own life history, to understand how those
memories shape how we view culture and
multicultural education. There are fewer reflections
on K-12 classroom teaching in the narratives, which
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believe would add another dimension to the
process of unlearning detrimental viewpoints and
learning new avenues to appropriate multicultural
teaching. In one such example I found poignant in
chapter 27, Ballard describes a perceived failure to
truly reach a student who blatantly admitted her
plan to remain a racist, despite the social justice
literature they used as their curriculum in that
secondary classroom. As Ballard reflects on her
disappointment in that exchange, she sees hope in
the fact that her student was exposed to the
multicultural perspective and that Ballard may
“have planted a seed or she would not be protesting
so adamantly” (p. 203). For educators with years of
experience, thinking reflectively on past teaching
moments could provide insight on how to better
present multicultural literature and materials, and
to reflect with new learning in mind on the process
of leading students through the uncomfortable
feelings that racial dialogues may bring up. In
Ballard’s example, she realizes that the student
might have been retreating back to a racist
viewpoint instead of facing the discomfort of the
truth.

Although I found it challenging in reading
this assortment of essays to sort through over 30
different voices, themes emerged that affirm the
benefits of making a conscious decision to study and
grow personally and professionally in the realm of
multicultural education. I felt inspired by the ones
who have undergone this emotional process and
shared vulnerably about their progress.
Finally, Wang and Olson provide additional
understanding of the topic that informs the body of
work and gives weight to the need for future
research on multicultural studies. Just as cultures
are not fixed among each member or within the
group as a whole, neither can multicultural
education be permanently set. For this reason,
educators have a responsibility to evolve and
pursue greater mindfulness of cultural components
in education. As Wang states, “unlearning and
learning are two sides of one coin for all learners
with different patterns on both sides” (p. xv).
Teachers can become more informed and cognizant
of their own multicultural awareness. The
intentional decision to delve into your experiences
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surrounding culture shows a commitment to
understanding the diverse world in which we live,
the world our students must learn to navigate. This
book provides a useful tool for seeking a path to
unlearn what has hindered our teaching, and to
learn what can enhance our classrooms.
References
Wang, H., & Olson, N. (Eds.). (2009). A journey to
unlearn and learn in multicultural education.
New York, NY: Peter Lang.
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Transforming Ecuadorian EFL Teacher Practices
Through Biography-Driven Instruction
Kevin G. Murry, Ed.D.; Melissa A. Holmes, M.S.; & Socorro G. Herrera, Ed.D.
Kansas State University
Abstract
The intensive English development/TESL program (TESL-GT) was created through a partnership
between Ecuador and one Midwestern university. Through this program, Ecuador’s Ministry of
Education sought to enhance the instructional effectiveness of secondary English as a foreign
language (EFL) teachers. The 67 Ecuadorian teacher participants in this study engaged in a
10-week pilot program. This program was aligned to the CREDE Standards for Effective
Pedagogy and Learning, which serve as universals (transnationally researched) standards of
effective teaching practices. The 67 Ecuadorian program completers were subsequently
observed in their Ecuadorian classrooms using the Inventory of Situationally and Culturally
Responsive Teaching (ISCRT) rubric. Composite ISCRT scores were calculated as well as group
means on each of the five standards reflected in the 22 indicators of the tool. Findings
indicated unexpectedly robust levels of enactment of effective instructional practices for
English learners. The significance of these findings and implications for teacher education are
elucidated.

In order to increase the English proficiency
of their citizens and expand opportunities for
global communication and networking, many
countries seek to enhance their educational
systems through international partnerships. This
study focuses on the partnership between Ecuador
and one Midwestern university to increase the
instructional effectiveness of Ecuadorian English as
a foreign language (EFL) teachers. The Ecuadorian
Ministry of Education and SENESCYT, Ecuador’s
governing body of higher education, collaborated
with the university in order to provide specialized
professional development for secondary-level EFL
teachers. Participating educators in this 10-week
pilot program traveled to the United States to
enhance their pedagogical knowledge and skills,
experience the culture of a native English-speaking
environment, and bolster their own English skills.
This innovative program incorporated
pedagogical curricula that emphasized promising
teaching practices for culturally and linguistically
diverse (CLD) students. Specifically, the program
was designed to build teachers’ capacity for
biography-driven instruction (Herrera, 2016;
Herrera, Kavimandan, & Holmes, 2011; Murry &

Herrera, 2011; Murry, Herrera, Miller, Fanning,
Kavimandan, & Holmes, 2014). Given that this intensive English development/TESL program was
funded by the Ecuadorian government’s Go Teacher scholarship, the moniker TESL-GT will be used to
refer to the Midwestern university program.
Program Hallmarks and Theoretical Framework
At the core of the TESL-GT professional
development
program
is
biography-driven
instruction (BDI). This method of instruction serves
as a means for providing culturally responsive
pedagogy to English learners in both domestic and
international settings (Herrera, 2016; Herrera &
Murry, 2016). The “biography” of the learner
reflects a holistic view of a student’s sociocultural,
linguistic, cognitive, and academic dimensions.
Attention
to
the
biography,
including
pre-assessment of a student’s background
knowledge relevant to a given lesson, provides the
teacher with foundational information about the
student’s
assets that the teacher then uses to
maximize teaching and learning throughout the
lesson. Each BDI lesson comprises three phases:
the opening (Activation), work time (Connection),
and closing (Affirmation). Briefly, the
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teacher uses the Activation phase of a lesson to establish conditions of trust and respect and to provide all students with structured opportunities to
document their initial associations between their
background knowledge and the target concepts and
vocabulary. Students use both words (in whatever
languages they choose) and images to record their
ideas. Learners are encouraged to consider their
knowledge and experiences related to their home
(funds of knowledge), community (prior
knowledge), and school (academic knowledge).
During the Connection phase, the teacher
bridges between the language, words, images, and
ideas that the students produced at the opening of
the lesson and the academic content and
vocabulary of the curriculum. The teacher uses
strategies and activities to establish classroom
conditions and situations reflective of a reciprocal
process of teaching and learning. The teacher works
with the students to navigate the demands of the
curriculum and to ensure that learners progress
linguistically and academically. By continually
attending to what students produce individually
and in collaboration with peers in pairs and small
groups, the teacher is able to respond to learners’
needs and scaffold their evolving understanding.
The teacher highlights/revoices key connections
made by students and uses these to further the
learning of the entire class.
In the Affirmation phase, the teacher
provides opportunities for students to individually
demonstrate their learning. Students use the
concepts, academic language, and ideas that they
have documented via hands-on, strategy-based
tools throughout the lesson to scaffold their
engagement with writing and other curricular tasks.
The teacher celebrates students’ individual and
collective learning, affirming linguistic and academic
gains. Students also reflect on ways their
background knowledge provided a foundation for
their attainment of the lesson objectives.
The theoretical significance of the TESL-GT
program to the field may be best extrapolated from
the degree to which key elements of the program
model align with standards for best practice with
CLD students as specified by the CREDE Standards
for Effective Pedagogy and Learning (Doherty,

14

Hilberg, Epaloose, & Tharp, 2002; Doherty, Hilberg,
Pinal, & Tharp, 2003; Doherty & Pinal, 2002; Tharp,
1997; Tharp & Dalton, 2007; Tharp, Estrada, Dalton,
Yamauchi, 2000). The development of the CREDE
standards spanned more than a decade of research
and analyses and yielded five universals for
transnationally effective teaching practices (Doherty
et al., 2002; Doherty et al., 2003; Tharp, 1997;
Tharp & Dalton, 2007; Tharp et al., 2000; Yamauchi,
Im, & Mark, 2013). In teacher education, the CREDE
standards, like the curricula of TESL-GT, are
applicable to both the preparation of future
teachers for diverse classrooms and the kinds of
teaching that in-service teachers should implement
in their classrooms, whether in the United States
or abroad. Discussion to follow will articulate these
arguments and alignments, and is organized
according to the five transnational universals of
CREDE.
Table 1 illustrates the key and supporting
elements of the TESL-GT program that align with
the transnational universals of the CREDE
standards. Column one of this table specifies each
of the five CREDE standards. Column two identifies
which element of TESL-GT most directly builds
teachers’ capacities for professional practices that
target the corresponding CREDE universal/
standard. In turn, column three of the table
specifies the professional practice with CLD
students that the matching TESL-GT element
targets through the professional development
program. Finally, column four synopsizes other
elements of the TESL-GT program that further
support teachers’ development of practices that
align with the corresponding CREDE standard.

It is appropriate to highlight implications of
the table that may tend to be less evident. First, the
table illustrates the important fact that a wide
variety of TESL-GT elements tend to bolster
teachers’ capacity building for best practice with
CLD students, as indicated by CREDE standards.
Second, key elements of the model often tend to
operate concomitantly to develop teachers’
capacities for standards-aligned, biography-driven
practices with diverse student populations. The
sections to follow discuss the BDI perspective on
instruction, as aligned to each of the CREDE
standards.
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Table 1
Key Aspects of Alignment Between the TESL-GT Program and
CREDE Standards of Best Practices for CLD Students
CREDE Standard

Key Element(s) of TESLGT Program

Key Processes of Teacher
Growth

Supporting Element(s)
of TESL-GT

Contextualization

Critically Reflective
Practice

Checking assumptions about
CLD student assets versus
perceived deficits

Focus on School/SiteSpecific Dynamics

Cross-Cultural
Competency

Appreciating/ maximizing
students’ culture-bound ways
of knowing
Pre-assessing and valuing CLD
bilingualism and L1 development

Innovative, NeedsBased Coursework for
Teachers
Critically Reflective
Practice

Innovative, NeedsBased Coursework for
Teachers

Innovating ways to build upon students’ L1 capacities as
a means to L2 development

Lifelong Capacity Building for Advocacy

Instructional
Conversation

Innovative, NeedsBased Coursework

Cross-Cultural
Competency

Joint Productive
Activity

Critically Reflective
Practice

Creative curriculum and
instruction that facilitates
dialogue that nurtures,
scaffolds, stretches, and
affirms
Checking assumptions about
grouping, collaboration,
pedagogy, and efficacy
Biography-driven curriculum
and instruction utilizing
strategies that are
reciprocally beneficial
Asset versus deficit-driven
decisions about teaching and
learning

Cross-Cultural
Competency

Language and
Literacy
Development

Focus on School/
Site-Specific Dynamics

Innovative, NeedsBased Coursework

Challenging
Activities

Lifelong Capacity Building for Advocacy

Focus on Site/School
Dynamics

Critically Reflective
Practice
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Contextualization

Language and Literacy Development

Teachers who contextualize their instruction
intentionally preassess what assets students bring
to the classroom. Of particular importance are the
students’ culture-bound ways of knowing and their
background knowledge and experiences to date.
Especially valuable is the teacher’s preassessment in
these areas at the opening of the lesson. With
information and insights gained, the teacher is in
the best position to connect the educational
content (what is to be learned) to students’ lives
and their preferred (mostly culture-driven) ways of
knowing. Integrating new information in contexts
that are familiar to the student facilitates the
structuring of that new content into long-term
memory by activating or enhancing the availability
of associated knowledge; this integration of new
knowledge with existing schemas promotes
retention and later recall (Herrera, 2016; Murry &
Herrera, 2011; Sousa, 2011). The emphasis in BDI on
cultural responsiveness makes it an especially
effective method for building teacher capacity for
contextualization.

Language and literacy development is highly
correlated with overall student achievement, as
emphasized through the English literacy emphases
italicized in the Common Core standards. The
development of language skills in listening,
speaking, reading, and writing is fundamental to
academic discourse, problem solving, personal
expression, and persuasive argument (Herrera,
Perez, Kavimandan, & Wessels, 2013). As such,
language and literacy development is no longer a
concern for just primary grades, English learners,
and ESL/EFL educators (Fair & Fair, 2013).
Increasingly, all teachers are called upon to assume
significant roles in academic language and literacy
development among all students (e.g., through
questioning, rephrasing, modeling).

As delineated in Table 1, teachers’ capacity
for instructional practices that promote localized
contextualization is most directly bolstered by the
critically reflective practice and cross-cultural
competency elements of TESL-GT. Pivotal to these
efforts are the teacher’s emergent capacities to
check and test his or her assumptions about the
assets for learning that the CLD student may already
bring to the lesson. Such foundational, biographydriven practices often necessitate letting go of a
deficit perspective on the teaching and learning of
CLD students through recurrent critical reflection on
practice (Herrera, 2016; Herrera & Murry, 2016).
Researchers who have recently explored
ways to uncover and maximize the assets of CLD
and other marginalized students argue that these
biographical assets are typically embedded in social
and ecological systems including: families,
neighborhoods, cultural groups, institutions, and
the political climate (Borrero, Yeh, Cruz, & Suda,
2012). For this reason, service and community
learning opportunities are an intentional component
of the TESL-GT program for Ecuadorian teachers.

The TESL-GT program most directly targets
teachers’ capacity building for practices that
promote language and literacy via a focus on site/
school dynamics and innovative, needs-based
coursework (see Table 1). In capacity building for the
first of these, teachers learn to ask themselves and
others fundamental questions, such as: What are
the demographics of the students and families that
we serve at this school? What first languages and
multiple literacies are represented? What assets,
from culture, experience, prior schooling, and more
may be maximized among my students to target
and enhance language acquisition and literacy
development?
The TESL-GT element of innovative,
needs-based course work, on the other hand, is
designed to effectively model biography-driven
practices at the programmatic level. That is, through
targeted program structures and activities, TESL-GT
models how teachers should build their instruction
upon students’ language and literacy assets as well
as their identified needs. Participants learn how to
support students through resources, scaffolding,
peer interaction, assessments, and more. Moreover,
they experience these same kinds of support
themselves as they engage in TESL-GT
programming.
Instructional Conversation

Three of the most potent factors in student learning
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are the frequency, duration, and quality of teacherstudent academic interactions (Herrera, 2016;
Doherty et al., 2002). One essential goal for
teachers of CLD students is to elicit and extend
student talk on academic, social, and cultural
experiences as related to the academic topic of the
lesson (Herrera et al., 2011; Herrera et al., 2013;
Yamauchi et al., 2013). Teachers challenge students
to develop autonomy as learners—to think critically,
articulate their views, and ask personally
meaningful questions about what they are learning.
TESL-GT bolsters these capacities through
innovative, needs-based coursework (see Table 1).
For example, BDI strategies promote regular
planned, and especially unplanned, discourse with
CLD students in the classroom that enables
authentic, responsive conversations. Such ongoing
dialogue pushes students to higher levels of thinking
about the academic topic of instruction and
incorporates opportunities for the teacher to
revoice connections and bridge between student
talk and academic language. TESL-GT encourages
participating teachers to build their academic
discourse skills through interactions with peers in
pairs and small teams. As they grapple with
curricular concepts in these contexts, they negotiate
meaning and scaffold linguistic and academic
learning for one another (Walqui & van Lier, 2010).
Joint Productive Activity
Teaching strategies and activities that
promote joint productive activity encourage multifaceted student collaborations, along with the
active engagement of the teacher, to attain a
common goal or generate a collectively created
product. These goal-driven collaborations rely
heavily on heterogeneous groups of students that
reflect differential levels of skills and expertise. Such
opportunities for interaction encourage perspective
taking, collaborative problem solving, and the
valuing of all learners as equal members of the
classroom community.
Two key elements of the TESL-GT program
build teacher readiness to organize and facilitate
joint productive activity (see Table 1). One element
is critically reflective practice. Such praxis offers
teachers structured ways to check and test their
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assumptions about issues related to questions such
as the following: Which grouping arrangements
(regardless of the noise they may generate)
encourage goal-directed collaboration? In what
ways does my classroom environment need to
change if it is to facilitate joint productive activities?
How can I be transparent about connections
between individual strategies/activities and the
larger lesson?
As they prepare to initiate and sustain joint
productive activity in the classroom, teachers also
benefit from the TESL-GT element of innovative,
needs-based coursework. Specifically, they learn
about and gain practice with implementing BDI
strategies that have been explicitly designed to
facilitate collaboration toward a common goal and
promote group problem solving. These strategies
support participants’ own learning during their
program experience and contribute to their
capacities to advance the linguistic and academic
development of their future students.
Challenging Activities
The Common Core standards illustrate the
increasing importance of teaching higher-order
thinking skills and evidence-based/defensible
argumentation along with the content (NGA-CCSSO,
2010). When teachers (a) explicitly communicate
the learning goals of the lesson, (b) implement challenging strategies/activities that build students’ capacities to engage in higher-order thinking, and (c)
provide clear expectations for student processes
and products, they support all learners to achieve
high standards. Recognizing that every student
begins the lesson at his or her own starting point,
teachers make appropriate accommodations to
ensure that students’ needs are met and that each
learner is able to engage at his or her fullest
potential.
TESL-GT targets teachers’ capacity building
for practices that promote challenging activities via
lifelong capacity building for advocacy and
innovative, needs-based coursework (see Table 1).
The lifelong capacity building for advocacy element
of the TESL-GT program bolsters participating
teachers’ awareness of the need to advocate for
their students inside and outside the classroom.
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associated with labels such as EFL, ESL, and CLD
persist in schools, despite research, theory,
literature, and teacher preparation to the contrary
(Collier & Thomas, 2009; Herrera & Murry, 2016;
Murry, Herrera, Kavimandan, & Perez, 2011). Often
teachers are best positioned to nudge colleagues,
administrators, and key education stakeholders to
consider students and their learning from an assetbased perspective.
Finally,
teachers
develop
enhanced
capacities for designing and implementing
challenging activities through the TESL-GT element
of innovative, needs-based coursework. Participants
of varying levels of English proficiency are
supported to engage and succeed in the same high
caliber coursework. Program instructors monitor
students’ socio-emotional needs as they use BDI
strategies to negotiate the curriculum. They adjust
instruction and incorporate additional scaffolds as
needed to further students’ continued learning.
Through formative assessments, peer interactions,
and individualized feedback, participants receive the
kinds of encouragement and constructive critique
that leads to fruitful learning.
As outlined in this section, TESL-GT is
purposively aligned with the evidence-based and
internationally tested universals of best practice
detailed by the CREDE standards. In turn, these
alignments bolster the argument that TESL-GT is an
informed, evidence-based model for the
professional development of educators who intend
to teach English learners and other CLD students in
the United States or in a different country, such as
Ecuador.

Research-Based Evidence of Program Efficacy
Elsewhere, we have documented the
efficacy of professional development programming
of the type delivered by TESL-GT and grounded in
the CREDE standards, as provided for U.S. teachers
and candidates (Murry et al., 2014). The purpose of
this study was to assess programming efficacy for
the Ecuadorian teacher participants of TESL-GT. At
the end of the pilot program, TESL-GT participants
were surveyed regarding their perceived changes in
efficacy related to the five CREDE universals of
effective classroom instruction. Overwhelmingly,
the teacher scholars believed they were better
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prepared to enact practices that reflected the ideals
of CREDE-aligned, biography-driven instruction. Yet
teachers’ self-reported perspectives on their own
efficacy upon program completion cannot provide a
picture of their actual implementation in their home
country. To explore the degree to which BDI
practices were evident in the teachers’ Ecuadorian
EFL classrooms, the Ecuadorian Ministry of
Education partnered with the Midwestern university
to follow up with program alumni and observe them
in their individual school settings.
Methodology
Site and Sample
Among recent classroom observations of
program completers were those conducted by 10
evaluators at schools in 11 Ecuadorian provinces
and nine education zones in May/June of 2013.
During this visit to Ecuador, 67 TESL-GT program
completers
were
observed/evaluated
and
assessments from these observations were
examined. These teacher participants comprised 21
males (31.3%) and 46 females (68.7%). The majority
of these educators, as observed in country, taught
students at the secondary level (89.6%). All teachers
observed had recently completed the initial TESL-GT
pilot program in the summer of 2012.
Data Collection
There is broad consensus in the field of
education that good teaching matters and that it
may be the single most important school-based
factor that influences student achievement (e.g.,
Murry et al., 2014; Darling-Hammond, 2000; Goe,
Bell, & Little, 2008; Tharp & Dalton, 2007). Yet,
considerable disagreement exists as to what
frameworks for teacher efficacy best reflect what an
effective teacher is and does (Henerson, Turpen,
Dancy, & Chapman, 2014). Too often, such models
or frameworks have not been well grounded in the
realities of complex, contemporary classroom
environments (Goe et al., 2008; Hinchey, 2010),
especially those classrooms where students exhibit
progressive levels of first language (L1) and second
language (L2) proficiencies and diverse cultural
backgrounds and/or biographies (MacDonald,
Miller, Murry, Herrera, & Spears, 2013; OECD,
2013).
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Ecuadorian teachers’ effectiveness in the
delivery of highly differentiated, professional
practices for Ecuadorian students was measured
using the Inventory of Situationally and Culturally
Responsive Teaching (Herrera, Perez, Kavimandan,
Holmes, & Miller, 2011; Herrera et al., 2013; Murry
et al., 2014). This ISCRT (pronounced I-S-Cert or “i
assert”) is a systematic classroom observation tool
that is well grounded in the latest research on
teaching in diverse and complex classrooms. The
ISCRT tool enables the quantitative measurement
of teachers’ levels of enactment of critical,
pedagogical indicators of situationally (sometimes
referred to as contingency-based) and culturally
responsive teaching amidst high levels of cultural
and linguistic diversity (e.g., Heritage & Chang,
2012; Heritage, Kim, Vendlinski, & Herman, 2009;
Kourova, & Modianos, 2013; Walqui & Heritage,
2012).
The ISCRT is also grounded in the universal
(transnationally researched) CREDE standards for
effective pedagogy (Goh, Yamauchi, & Ratliffe,
2012; Tharp & Dalton, 2007; Yamauchi et al., 2013).
The
ISCRT
rubric
operationalizes
these
internationally applicable universals of best practice
to characterize and distinguish effective teaching in
any classroom setting. For example, the Challenging
Activities aspect of the ISCRT offers explicit criteria
that enable the teacher observer to assess the
educators’ activities in terms of (a) student
accommodations, (b) content and language
objectives, (c) standards/expectations, (d) students’
affective filters (i.e., anxiety levels) (Krashen, 1982),
and (e) feedback offered. Although they are beyond
the scope of this manuscript, elsewhere we have
documented the particulars of the ISCRT rubric and
its associated 22 indicators of effective practice
(Murry et al., 2014).
Findings from past research suggest that the
ISCRT observation instrument is a discriminating,
reliable, and valid measure of effective practices for
CLD and other students (Murry et al., 2014; Perez,
Holmes, Miller, & Fanning, 2012). The reliability
coefficient calculated using Cronbach’s alpha indicated a high degree of internal consistency ( =
0.94) among the indicators. The 22 observable
indicators of the ISCRT are measured by trained
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observers on a scale from 0 to 4 (with anchors at 0 =
not observed, 1 = emerging, 2 = developing, 3 = enacting, 4 = integrating), representing increasing levels of teacher enactment. Observable behavioral
criteria operationally define each of the indicators
as well as the levels of enactment. Scores on each of
the 22 indicators are averaged together to provide a
quantitative measure of teachers’ levels of enactment (that is, their best practices for the student
population).
Ecuadorian teachers who complete the TESLGT program are later surveyed and observed by a
Teacher Efficacy Team (TET) across their settings of
professional practice in country. The TET is
composed of expert teachers/academics who have
been trained and normed on the teacher
observation inventory. Members of the TET have
variously included teacher assessment professionals
from school districts and schools of teacher
education in the U.S. states of Arkansas, Florida,
Iowa, Kansas, New Hampshire, New York, and
Texas. Observations in situ, as undertaken by the
TET, are guided by the ISCRT, which in turn is
consistent with the CREDE standards for effective
teaching practices in transnational contexts.
Each of the 10 observers of the TET
associated with this research study demonstrated
an acceptable level of inter-rater agreement (0.80)
with their supervisor prior to conducting
observations in Ecuador. Moreover, results of a
one-way analysis of variance revealed that these
observers did not account for a significant amount
of variance in ISCRT scores across teachers F(9, 74) =
1.76, p = 0.09. Thus, the observed differences in
ISCRT scores between teachers can be more
confidently attributed to true differences rather
than to differences between observers in their
ratings of teachers’ practices via the ISCRT.
Ecuadorian teachers were observed for
approximately 60 minutes of professional practice.
The number of pupils in classrooms where teachers
were observed averaged 33 (SD = 12.44), with the
smallest class having 9 students and the largest
having 60 students. The majority of their students
(82.1%) were in grades 8-11.

Data Analysis
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Composite ISCRT scores were determined by
calculating the mean for all teachers on each of the
22 indicators of best practice represented within
the ISCRT rubric (M = 2.08, SD = 0.84). The
composite score represented the average level of
enactment for all participants across all 22 ISCRT
indicators of best practice. Additional scrutiny of
each of the individual indicators provided a more
detailed description of teachers’ capacities for
effective teaching practices in their EFL settings.
Therefore, the indicators were collapsed across the
five standards according to the rubric and a group
mean for each of these five standards was
calculated: Instructional Conversation (M = 2.18, SD
= 0.87), Challenging Activities (M = 2.22, SD = 0.87),
Contextualization (M = 1.91, SD = 0.96), Language
and Literacy Development (M = 2.15, SD = 0.86),
and Joint Productive Activity (M = 2.05, SD = 0.91).
Findings
The findings relating to the data arising from
67 teacher observations yielded a composite ISCRT
level. This level reflects the average extent to which
assessed teachers engaged in situationally and
culturally responsive practices that are consistent
with efficacy in teaching. These analyses indicate
that observed educators demonstrated an average
composite ISCRT level of M = 2.08. This value
suggests that their teaching practices most closely
resemble those of an educator who is developing,
vis-à-vis the aforementioned scale of the ISCRT,
ranging from 0 = not observed, to 1 = emerging, to 2
= developing, to 3 = enacting, to 4 = integrating.
To contextualize this average ISCRT level of
M = 2.08 – developing, it is useful to compare it with
the average ISCRT score of teachers in the United
States. Recent research involving the observation of
teachers from the Midwest found that teachers who
completed five semesters of graduate-level
coursework involving explicit instruction in BDI
improved their scores from Level 1.0 – emerging to
Level 2.0 – developing (Murry et al., 2014). A
comparison of these findings with those from the
current study indicates that the highlighted
Ecuadorian teachers demonstrated comparable
ISCRT scores to those of U.S. teachers previously
studied.
When interpreting the results of teachers’
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performances, as measured by ISCRT observations,
it is important to understand the nature of the
ISCRT scale. The ISCRT scale ranges not from 1 to 4,
but from 0 to 4. So, although the ISCRT extends to a
maximum score of 4 – integrating, the scale has
been designed to measure as much as one teacher’s
entire lifetime of education, preparation,
professional development, and experience teaching
in the classroom. A score of 4.0 reflects superlative
enactment of an indicator and tends to be
associated with teaching performance delivered
almost exclusively by master teachers.
Accordingly, a mean score of M = 2.08 across
67 Ecuadorian teachers demonstrates a surprisingly
high level of performance vis-à-vis this
discriminating measure of teachers’ capacities for
biography-driven professional practices. For
example, teachers who score 2.22 on the
Challenging Activities standard of the ISCRT
generally: (a) offer specific accommodations in
practice that are based upon students’ linguistic and
academic assets; (b) verbally share and also post
content and language objectives for the lesson; (c)
communicate clear expectations and implement
strategies and activities aligned to standards; (d)
monitor students’ affective responses to the lesson
and refine the lesson as needed; and (e) provide
feedback on student performances to confirm
learning. These activities reflect considerable skill
and capacities on the part of teachers to deliver
biography-driven best practices in the classroom.
As to teachers’ performances for each of the
dimensions of culturally responsive practice
associated with the ISCRT, Table 2 specifies key,
descriptive statistics for each of these dimensions,
across the sample of 67 teachers. A comparison of
means across this table and these dimensions/
standards of best practice indicates that teachers
were strongest in offering their students challenging
activities but struggled most to maximize
contextualization in ways that facilitated learning
that was founded on, and accelerated by,
connections to students’ background knowledge
and individual biographies. The standard deviation
column of Table 2 illustrates that variability across
teachers’ performances was highest for the
standard of Contextualization. On the other hand,
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Table 2
Ecuadorian Teacher Performance vis-à-vis the ISCRT Rubric.
ISCRT Domain

Mean

Minimum

Maximum

Std. Deviation

Joint Productive Activity

2.05

0.20

3.80

0.91

Language & Literacy Development

2.15

0.00

3.75

0.86

Contextualization

1.91

0.00

3.67

0.96

Challenging Activities

2.22

0.20

3.80

0.87

Instructional Conversation

2.18

0.00

3.60

0.87

ISCRT Composite

2.08

0.09

3.64

0.84

standard deviation was lowest for Language and
Literacy Development.
Discussion of Findings
The findings of this study indicate that while,
on average, observed educators demonstrated
developing levels of appropriately accommodative/
differentiated for high levels of classroom diversity,
certain program completers performed at the
highest levels of efficacy in differentiated practice
with their respective student populations (see Table
3). As summarized in Table 3 and expressed as both
frequencies and percentages, 47.8% of the
observed Ecuadorian teachers who completed the
professional development program demonstrated
teaching actions indicative of developing, enacting,
or integrating standards-driven practices as
measured by the ISCRT. Moreover, almost
one-quarter of the Ecuadorian teachers were at
enacting or integrating levels of culturally
responsive teaching practices (23.9% achieved at
minimum a composite ISCRT score of 3.0).
Given
the
participating
teachers’
comparatively limited tenures in BDI professional
development (10 weeks), as well as their limited
time to translate theory into practice in Ecuador
(for many completers, only 3-9 months in school
placements
prior
to
observation),
they
demonstrated notably high ISCRT scores. In fact,
the scores on the ISCRT are compelling indicators
that teachers involved in this TESL-GT professional
development program returned to their home

country of Ecuador with capacities to enact
research-based,
standards-driven
(CREDEgrounded), biography-driven teaching in urban and
rural EFL settings.
The Ecuadorian educators in this study
exhibited the most difficulty with contextualization
and joint productive activity. The results of similar
research on U.S. educators who completed
biography-driven
professional
development
indicated that they, too, struggled with efforts to
contextualize instruction (Murry et al., 2014). These
findings are consistent with research and literature
in the field that suggest teachers have difficulty
enacting and sustaining contextualization (Bravo,
Mosqueda, Solís, & Stoddart, 2014; Nocon &
Robinson, 2014; Teemant, Leland, & Berghoff,
2014; Teemant, Wink, & Tyra, 2011; Wyatt, 2014,
2015). By contrast, although the U.S. teachers also
had difficulty enacting practices that support
language and literacy development (Murry et al.,
2014), the Ecuadorian teachers in this study scored
relatively high on this ISCRT domain. This is not
surprising, given that language development is the
key focus for these EFL educators. Anecdotally,
Ecuadorian teachers had shared that most teaching
in their own Ecuadorian schools is very
teacher-centered and grounded in the banking
model of teaching and learning. This may account
for their difficulties with implementing responsive
opportunities
for
teacher-student
and
student-student interaction and collaboration that
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Table 3
Distribution of ISCRT Composite Scores
ISCRT Range of
Scores
0-1
1-2
2-3
3-4
Total
are indicative of joint productive activity in the
classroom. Additional research is needed to further
explore these findings.
Implications for Teacher Education
The findings of this study indicate that the
Ecuadorian participants of the TESL-GT program
derived significant benefits from professional
development on BDI. Furthermore, these benefits
on
teachers’
classroom
practices
were
demonstrable vis-à-vis the ISCRT rubric for the
measurement of effective teaching practices with
CLD students. Accordingly, their resultant
instructional practices were (as aligned with CREDE
standards) situationally flexible and culturally
responsive to the students in their unique learning
communities. Like their U.S. teacher counterparts
(Murry et al., 2014), however, the participating
teachers struggled with implementing instructional
practices related to contextualization. Therefore,
future professional development efforts should be
intentionally designed to foster teachers’
understanding and procedural knowledge of
strategies and instructional behaviors that support
contextualization in the classroom.
Given the results of this study, the TESL-GT
model of professional development provides an
example pathway for system-wide changes in
education. Curricula such as that employed by
TESL-GT increase the likelihood that international
participants will be able to successfully apply their
new knowledge and skills in classroom practice
upon returning to their home country. Through its
intentional consideration of the site-specific assets

Frequency

Percent

6
29
22
10
67

9.0
43.3
32.8
14.9
100

and needs of the funding country as well as its
alignment of curriculum and instruction with
research-based, universal standards of effective
pedagogy, TESL-GT achieved its goal of
demonstrating a positive and meaningful impact
upon the education of the 67 participating
Ecuadorian teachers and their students.
TESL-GT has demonstrably and cumulatively
contributed to high-quality teaching and teacher
education in Ecuador. To date, over 1,000 practicing
teachers from public schools in Ecuador have now
completed their studies via the TESL-GT program,
located at the Midwestern university or at one of
four partner institutions across the United States.
TESL-GT is typically a 7-month, 33-credit hour,
540-contact hour certificate program (with
approximately half of the hours devoted to
pedagogy and the other half allocated to English
language development), as negotiated over the first
three student cohorts. The program has
demonstrated a 99.6% retention rate across six
cohorts of teacher scholars and maintained client/
teacher satisfaction, as demonstrated by scores on
post-program surveys.
Programs such as TESL-GT also serve as entry
points to discussions of future opportunities. To
illustrate, the Midwestern university has graduated
two cohorts of Ecuadorian Master’s students (61
students total), many of whom were returning
TESL-GT completers. The Midwestern university also
was the first U.S. institution of higher education to
participate in the preparation of future teachers for
Ecuadorian school systems via Universidad Nacional
de Educación (UNAE), the premier agency for
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teacher preparation in Ecuador. A cohort of teacher
candidates from UNAE participated in College of
Education classes at the Midwestern university in
2014-2015. Reciprocally, in the summers of 2014–
2017, preservice candidates from the Midwestern
univesity have had the opportunity to study and
teach in Ecuador as they completed English as a
Second Language practicum coursework. The
collaborations with schools and universities in
Ecuador that made such educational experiences
possible were derivatives of the long-standing,
mutually beneficial relationship between the two
countries that began with TESL-GT. The TESL-GT
program illustrates the synergistic outcomes that
are possible when educators collaborate and think
creatively in the context of international
partnerships.
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Advocating for World Languages
Lauren Oropeza Snead, Ed.D
University of Houston
Recently, our TFLA Director of Finance,
Susan Dworaczyk, attended the Joint National
Committee for Languages – National Council for
Languages and International Studies (JNCL-NCLIS)
Board Meeting and 2017 Language Advocacy Day
in Washington, DC. TFLA’s involvement in JNCLNCLIS is vital to the success of World Languages in
Texas. Being part of JNCL-NCLIS not only informs
us of the status of World Languages at a national
level, but provides TFLA with the tools and
resources to advocate.
Ms. Dworaczyk was able to speak with
staffers from both Senator John Cornyn’s office
and Senator Ted Cruz’ office. These connections
and conversations are important in advocating for
World Languages needs in Texas.
At JNCL-NCLIS,The American Council on the
Teaching of Foreign Languages (ACTFL) introduced
a report entitled Lead with Languages which calls

for “making language proficiency a national
priority.” (American Council on the Teaching of
Foreign Languages, 2017). This campaign is a push
towards awareness and advocacy. In today’s
global age, language proficiency is not only
helpful, but vital.
This is an exciting time for World
Languages and it is up to us to continue moving
the momentum forward. What will you do today
to advocate for world languages?
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Please Join us for the

2017 TFLA Summer Institute
July 18-20, 2017 at Del Mar College
More Information is available at http://www.tfla.info/
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Join us at the
2017 TFLA Fall Conference
October 12-14, 2017

Sheraton Arlington & Arlington Convention Center
1500 Convention Center Drive Arlington, Texas 76007
More information at http: www.tfla.info/
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Manuscript Guidelines
TFLA welcomes a variety of articles related to foreign language and second language
acquisition. The audience of the TFLA Journal includes educators and administrators
of all levels of foreign language education. Consider submitting your article related to
foreign language teaching strategies or research in foreign language. Membership is
not required for submission.

The following manuscript requirements should be followed for article submissions:
Formatting Guidelines - Submissions must adhere to APA 6th edition guidelines.
Photographs - Send photographs as separate files.
Language - Articles should be written in English, but may include examples,
words, and short statements written in other languages. Please include the
English translation for these words.
Length – Article length is limited to 5,000 words.
Publication – The submission must not be published, in press, or under review
anywhere else.
Submission - Please submit articles electronically to publications@tfla.info.
The deadline for Fall Submissions is October 31. This is an exciting time in foreign language education. We look forward to having you be part of it through the
TFLA Journal. If you have any questions, please contact Lauren Snead, Director of
Publications at publications@tfla.info.
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