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Abstract 

The article discusses English Language Learners and their vocabulary development in elementary school. The study collected data to examine if English Language Learners would benefit from Sheltered Content Instruction to help develop their academic vocabulary. In this study, scores were compared from two groups, students who received the basic textbook curriculum and students who were given Sheltered Content Instructional Strategies. The data concluded that receiving sheltered content instructional strategies increased vocabulary knowledge and development not only for English Language Learners but also for English Only learners. The article further talks about research literature that was used to support our findings and recommendations for further research.

Introduction
General Statement of the Problem


Imagine the difficulty of being expected to perform at grade level in a language you are still learning.  Many times, the difficulties students experience in school are caused by inappropriate modes of instruction that do not take into account their linguistic needs (Echevarria & Graves, 2007).  Moreover, under new state-level accountability measures, all students are expected to pass end-of-grade tests in order to be promoted and graduate, although most states offer an exemption for English language learners for between one and three years (Echevarria & Graves, 2007).  English language learners do not all have the same needs.  They are all at different levels of language acquisition. Some students come with grade-level academic preparation, while others are underprepared for the high academic standards of school.  School reform efforts have focused the nation’s attention on education—specifically, teacher preparation and student learning.  We believe that no child should be left behind; however, many textbooks used in teacher preparation—general education and special education—are inadequate for preparing teachers to work effectively with diverse students (Echevarria & Graves, 2007).  

Considerable previous work suggests that one major determinant of poor reading comprehension, for Latino children (Garcia, 1991; Nagy, 1997; Verhoeven, 1990) and for other lagging readers (National Institute of Child Health and Human Development, 2000), is low vocabulary (August, Carolo, Dresler, Lively, McLaughlin, Snow, & White, 2004).  It is widely known that vocabulary relates to reading comprehension scores (Freebody & Anderson, 1983), and the presumption is that the effect is reciprocal—greater vocabulary knowledge makes comprehension easier, while wider reading generates larger vocabularies (August et. al, 2004).  In this study, our goal is to see if sheltered content instruction teaching strategies have an improvement on English-language learners (ELLs) vocabulary comprehension.

Review of Related Literature Review

Little has been written about the challenges caused by the varying levels of educational background and abilities on English language learners.  Teachers frequently report that they struggle to accommodate the diversity of skills and abilities of the students in their classes.  These diverse skills and abilities are even more difficult to understand for those teachers who lack training and knowledge about second-language acquisition and related issues (Echevarria & Graves, 2007).  Attempts to address the practical challenge of improving reading comprehension by explicitly teaching vocabulary have met with mixed success (Stahl & Fairbanks, 1986), in part because of the difficulty of generating a large instructional impact on vocabulary knowledge (August et. al, 2004).  Part of the No Child Left Behind Act in 2001 is to use scientifically based teaching methods, especially when the current method is not working.  Improving the students’ outcomes by improving the educator’s capacities (Turnbull, 2007).  Certain types of difficulties for ELLs are predictable and understandable, given adequate preparation to work with these students.  Other students may have needs that require specialized attention, such as those who are undereducated and those who have learning difficulties.  Certain types of instruction are appropriate for English language learners, regardless of whether they are (1) in small groups or large groups, (2) in primarily bilingual or monolingual placements, or (3) identified for special education services (Echevarria & Graves, 2007).  Successful vocabulary curricula increase children’s word knowledge by approximately 300 words a year (Stahl & Fairbanks, 1986).  While such gains are not unimportant, they are hardly sufficient to close the gap between the vocabulary skills of lower socioeconomic status (SES) and middle SES children, which is estimated to be as high as 6,000 words at school entry (August et. al, 2004).  English language learners can remain well behind children who have been exposed to oral and literate English since birth, unless provided with skills and strategies for rapid learning of the words they will encounter in their reading—words that may be used rarely in spoken language (August et. al, 2004).  


The educational reform movement has had a direct impact on English language learners, because states have moved to implement high-stakes testing and standards-based instruction for all students.  Classroom instruction is guided by standards for core subjects such as social studies, mathematics, science, and language arts.  In many mainstream classes, little or no accommodation is made for the specific language needs of English language learners, placing them at a deficit when they are expected to achieve high academic standards in English (Echevarria & Graves, 2007).  


For avid readers, much vocabulary acquisition occurs incidentally as a result of encountering unfamiliar words while reading (August et. al, 2004).  Nevertheless, the probability of acquiring an unknown word incidentally through reading is only about 15% (August et. al, 2004), which means the word would need to be encountered eight times to be learned with high probability.  The probability of learning any word at a first encounter is lower for younger readers, for more difficult texts, and probably for students who have has no training in deriving meanings for unknown words (August et. al, 2004).  Therefore, incidental vocabulary learning is not a reliable procedure for promoting vocabulary growth (August et. al, 2004).  

In sheltered instruction, scaffolding is used frequently throughout the lesson, since the varying levels of English proficiency and academic background of students necessitates doing so.  The teacher accepts the students’ ideas without correcting their form but instead adds clarification and elaboration as needed.  The teacher does not rely on verbal scaffolding alone but may use context clues to clarify meaning and promote understanding.  When conducting whole-group lessons in sheltered or effective instruction classes, students participate by giving signals such as thumbs-up or thumbs-down to indicate their opinions or answers (Echevarria & Graves, 2007).  


August et. al (2004) tested the impact of an English vocabulary enrichment intervention that combined direct word instruction with instruction in word-learning strategies on the word knowledge and reading comprehension abilities of ELLs.  They designed his research based on effective practices which dictated his strategies.  It was a 15 week intervention focused on word-learning strategies.  There were a total of 254 students from 4 different states; 142 which were ELLs and 112 Eos were in the intervention.  The intervention group showed greater gain in the course of the school year than the comparison group.  They concluded, that direct vocabulary instruction if effective, with both ELL and EO learners, if it incorporates the various principles gleaned from previous work on monolingual English speakers and ELLs (August et. al, 2004).  


Vocabulary development goes beyond looking up the definition in the dictionary.  The focus on vocabulary in the elementary school setting and what the essential practices for English Language Learners (ELLs) are continue to be a debate among educators.  English Language Learners who experience slow vocabulary development are less able to comprehend text at grade level.  Vocabulary development goes beyond memorizing the definition, because it also connects with the reading success and reading comprehension of ELL students.  Knowing more words constitutes the elements of listening, speaking, reading, and writing.  This can lead to the ELLs improvement in terms of academic and social confidence.  If ELLs are learning vocabulary out of context and are doing ineffective activities, then something needs to change.  

The recent findings of vocabulary development reveal that ineffective and effective practices are continuing to take place in the elementary school classroom.  Greenwood (2002), states there are two main problems with definitions to new words.  The first problem it that definitions do not contain enough information to allow for complete understanding, and the second problem is that the individual must know the word before he/she can understand the definition.  Definitions in dictionaries often contain words that are not clear and the end result of this experience is ineffective.  


Miller (1995) discusses vocabulary development in context as being an effective practice, and vocabulary is not acquired through direct instruction and memorization.  Memorizing the word along with its definition does not lead to an understanding of what the word is and how it is used in context.  Miller (1995) also continues with the argument that the use of word lists are not useful because they do not foster critical thinking and no learning is done by looking up a word in a dictionary and writing it down.  Most vocabulary is not acquired through direct instruction and memorization (Miller, 1995).  Direct instruction and memorization should not be the basis of learning new vocabulary.  Without some background knowledge (Miller, 1995) of the word it is difficult to use the word correctly.  There are diverse ways to utilize background knowledge when introducing English Language Learners to new vocabulary.  


Primary language support (Ulanoff et. al, 1999) involves the use of the native language to facilitate comprehension of curriculum instruction.  Primary language support can be seen as a scaffold.  Instructional scaffolding refers to providing support and giving students the skills that will make them successful, because this practice links background knowledge and acquisition of new language (Ulanoff et. al, 1999).  Another effective practice is doing read-alouds, because 

the teacher is exposing the students to new vocabulary that they may not have heard or learned before.  Listening to stories provides both the teacher and English Language Learners the opportunity to discuss words they do not know in the context of a story.  Ulanoff et. al (1999) discusses the importance of listening to stories as a means of students learning vocabulary.  They suggest stories as a vehicle on how students come to know what words mean.  In stories, students may hear the same new word used several times in different forms of context.  Children learn and retain more vocabulary from listening to stories, because the impact of reading aloud builds meaning and understanding (Ulanoff et. al, 1999).  Students who listen to stories with explanations of target vocabulary words retain it.  In one of the articles, a study (Brett et. al, 1996) proved that by offering explanations of the words to the students in context of an interesting story is a practical and effective method of vocabulary instruction.  


As the numbers of English Language Learners (ELLs) increases, teachers must consider effective teaching strategies that will benefit their cultural and linguistic needs. In California alone, 1.5 million ELLs attend public school and are performing far below students who are proficient in English (Echevarria, Powers, & Short, 2006).  Because of lower test scores, ELLs are frequently placed in lower ability groups that contribute to higher dropout and lower graduation rates. A Texas study of high school attrition reported that “49% of Hispanic students who were ninth graders in 2000-2001 left high school before graduation, compared with only 22% of White students” (Echevarria et al., p. 196, 2006). 
 
One contributing factor to this data is the lack of effective instructional practices that address the growing needs of ELLs.  Jim Cummins, a bilingual education researcher, distinguished between the two types of language that ELLs must master.  Basic Interpersonal Communication Skills, or BICS, represents conversational language that ELLs must learn in order to communicate in their environment, and can develop in two years.  This is very different from Cognitive Academic Language Development, or CALP, which represents cognitive, literacy, and language skills that ELLs need to master academic English. As opposed to BICS, CALP can take up to twelve years for students to learn, depending on their educational experiences (DelliCarpini, 2008).  In addition to acquiring CALP in school, ELLs are also challenged by rate of speech, use of colloquialisms, high-level vocabulary, and common vocabulary that has multiple meanings.

        According to Pawan (2008), “Scaffolding is an approach that provides teachers an effective means to integrate ELL instruction into content-are instruction and to enable ELLs to demonstrate their knowledge without complete reliance on language” (Pawan, p. 1450, 2008). Paper-and-pencil tasks, such as worksheets, do not provide learning scaffolds for ELLs and can be challenging. Cluttered pages in textbooks, as well as sidebar information, headings, and bold words may not translate to ELLs as intended and could have the opposite result and be confusing (Echevarria et al., 2006).  In addition to scaffolding, educators must make content meaningful and relevant to the students. By building on learners’ prior knowledge and experiences, ELLs will not only acquire new content and vocabulary more quickly, but they will also have enhanced motivation, which leads to successful second language acquisition (DelliCarpini, 2008).  


In order to accommodate the needs of ELLs when teaching academic content, teachers have incorporated sheltered instruction into their instruction.  “Sheltered instruction is a research-based instructional framework that provides clear and accessible content and academic language to ELLs in pre-K12 grade-level classes (Hansen-Thomas, 2008, p. 2)”. By incorporating specialized strategies and techniques in mainstream classrooms with ELLs, teachers can modify the regular core curriculum to accommodate second-language acquisition and promote English-language development. 

Components of sheltered instruction include the use of cooperative learning activities, a focus on academic language as well as key content vocabulary, use of the ELLs first language, use of hands-on activities using authentic material, demonstrations, modeling, and explicit teaching and implementation of learning strategies (Hansen-Thomas, 2008). Other techniques that characterize sheltered instruction are slower speech and clear enunciation, connections to student experiences, student-to-student interaction, adaptation of materials, and use of supplementary materials (Echevarria et al, 2006).

Sheltered instruction should be taught in mainstream classes with a combination of ELLs and English only students, and can be team-taught.  “Sheltered instruction is designed to provide second language learners with the same high-quality, academically, challenging content that native English speakers receive through a combination of good teaching techniques and an explicit focus on academic language development” (Hansen-Thomas, p. 3, 2008). Although sheltered instruction can be used in all subjects, some will require more teacher preparation than others.  In order for sheltered instruction to be effective, teachers must present interesting material and further support student learning through scaffolding.  This can be done through the use of realia, investigations into a specific concept, and demonstrations.   

Although each component of sheltered instruction is critical, it has been implemented unevenly among schools in the past. Due to the underachievement of ELLs on state tests, teachers must incorporate most components of sheltered instruction in order to make a considerable difference in achievement. Without systematic language development, student will not acquire the skills needed to be proficient in English. 

There is great deal of information on how to encourage second language learning. Any reduction in grammar-based methods will improve language teaching. All humans can acquire a second language, but they must have a desire to and the opportunity to use the language they study for real communicative purposes. According to the Natural Approach Language Acquisition Theory developed by Stephen Krashen and Tracy Terrell, there are two distinct ways of developing skills and knowledge in second language; acquisition and learning (Krashen & Terrell, 1983). Acquisition is being able to use what you picked up in natural communicative situations. Acquisition takes place only when the message in the target language is understood. There are prerequisites that are required for acquisition to take place, and that is to have a “low affective filter”.  The student is able to acquire the target language when anxiety levels are down and when the confidence level is high. Target language spoken fluency is not taught directly rather the ability to speak fluently and easily emerges by itself. It may take some time before any real fluency develops where there will be “silent period” present, in which the student takes few hours to several months before the spoken fluency develops.  Students are not forced to speak before they are ready. Learning is understanding and applying that knowledge to the rules of grammar.  Language learning may only be useful as an editor, which is called a “Monitor”. The function of conscious learning seems even more limited when we consider that in order to Monitor our speech successfully, that is, in order to make corrections, several conditions have to be met: (1) the second language user has to have time to inspect the utterance before it is spoken, (2) the speak had to be consciously concerned about correctness, and (3) he has to know the rule. In natural conversation, all of these conditions are rarely met normal conversation tends to be quite rapid, and the speaker’s attention is usually on what is being said, not how it is being said. (Krashen & Terrell, 1983). 

The Natural Approach techniques are flexible and easy to adapt to different needs in classroom settings. Research by Krashen and Terrell (1983) supports that the first principle of the Natural Approach is that comprehension precedes production, i.e., listening (or reading) comprehension precedes speaking (or writing) abilities. Thus, the starting point in language instruction is to help acquirers understand what is being said to them: (1) the instructor always uses the target language, (2) the focus of the communication will be on a topic of interest for the student, (3) the instructor will strive at all times to help the students understand. The second general principle of the Natural Approach is the production is allowed to emerge in stages. These stages typically consist of: (1) response by nonverbal communication, (2) response with a single word: yes, no, there, O.K., you, me, house, run, come, on, etc. (3) combination of two or three words: paper on table, me no go, where book, don’t got, etc., (4) phrases: I want to stay. Where you going? The boy running, etc., (5) sentences, and finally, (6) more complex discourse. The third general principle of the Natural Approach is that the course syllabus consists of communicative goals. This means that the focus of each classroom activity is organized by topic, not grammatical structure. A possible goal may be to learn to communicate about trips the students have taken or to be able to order a meal in a restaurant. The final principle is that he activities done in the classroom aims at acquisition must foster a lowering of the affective filer of the students. Activities in the classroom focus at all times on topics which are interesting and relevant to the students and encourage them to express their ideas, opinions, desires, emotions, and feelings. An environment which conducive to acquisition must be created by the instructor; low anxiety level, good rapport with the teacher, friendly relationship with other students; otherwise acquisition will be impossible. Such and atmosphere is not a luxury by a necessity (Krashen & Terrell, 1983). 

The Natural Approach can be used with both adults and children. The acquisition-orientated classroom will serve everyone. The principle of providing comprehensible input remains the same.  There are some differences in what is discussed and dealt with in the classroom as children will not be interested in the same topics as adults.  Most adults unlike children are capable of consciously learning grammar rules but on the other hand have higher affective filters. Learning exercises are used for older students. For younger children, all language skills are acquired directly in a natural language acquisition experiences.


Comprehension is most important in a classroom setting; therefore, it is of upmost significance to do whatever helps to facilitate comprehension. According to Krashen and Terrell (1983) Visual aids such as pictures are very helpful for this process as they provide an extra-linguistic context that helps the student understand. Vocabulary is also important, therefore, should not be avoided. With more vocabulary, there will be more comprehension, and the more comprehension, the more acquisition! The teacher ought to ensure whether the students understand the message rather than focus on certain structures.  Students in the beginning stages are expected to communicate with native speakers of the target language by being able to talk about themselves and their families. It is important to be concerned with the ability to communicate rather than the grammar accuracy.  Students who can communicate with native speakers will also tend to do so after any formal language training is completed, thus insuring further comprehensible input and more improvement in accuracy in their speech. Most Natural Approach techniques for classroom activities in early stages are oriented to giving students comprehensible input without requiring oral production in the target language. Verbal and written speech emerges as the acquisition process progresses. Students are expected to make many errors and are not to be forced to respond in the target language and when they do start to produce them use simple words and short phrases (Krashen & Terrell, 1983).      

The following are classroom Acquisition activities that can be offered for the development of oral communication are: (1) Affective-Humanistic Activities, (2) Problem-Solving Activities, (3) Games, (4) Content Activities, (5) Grouping Techniques for Acquisition Activities.  Affective-Humanistic Activities attempt to involve students’ feelings, opinions, desires, reactions, ideas, and experiences by using dialogs, interviews, preference ranking, personal charts and tables, revealing information about yourself, and activities using the imagination. Problem-Solving Activities are intended for students to find a correct answer to a question, a problem, or a situation by using tasks and series, charts, graphs, and maps, developing speech for particular situations, and advertisement. Games can be used as an acquisition activity to give comprehensible input. Games can take on many forms and there are many sorts focus on discussion, action, contests, problem solving, and guessing. Content Activities are used with the purpose to learn something new other than language. Examples of content activities include slide shows, panels, individual reports and presentations, show and tell activities, music, films, television reports, news broadcasts, native speaker visitors, readings, and discussions about any part of the target language and culture. Grouping Techniques for Acquisition Activities are grouping strategies to divide the class for small group activities; restructuring, one-centered, unified group, dyads, small groups, and large groups. 

Houghton Mifflin Harcourt Publishing Company is one of the top leading educational publishers in California and the United States. Many school districts use Houghton Mifflin products on a regular basis in their schools. One of the most widely used reading programs is Houghton Mifflin Reading, which is used in many schools across the country. Our study tried to find out if the reading program curriculum was enough to help English Language Learners (ELLs) with vocabulary development in Language Arts. Since Houghton Mifflin was the reading program our test group used in their classroom, we looked for research to see if there were any negative outcomes with the Houghton Mifflin and the effects on Vocabulary development for English Language Learners. This was a very taunting task and many peer reviewed articles did not have anything to say about the criteria we looked for. However, we did find two articles that did study and research on textbooks and ELLs. Houghton Mifflin was one of the textbooks studied in the research article among others
In the article English Language Learner Representation in Teacher Education Textbooks: A Null Curriculum, the author concludes that authors of teacher education texts do not include content in the texts that reflects the fast growing EL population. The author gives information that the raters pointed out, such as little solutions on how to work with EL population, negative views on ELL students. “Most textbooks studied also left out the following key information;          Practical strategies for teaching English Language Learners, information pertaining to the assessment of ELLs, and instruction for making oral language comprehensible to the English Language Learner” (Watson, Miller, Driver, Rutledge, & McAllister, 2005, p.151). 
Research Question(s), Hypothesis, or Foreshadowed Problems 
(1) Which words?  The intervention words focused on a variety of content areas instead of a particular subject matter.

(2) How to introduce the words?  We chose words from a text that we thought would be meaningful to them.

(3) How often?  The target words were encountered several times a day.

(4) What aspects of word knowledge to focus on?  We focused on depth of meaning and spelling of target words.  

(5) What instructional techniques?  The intervention relied on sheltered content instructional strategies such as realia, think-pair-share, imprinting, interactive reading, and relating information to past experiences.

Definitions of Terms 

For our study the following definitions apply. 

1. Avid Readers are frequent readers that read independently, for pleasure, and to be informed.  Students that are avid readers, they are exposed to more new vocabulary words incidentally as a results of encountering unfamiliar words while reading. 
2. Background Knowledge is a student’s prior knowledge, or just plain experience that helps them make connections to what they already know in relation to what they are learning

3. Basic Interpersonal Communicative Skills (BICS) is a term that came from Jim Cummins.  BICS are the language skills needed in social situations.  English Language Learners use BICS throughout their social activities in school, such as when they are on the playground or eating lunch with friends.  
4. Cognitive Academic Language Proficiency (CALP) is a term that came from Jim Cummins.  CALP refers to formal academic learning, which includes listening, speaking, reading, and writing about a subject area or content material. 
5. English Language Learner (ELL) is a student who does not speak English or whose native language is not English.  
6. English Only (EO) is a student whose first and only language is English.  
7. Mainstream is a term used in public schools signifying that all children are being integrated in the same classroom.  The school integrates children that are English Language Learners with English Only.  
8.  The Natural Approach was developed by Tracy Terrell and Stephen Krashen in 1977.  The Natural Approach is based on the starting point in language instruction to help acquire understanding of what is being said by: (1) the instructor always uses the target language, (2) the focus of the communication will be on a topic of interest for the student, (3) the instructor will strive at all times to help the students understand. The second general principle of the Natural Approach is the production is allowed to emerge in stages. These stages typically consist of: (1) response by nonverbal communication, (2) response with a single word: yes, no, there, O.K., you, me, house, run, come, on, etc. (3) combination of two or three words: paper on table, me no go, where book, don’t got, etc., (4) phrases: I want to stay. Where you going? The boy running, etc., (5) sentences, and finally, (6) more complex discourse.
9. Read aloud is a planned oral reading of a book, and they are used to engage students especially English Language Learners while developing background knowledge, increasing comprehension skills, and fostering critical thinking.   
10. Realia is a strategy used to engage students and build their background knowledge by bringing real things/concrete objects that the student can smell, touch, hear, see, or taste.  
11.  Socioeconomic Status (SES) is the families’ financial, social, and educational support.  Some children come from homes of low SES and often lack resources to support their child’s development and readiness of school
Significance of the Proposed Study 

This study is significant because English Language Learners are and will continue to be a growing population in schools across the United States, especially California.  There are effective and ineffective vocabulary strategies that are continuing to take place in the classroom, and because of the ineffective strategies English Language Learners are struggling and essentially failing in schools.  The acquisition of a second language can be intimidating and stressful for a young child.   There is a need for researching and practicing what strategies are beneficial for English Language Learners.  The purpose of this project is to inform educators of strategies that are effective, and the need to continue educating ourselves on how we can better prepare English Language Learners to be academically ready for the future.  Vocabulary knowledge is critical in reading comprehension, and there is a need to provide instruction that prepares all students with the skills and strategies necessary to be successful in their ongoing education.  This project does contain significance in the community and the education field, because the success of all children reflects how prepared they will be in the future.  Language is the use of words, and words are social tools that English Language Learners and all learners need to know how to utilize both spoken and written.  This study will be useful in vocabulary practices that can be used in the classroom and will lead to future research on integrating strategies for vocabulary development for English Language Learners.  
Design and Methodology
Subjects and/or Case
       Students who participated in the research attended an elementary school in a large Southern California school district.  64% of students who attend the school are Hispanic and 96% are eligible for free and reduced lunch. Because our study focused on the affects of sheltered instruction on English Language Learners, we used a class that had a high number of ELLs for comparison. Students were chosen from a fourth grade classroom that consisted of 11 English Language Learners and 14 English Only students. The ELLs consisted of five Intermediate students, three Early Advanced students, and three Advanced students. 

        In order to determine the effectiveness of the sheltered instruction, the class was broken up into two groups: a control group and a test group.  Decisions about who would be selected for each group were based on two factors: the student’s level of English Language Development and their scores on the vocabulary pre-test. Scores of students were compared within each ELD level to determine which group they would be placed in. For example, the five Intermediate students were divided based on similar scores.  This procedure was repeated for each level including the English Only students. By separating the groups in such a manner, the groups had similar amounts of students from each level and similar pre-test score. 

         After separation, twelve students made up the control group with three Intermediate students, one Early Advanced student, one Advanced student, and seven English Only students. The test group consisted of thirteen students with two Intermediate students, two Early Advanced students, two Advanced students, and seven English Only students.  Each group was given 40 minutes of instruction for five days. 

Instrumentation and Data Collection
        In order to measure the vocabulary growth among ELLs, we felt it would be most appropriate to use a vocabulary assessment.  Words for the assessment were chosen from the key vocabulary in the fourth grade Houghton Mifflin curriculum.  In order to have a large enough sample size, we included ten words in the assessment.  Five words were chosen from the key vocabulary list, and five were chosen from the vocabulary provided in the marginalia. Because we wanted to stay in keeping with the format of the regular vocabulary assessments that the students were given in class, we chose to use a matching vocabulary assessment with words from the story “Salmon Summer” (Appendix A).  The same assessment was used for both the pre-test and post test.  

        The vocabulary assessment is an adequate assessment because it quickly shows students understanding of the words and is an effective way to compare scores quickly and easily. One disadvantage to using this form of test, however, is that it does not allow students to express understanding of the words on different levels, or through different means.  

Data Treatment Procedures
        Data collection for the pre-test occurred on the first meeting to assess the students’ base knowledge of the vocabulary words. Both the pre and post-tests occurred in the students’ regular classroom, during their Language Arts block and they were given an unlimited amount of time to complete the assessment.  The administrator was able to read words from the definition to the students to eliminate wrong answers that might occur as a result of not being able to read, rather than not knowing the vocabulary.  After data from the pre-test was collected, students were placed into either the control group or the test group based on their score and language level.   


On the first day of instruction, students were given pictures of each vocabulary word, along with the definition and the word itself. After explicit instruction of the meaning of each word, students were asked to match the pictures, definitions, and vocabulary words with a partner. This was followed by a discussion about the vocabulary words and the correct matches. The next three lessons were focused on individual words. On the second day, the instructor taught three words to the test group by bringing in realia and discussing background knowledge and student experiences related to the terms. These same strategies were used on the third and fourth days with new words. On the last day, students participated in an interactive drawing that incorporated all of the vocabulary words.  After creating their own pictures, the students added onto a group picture that demonstrated the meaning of each word.  This was followed by discussion with partners and leveled questions.  

       During instruction for the test group, the control group was taught by the students’ regular teacher. She used worksheets and strategies from the Houghton Mifflin curriculum and did not include sheltered instruction strategies. After the week of instruction, the students were given the post-test by the researchers under the same conditions as the pre-test.

        Once the data was collected, we calculated the mean, median, and mode to compare results. All three of these were applied to the pre-test data for both the control and test groups and the post-test data for both groups. We calculated the mean, median, and mode for all members of the groups as well as the ELLs only in order to show their specific growth within the groups. By calculating the mean, we were able to accurately compare average scores among both groups. The median scores were used as well in case any outliers affected the results of the data.  For example, students who rushed through without trying might receive a zero and have a negative effect on the data set. 
Presentation of Findings

All test participants were divided into two groups.  One test group was the controlled group and the other was the test group.  Both groups were given a pre-test. Then the Test Group was given sheltered content instruction on the vocabulary words.  The controlled group was only given the normal lesson with no extra sheltered content instruction.  Results show that all students who were exposed to sheltered content instruction scored higher on the post test then students who did not receive sheltered content instruction. 

 
In the controlled group, ELL students scored 22% on the pre test score and 58% on the post test. This is a 36% increase. The controlled group with all scores counted (including English Only scores) scored 19% on the pre test and 57% on the post test. The median for the controlled group on the pre test was 2 answers correct and the mode was 3. The controlled group post test had a median of 5 and a mode of 5.

In the test group (students given sheltered content instruction); ELL students scored 23% on the pre test and 88% on the post test. This is a 65% increase. The test group with all scores counted (including English Only scores) scored 18% on the pre test and 88% on the post test. The test group pre test had a median of 2 and a mode of 3. The test group post test had a median of 10 and a mode of 10.  

The findings are also being represented in the following two tables.  Table 1 is the Control Group Table, and 12 students were recorded in this table. The second column is the EL level of each child.  The “I” stands for Intermediate, “EA” stands for Early Advanced, “A” stands for Advanced, and “EO” stands for English Only.  The third column is the pre-test score of each child, and the fourth column is the post-test score of each child.  Table 2 is the Test Group Table, and 13 students were recorded in this table.          
Table 1, Control Group Table
	
	EL Level
	Pre-Test
	Post-Test
	Pre-Test Scores
	Post-Test Scores

	1
	I
	0
	3
	
	

	2
	I
	3
	7
	
	

	3
	I
	2
	4
	
	

	4
	EA
	3
	5
	
	

	5
	A
	3
	10
	 Mean Score for ELLs-2.2
	Mean Score for ELLs-5.8

	6
	EO
	0
	5
	Median-2
	Median-5

	7
	EO
	1
	8
	Mode-3
	Mode-5

	8
	EO
	1
	Student absent
	
	

	9
	EO
	1
	6
	
	

	10
	EO
	2
	5
	
	

	11
	EO
	3
	4
	
	

	12
	EO
	4
	6
	
	



Table 2, Test Group Table 

	
	EL level
	Pre-test
	Post-test
	Pre-Test Scores
	Post-Test Scores

	1
	I
	3
	10
	
	

	2
	I
	0
	8
	
	

	3
	EA
	3
	10
	
	

	4
	EA
	1
	5
	
	

	5
	A
	4
	10
	
	

	6
	A
	3
	10
	Mean Score for ELLs-2.3
	Mean Score for ELLs-8.8

	7
	EO
	2
	5
	
	

	8
	EO
	3
	10
	Median - 2
	Median -10

	9
	EO
	2
	10
	Mode-3
	Mode -10

	10
	EO
	1
	7
	
	

	11
	EO
	1
	10
	
	

	12
	EO
	1
	10
	
	

	13
	EO
	0
	10
	
	



Limitations of the Design 

Some limitations of the design is that students were only tested on one set of vocabulary words these words could have been harder or easier for both sets of students. Another limitation is that we were only able to test a limited number of English Language Learners.  This was because we only tested students from one class. If there was more time allotted, more classes from different grade levels would have given us a better idea of using sheltered content instruction for ELL students. The last limitation of design is the week between the pre and post test. Although we only gave one group sheltered content instruction, the other group (controlled group) knew the words and had a great amount of time to go home and study words on their own time. 
Conclusion
     The combination of pictures, background knowledge and experiences with the vocabulary words, hands-on activities, and group discussion were effective in increasing vocabulary knowledge. This result confirms that Sheltered Content Instruction works for language development and confirms suggestions that vocabulary development put into context and aiding in comprehension will be effective in vocabulary acquisition (Miller, 1995, Echevarria & Graves, 2007, Greenwood, 2002). 

     One could agree that the higher gains from the test group were due to the fact that they had more exposure to in depth instruction unlike the control group who were presented with worksheets and normal instruction. Sheltered lessons help students with difficulties to make sense of content by the use of visuals, repetition, and active involvement. These strategies help students gain knowledge and provide success outcomes (Echevarria & Graves, 2007).
          It has been hypothesized that ELLs benefit more from Sheltered Content Instruction than normal instruction. This hypothesis predicts that the more effective the instruction, the better comprehensible input. The results of this study confirm that this is indeed the case, and also show that it was beneficial for EO students. These results suggest that no matter what the language background, students perform better with Sheltered Content Instruction. 
Recommendations for Further Research
     In future research, it is recommended that larger randomized subjects who are EO students join in the research in order to increase the level of generalization and get a clearer picture of the effect Sheltered Content Instruction has on all students. Research data collection on genders, individual differences and social backgrounds, access to the language, social economic status, and motivation can be looked at closely to gather information on whether or not such factors affect students’ performance. Research interviews could be conducted on various grade level teachers from different schools regarding; personal views, teaching styles, and school policies. This data collection can help researchers find ways to target areas that need improvement in schools and target teachers to provide them access to adequate training in Sheltered Content Instruction. State-wide seminars would be a way to make this information available to school teachers that would give them access to refresher courses; new ELL teaching strategies; networking; team support systems; and opportunities to share strategies among colleagues & peers. This would assist teachers in their self reflection on how their teaching practices affect in students’ learning. 
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Appendices
Salmon Summer Vocabulary 1

Write the correct vocabulary word on the line.

	excess                              filets                                lure

spawn                              slinks                               cure

ancestors                         scavengers                       expending

fry                                    


1. _____________________ animals that feed on dead animals

2. _____________________ using up

3. _____________________ people in one’s family who lived many years ago

4. _____________________ to lay eggs and reproduce

5. _____________________ fake bait used to attract fish

6. ______________________recently hatched eggs

7. _____________________ more than what is needed

8. _____________________ small pieces of boneless meat or fish

9. ______________________ to preserve food by salting, smoking, or pickling

10. _____________________ to move in a sneaking way
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