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Abstract 

The increased number of English language learners in the general education 

classroom created the need for teachers to be knowledgeable about how to instruct 

and support English language learners. Due to the minimal extant literature 

related to K-12 teachers’ preparedness and training, specifically regarding English 

language learners, the purpose of this qualitative, interpretive study was to 

examine the perceptions of Tennessee K-12 teachers related to preparedness and 

training to provide instruction and support to English language learners in the 

general education classroom. I emailed the questionnaire to 63 potential 

participants and received questionnaire responses from 44 (69.84%) K-12 

teachers. I analyzed the data using open, axial, and selective coding to generate 

three themes for my first research question and two themes for my second 

research question. K-12 teachers believed college coursework fell short of 

providing strategies, knowledge, and skills on instruction to English language 

learners in the general education classroom. Teacher preparedness could be 

improved with additional coursework and focused professional development 

related to English language learners in the general education classroom. Results 

also included K-12 teachers reported the need for more professional development 

to feel adequately prepared to provide instruction and support to English language 

learners.  
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Chapter I: Introduction 

According to authors of the Condition of Education (2022), the percentage 

of the public-school English Language Learners (ELLs) in the United States 

(U.S.) increased dramatically from fall 2010 (9.2%, or 4.5 million students) to fall 

2019 (10.4%, or 5.1 million students). Unfortunately, only 63% of ELLs 

graduated from high school, compared with the overall national rate of 82% 

(Sanchez, 2017). Because of the increased number of diverse populations 

represented in U.S. schools, it was necessary for teachers to learn new ways to 

deliver quality instruction to meet all learners’ needs (Coppersmith et al., 2019).  

In examination on effective support provided for ELLs, researchers 

revealed general education teachers were largely not well-equipped with effective 

pedagogical content knowledge and skills, social and cultural knowledge, beliefs, 

and attitudes needed to meet learning needs of ELL students (Coady et al., 2015; 

Lee & Buxton, 2013; Yoon, 2008). Teachers’ lack of preparation negatively 

affected ELLs academic educational trajectories (Master et al., 2016). According 

to Brisk (2018), practicing general education teachers expressed the need for 

professional development to support ELL students in the classroom. In addition, 

educator preparation programs (EPPs) felt pressured to prepare all teachers, not 

just ELL specialists, for linguistically diverse classrooms (Brisk, 2018). 

Researchers found the lack of preparation and development to teach ELL students 

was a contributing factor to an increased gap in achievement for ELL students 

(Brooks et al., 2010; de Jong & Harper, 2005).  
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Statement of the Problem 

Researchers discovered pre-and in-service teachers were underprepared to 

meet the demands of the rapidly growing ELL student population (Brisk, 2018; 

Dabach & Callahan, 2011; Heineke et al., 2020; Li, 2013; Mills et al., 2020; 

O’Hara et al.,, 2020). Furthermore, researchers found educators received little to 

no training to teach culturally and linguistically diverse students (Hiatt & 

Fairbairn, 2018; Lucas & Grinberg, 2008; Shea et al., 2017; Sanchez, 2017; 

Villegas, 2018). Teachers were untrained or poorly trained and challenged with 

designing and implementing appropriate instruction for the growing number of 

ELLs in public schools, especially in low-performing schools (Vaughn et al., 

2017). 

Samson and Collins (2012) noted the lack of essential standards intended 

to develop the knowledge and skills general education teachers ought to possess 

to provide appropriate instruction to ELL students placed in their classroom. 

Preservice teachers had limited field hours working with ELL students 

compounding the gap in connecting policy to practice (Brisk, 2018; Hafner & 

Ortiz, 2021). Hafner and Ortiz (2021) addressed the need for critical pedagogy in 

EPPs because well-intentioned students majoring in education had distorted 

experiences with communities of color and even less experience with ELL 

students.  

Researchers found most ELL students were placed with teachers who had 

not received training in EPPs or any professional development that provided 
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teachers with the necessary training to teach ELL students; therefore, I chose to 

focus on in-service general education teachers as my participant focus for this 

study. According to Mills et al. (2020), the broad range of students’ background 

experience posed a challenge to teachers’ preparedness to address such diversity 

in student backgrounds. Dabach and Callahan (2011) analyzed detailed classroom 

fieldnotes and course-taking patterns from nationally representative databases and 

found ample evidence of disparities in both opportunity and achievement between 

ELLs and English-speaking students related to teachers’ preparedness to meet 

their needs in the general education classroom.  

The purpose of this qualitative, interpretive study was to examine the 

perceptions of Tennessee K-12 teachers related to preparedness and training to 

provide instruction and support to English language learners in the general 

education classroom.  

Research Questions 

Merriam and Tisdell (2016) declared research questions should be broad 

while highlighting aspects of the researcher’s topic. Creswell and Creswell (2018) 

agreed, stating the general research questions provided an insight into the overall 

idea of a researcher’s study. Additionally, Creswell and Creswell (2018) 

described the research questions as the new knowledge that would be learned by 

the study and the questions that would be answered. The purpose of the research 

questions in this study was to examine the perceptions of Tennessee K-12 



4 

teachers related to preparedness and training to provide instruction and support to 

English language learners in the general education classroom.  

Research Question 1 

What are the perceptions of K-12 teachers in Tennessee regarding their 

preparedness and training to provide instruction to English language learners? 

Research Question 2   

What instructional strategies do K-12 teachers in Tennessee utilize to 

instruct and support English Language Learners?    

Theoretical Framework 

According to Merriam and Tisdell (2016), a theoretical framework 

provided the structure or frame of the study. Creswell and Creswell (2018) 

explained a theoretical framework provided a lens which shaped the area of 

observation, the questions asked, the methods of data collection and analysis, the 

researcher’s position, and the reporting of results. I used Bandura’s (1977) theory 

of self-efficacy to frame this study.  

Bandura (1994) defined self-efficacy as “people’s beliefs about their 

capabilities to produce designated levels of performance that exercise influence 

over events that affect their lives” (p. 71). Applied to the educational context, 

teacher self-efficacy pertained to “a teacher’s judgment of their capabilities to 

bring about desired outcomes of student engagement and learning, even among 

those students who may be difficult or unmotivated” (Tschannen-Moran & Hoy, 

2001, p. 784). Bandura emphasized the function of self-efficacy as it related to 
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learning (Tracey & Morrow, 2017). Research showed self-efficacy was 

significantly related to work performance regardless of the complexity of the task 

(Durgunoğlu & Hughes, 2010). Researchers found teachers may not adopt new 

strategies if they had doubts about their abilities for successful implementation 

and they questioned their role in shaping student outcomes (Durgunoğlu & 

Hughes, 2010; Gibbs, 2007). Bandura (1977, 1994) proposed four main sources 

of efficacy beliefs: performance outcomes, vicarious experiences, verbal 

persuasion, and physiological and affective states (see Figure 1).  

Figure 1  

Sources of Self-Efficacy Development 

 

Source: Bandura (1997) 
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According to Durgunoğlu and Hughes (2010), self-efficacy was an important 

component of behavior change. For pre-service teachers, the level of specific 

preparation and knowledge were related to their self-efficacy about teaching 

(Durgunoğlu & Hughes, 2010). Teachers with experience of teaching more 

diverse students attributed to their increased competence of collaborating with 

other adults in school, receiving appropriate in-service training and having had 

successful experiences (Gibbs, 2007). The self-efficacy of the teacher regarding 

ELLs influenced classroom culture and student outcomes (Mehmood, 2019). 

Teachers with strong self-efficacy beliefs engaged students in learning tasks, 

utilized effective teaching techniques, and controlled the classroom atmosphere 

(Fathi et al., 2020). Preparing preservice and in-service teachers to be prepared to 

teach ELL students led to better knowledge and higher levels of self-efficacy. 

This in turn translated into increased teacher commitment and better educational 

opportunities for ELL students (Durgunoğlu & Hughes, 2010). Therefore, I 

utilized Bandura’s (1977) theory of self-efficacy as the framework of this study 

because preparing preservice and in-service teachers to teach ELL students leads 

to preparedness and higher levels of self-efficacy. Understanding general 

education teacher perceptions about their self-efficacy through training and 

preparation had the potential to increase student outcomes in ELL classrooms. 

Bandura’s (1977) theory of self-efficacy provided a framework to examine the 

perceptions of K-12 general educators related to their preparedness and training to 
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provide instruction and support to ELL students in the general education 

classroom.   

Significance of the Study 

At the time of this study, limited research focused on K-12 general 

education teachers’ preparedness and training to instruct and support ELL 

students, specifically in Tennessee public schools (Alamillo et al., 2011; Brooks 

& Adams, 2015; Feiman-Nemser, 2018; Lucas et al., 2008, 2018; Molle, 2013; 

O’Brien, 2011; O’Hara et al., 2020; Samson & Collins, 2012; Villegas, 2018; 

Yoon, 2008). From 2000 to 2014, Tennessee was one of four states who saw the 

largest growth in ELL students (Sanchez, 2017). I found researchers focused on a 

specific grade band, one school, or only one school district (McKillip & Farrie, 

2020; Pellegrino & Brown, 2020). Furthermore, the existent research did not 

follow through with any research to evaluate the perceptions of preparedness the 

training provided (Master et al., 2016). De Jong et al. (2018) addressed the issue 

of limited research on teacher education program practices intended to prepare 

general education teachers for ELLs and found it remained scant. According to 

Samson and Collins (2012), teachers of ELL students needed the appropriate 

training to be able to meet their students’ language and learning needs and to 

facilitate academic growth, yet most general education teachers lacked this 

training. I selected K-12 general education teachers as participants for this study 

due to their minimal inclusion in existent research related to their perception of 

preparedness and training to support ELL students. As the teaching profession 
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moves forward, Alamillo et al. (2011) recommended it was crucial to study how 

general education teachers received preparation and training to support ELL 

students in their classroom.  

Moreover, researchers found a lack of information about the influence of 

professional development programs, through the lenses of general education 

teachers’ about how these programs assisted them in adequately instructing ELL 

students (Alamillo et al., 2011; Molle, 2013; O’Brien, 2011; Yoon, 2008). 

Teachers needed to be aware of the language of their subject area, the process of 

second language development, the role and interaction of learner variables, and 

the complex ways in which they influenced the process of learning a second 

language and succeeding in school (Brisk, 2018; de Jong et al., 2013, 2018; 

Hafner & Ortiz, 2021; Heineke et al., 2020; Lucas & Villegas, 2013; Lucas et al., 

2008; Mills et al., 2020). Researchers found teaching ELLs was more appropriate 

when integrating content area knowledge and English language acquisition, which 

in turn, placed more responsibility on general education teachers to get the proper 

training and education to teach literacy strategies in their subject areas (Molle, 

2013; Yoon, 2008). Researchers discovered preparing and training teachers, both 

preservice and in-service, was a matter of social justice; therefore, teachers 

unprepared to address such diversity in their classrooms created a disservice to 

ELL students which led to larger gaps in ELL students’ education (Cochran-

Smith et al., 2016; Mills et al., 2020; Milner, 2012; Samson & Collins, 2012; 

Schall-Leckrone & Pavlak, 2014). 
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Description of the Terms 

Researchers must clarify any terms that may have been unclear or had an 

unknown meaning in a qualitative study (Roberts & Hyatt, 2019). Creswell and 

Creswell (2018) recommended readers needed identification of terms to 

understand a research project. The following terms were defined to clarify 

possible misconceptions in this study. 

English Language Learners  

According to the Glossary of Education Reform (2013), English language 

learners, or ELLs, are students who are unable to communicate fluently or learn 

effectively in English, who often come from non-English-speaking homes and 

backgrounds, and who typically require specialized or modified instruction in 

both the English language and in their academic courses.  

General Education Teacher  

 For the purpose of this study, the term general education teacher referred 

to teachers who taught core content subject areas (i.e., math science, social 

studies, and English language arts) to all students, including English language 

learners. The teachers were not ELL specialist; however, general education 

teachers were core instruction experts and responsible for the content delivery of 

the general education curriculum, which included courses, activities, lessons, and 

materials the general population of a school accessed regularly (Tennessee 

Department of Education, 2018a). 
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Instructional Strategies  

 For the purposes of this study, the researcher defined instructional 

strategies as the strategies and techniques instructors use to deliver training. 

Instructional strategies should provide effective and productive learning by 

adapting to the learning styles and other needs of each learner, actively engaging 

learners in the learning process, helping learners become independent learners, 

and supporting learners in reaching their objectives (Brown, 2022).  

Preparedness  

Merriam Webster’s Dictionary (n.d.) online defined preparedness as “the 

quality or state of being prepared”. For the purposes of this study, I used this 

definition when I referenced teachers feeling prepared to provide instruction and 

support to English language learners.  

Training  

 For the purposes of this study, the researcher defined the term training as 

professional development provided in a structured format, which resulted in 

improved teacher practices and learning outcomes for students. Darling-

Hammond et al. (2017) defined effective training as content focused, incorporated 

active learnings, supported collaboration, modeled effective practices, provided 

coaching and support, offered feedback, and included enough time to learn, 

practice, and implement new skills and strategies.  
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Organization of the Study 

In Chapter I, I introduced the lack of adequate training and preparedness 

related to ELL students provided to K-12 general education teachers and the gap 

in literature related to this topic.  I also included the statement of the problem, 

research questions on regarding teachers’ perceptions of preparedness and 

training related to instruction and support provided to English language learners, 

the theoretical framework, the significance of the study, and the identification and 

description of terms in Chapter I. In Chapter II, I provided an in-depth, thorough 

review on the history of ELL students, teacher training to work with ELL 

students, best instructional practices for ELL students, and English language 

learners in Tennessee. In Chapter III, I explained the methodology I used for this 

qualitative interpretive study by describing the participants, data collection, and 

analyses utilized through a questionnaire to examine the perceptions of Tennessee 

K-12 teachers related to preparedness and training to provide instruction and 

support to English language learners in the general education classroom. I 

conducted the study through a basic interpretative qualitative approach to collect 

and analyze the data needed for the study. I created an online questionnaire 

guided by my research problem, my research questions, literature on English 

language learners, and the theoretical framework designed to utilize the research 

questions. I provided a detailed description of the data analysis collection 

conducted via snowball sampling. I also described the data analysis process with 

clarification of the open, axial, and selective coding process. I described my role 
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as the researcher, the 44 participants which provided the data for the study, 

limitations and delimitations, and concluded the chapter with assumptions of the 

study. 

In Chapter IV, after the study was completed, I reported and analyzed the 

results utilizing the five steps for data analysis described by Creswell and 

Creswell (2018). Data represented the perceptions of K-12 general educators in 

Tennessee who provided instruction and support to English language learners. 

Through close analysis of 44 completed questionnaires, I generated three themes 

for Research Question 1 and two themes for Research Question 2.  

In Chapter V, I summarized my findings of this study provided by K-12 

general education teachers in Tennessee. After analyzing my data, I highlighted 

five implications for practice for post-Secondary schools, state, district, and 

school leaders. Finally, I reviewed implications for future research which focused 

on improving general education teacher preparedness and training related to 

English language learners. In the following chapter, I reviewed literature related 

to the history of English language learners in the United States and teacher 

training to implement best instructional practices when working with English 

language learners in Tennessee.
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Chapter II: Review of the Literature 

Authors of the Glossary of Education Reform (2013) defined English 

Language Learners (ELLs) as students unable to communicate fluently or learn 

effectively in English. ELL students often derived from non-English speaking 

homes and backgrounds and typically required specialized or modified instruction 

in both the English language and in their academic courses. ELL students 

constituted an average of 14.9% of total public-school enrollment in cities, 9.8% 

in suburban areas, 6.9% in towns, and 4.2% in rural areas in the United States 

(nces.ed.gov, n.d.). Vaughn et al., (2017) explained how one in four children 

enrolled in K-12 public schools in the United States will be ELL students between 

2017-2032.  

Teachers faced challenges with designing and implementing effective 

instruction for the growing number of ELL students in public schools (Cochran-

Smith et al., 2016; Schall-Leckrone & Pavlak, 2014; Mills et al., 2020; Milner, 

2012; Samson & Collins, 2012; Vaughn et al., 2017). Teachers received little to 

no training to teach culturally and linguistically diverse students (Hiatt & 

Fairbairn, 2018; Lucas & Grinberg, 2008; Shea et al., 2017; Villegas, 2018). 

Schall-Leckrone and Pavlak (2014) believed educating teachers, both preservice 

and in-service, is a matter of social justice; therefore, teacher education programs 

must equip all teachers to work with ELL students. In a qualitative study focused 

on a Post-secondary ELL methods course, Schall-Leckrone and Pavlak (2014) 

analyzed teachers’ feelings of preparedness to teach ELL students and found 
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general educators’ instructional skills varied in planning and thinking complexly 

about instruction. According to Mills et al. (2020), the broad range of students’ 

background experience posed a challenge to teachers feeling prepared to address 

diverse student backgrounds. School district leaders tasked teachers in the public 

school system to ensure the quality of education provided to ELL students 

matched the quality provided to English speaking students (Polat & 

Mahalingappa, 2013). Dabach and Callahan (2011) analyzed detailed classroom 

fieldnotes and course-taking patterns from nationally representative databases and 

found ample evidence of disparities in both opportunity and achievement between 

ELL students and English-speaking students.  

 In Every Student Succeeds Act (ESSA), policy makers required school 

districts to provide professional learning opportunities for general teachers who 

worked with ELL students, but only 12 out of 50  (24%) states required educator 

preparation programs (EPP) to provide preservice teachers some type of 

preparation, such as targeted coursework, bilingual education and/or English as a 

Second Language (ESL) endorsement options, and English learner certificates 

(Wixom, 2015; Mills et al, 2020). Tennessee was not one of the 12 states 

(Wixom, 2015). De Jong et al. (2018) addressed the issue of limited research on 

EPP practices intended to prepare general teachers for ELL students and found it 

remained scant. Researchers concluded effective, transformative professional 

development for general education teachers of ELL students required substantial 

investments of time, sustained teacher engagement, and rich opportunities for 
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teachers to try out new practices (Brooks & Adams, 2015; Guler, 2020; Hiatt & 

Fairbairn, 2018; Shea et al., 2017).  

Leaders in education set a goal for all multicultural nations to provide and 

sustain high-quality education to advance learning outcomes for all students, 

including the dramatically increasing linguistically and culturally diverse 

population (de Jong et al., 2018; Mills et al., 2020; Polat & Mahalingappa, 2013). 

Hafner and Ortiz (2021) addressed the need for critical pedagogy in EPPs because 

well-intentioned students majoring in education had distorted experiences with 

communities of color and had less experience with ELL students. Teachers 

needed a progressive and spiraling curriculum for learning to teach ELL students 

which included preparation, new teacher induction, and continuous professional 

development (de Jong et al., 2018; Feiman-Nemser, 2018; Mills et al., 2020; Polat 

& Mahalingappa, 2013).  

In this chapter, I began a review of extant literature with a history of ELL 

students in the United States. Following the history of ELL students in the United 

States, I examined preservice and in-service teacher development programs for 

ELL students, practices used, and effective practices to educate ELL students. I 

then shifted my focus to best instructional practices used to educate ELL students 

and the research behind each practice. Finally, I concluded chapter two by 

focusing on requirements to teach ELL students and challenges to meet those 

requirements in the state of Tennessee. 
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History of English Language Learners in the United States  

From the 1920s to the 1960s federal policy makers immersed ELL 

students in English speaking classes only, also known as the “sink-or-swim” 

approach (Colorín Colorado, 2015; Crawford et al., 2008; Villegas, 2018). 

Teachers provided few or no remedial services and held ELL students at the same 

grade level until enough English was mastered to advance in subject areas 

(Colorín Colorado, 2015). In 1964 policy makers passed the Civil Rights Act 

(Moran, 2005). The Civil Rights Act, also referred to as Title VI, prohibited 

discrimination based on race, color, or national origin in the operation of all 

federally assisted programs (Moran, 2005). Individuals created Title VI to focus 

on the subordination of Blacks; however, Title VI did not address the problems of 

linguistic minorities (Moran, 2005). Since the 1970s, educational policy makers 

focused on the population of students coming to U.S. public schools with a 

primary language other than English (Jimenez-Castellanos et al., 2022). In this 

section, I will discuss legal cases in the U.S. regarding the ELL population 

including: Bilingual Education Act, 1968; Lau v. Nichols, 1974; Castañeda v. 

Pickard, 1981; No Child Left Behind Act, 2001.  

Bilingual Education Act, 1968 

Students with limited English-speaking ability gained their first official 

federal recognition through the Bilingual Education Act (BEA) of 1968 

(Encyclopedia Britannica, 2022; Stewner-Manzanares, 1988) as part of the Title 

VII of the Elementary and Secondary Education Act of 1965. Policy makers of 
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BEA (1968) offered capacity building in the form of grants to local districts and 

states to develop and offer educational programs in the native language (Hakuta, 

2011). Policy makers used poverty criterion in Title VII for eligibility; however, 

bilingual education was seen as a strategy for repudiating the effects of poverty 

and cultural disadvantage (Little Cypress-Mauriceville Consolidated Independent 

School District, 2022). Policy makers also used Title VII to begin the process of 

formally recognizing ethnic minorities and to provide differentiated services for 

reasons other than segregation or racial discrimination (Stewner-Manzanares, 

1988). Through the BEA (1968), the U.S. government used BEA (1968) to 

acknowledge, for the first time, students who needed specialized instruction 

(Encyclopedia Britannica, 2022; Stewner-Manzanares, 1988). Stewner-

Manzanares (1988) stated the Lau V. Nichols case and the Equal Educational 

Opportunity Act of 1974 as the two most notable events to influence the 1974 

Amendments.  

Lau v. Nichols, 1974 

During the landmark case of Lau v. Nichols, the United States Supreme 

Court decided language minority status created discrimination and indicated the 

Limited English Proficient Students (LEPS) must be provided support to access 

the curriculum (Jimenez-Castellanos et al., 2022; uslegal.com). Lau v. Nichols 

(1974) began as a discrimination case in 1970 when a poverty lawyer, a lawyer 

who protects the rights of the poor, decided to represent a Chinese student who 

was failing in school because he could not understand the lessons and was given 
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no special assistance. The U.S. Supreme court decided unanimously in favor of 

the plaintiffs, ruling that “there is no equality of treatment merely by providing 

students with the same facilities, textbooks, teachers and curriculum; for students 

who do not understand English are effectively foreclosed from any meaningful 

education” (Hakuta, 2011, p. 163).  Hakuta (2011) pointed out students with 

limited proficiency in English became a protected class. ELL students deserved 

the same treatment and school districts needed to take affirmative steps to ensure 

meaningful learning experiences for all students (Hakuta, 2011; Sutton et al., 

2012). Jimenez-Castellanos et al. (2022) reported Lau did not articulate students 

must receive a particular educational service, but instead supported the mandate 

that districts take “affirmative steps to rectify the language deficiency in order to 

open its instructional program” (p. 2). Shortly after Lau, policy makers enacted 

the Equal Education Opportunity Act of 1974 (EEOA), which required states to 

take appropriate action to eliminate language barriers which impeded the equal 

participation of ELL students in the educational programs (Sutton et al., 2012). 

Researchers found the courts provided no guidance in the statue or on its brief 

legislative history on what it intended by selecting “appropriateness” as the 

operative standard and the Castañeda test placed the burden on plaintiff-parents 

to demonstrate the inappropriateness of language assistance programs (Jimenez-

Castellanos et al., 2022; Sutton et al., 2012) 
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Castañeda v. Pickard, 1981 

In the key Fifth Circuit Court decision of Castañeda v. Pickard (1981) the 

court interpreted Sect. 1703(f) of the Equal Education Opportunity Act of (1974). 

Policy makers substantiated the holding of Lau and reaffirmed schools cannot 

ignore the special language needs of students (Jimenez-Castellanos et al., 2022). 

The plaintiffs (i.e., Lau) urged the court to construct ‘appropriate action’ requiring 

programs to incorporate bilingual students’ primary language (Jimenez-

Castellanos et al., 2022). Researchers found the courts used the phrase 

“appropriate action” and not bilingual education or any other educational 

terminology, which left school districts to decide the appropriateness of the 

programs (Jimenez-Castellanos et al., 2022; Stewner-Manzanares, 1988; Sutton et 

al., 2012). While the members of the court noted Congress had not provided 

guidance in statue or in their brief legislative history, members of Congress 

created a three-pronged, science-based test requiring English language assistance 

programs for ELL students to: 1) be based on sound educational theory; 2) have 

adequate resources for program implementation; and 3) provide continuous 

assessment to determine if students’ English language deficits are being addressed 

(Jimenez-Castellanos et al., 2022; Sutton et al., 2012). While intended to ensure 

an equitable education for ELL students, Castañeda was used to support restricted 

English-only education and made it possible for questionable education programs 

to continue indefinitely (Jimenez-Castellanos et al., 2022). Researchers explained 

the court decisions following Castañeda’s three-pronged test reduced the ability of 









93 

 

Figure 7 

Rate of Quality Professional Development Attended and How Well it Prepared to 

Instruct and Support English Language Learners  

 

Question seven in the questionnaire asked participants to explain their rationale 

for the rating in question six. Six of the 44 participants (13.6%) reported they 

received no professional development to support ELL students. Participant 1 

stated, “As a math teacher for the majority of my career, the PD for ELL has 

predominately centered around language arts educators.” Participant 27 

reported, “I haven’t received any ELL training this year. Most of our training 

has been for regular students and SPED.”  Participant 38 agreed and added, “I 

would assume that those PDs are reserved for EL teacher verses general education 

teachers.” In addition, Participant 14 noted, “As a general education teacher, after 

the coursework, I was not provided any professional development regarding 

ELLs.” Participant 6 communicated, “I do not recall having any PD to help me 
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support ELL students with the exception of online WIDA training which was a 

requirement for all teachers.”  

 Thirteen participants (29.5%) reported attending some professional 

development related to ELL students; however, rated their self-efficacy as low. 

Participant 4 stated, “I have not attended any trainings specifically for ESL, it 

always includes ESL with another topic, and I feel this is an area I could grow in.” 

Participant 9 explained, “I have not been trained specifically on how to teach 

them better.” In addition to Participant 9’s response regarding specifics on how to 

provide supports for ELL students, Participant 13 stated,  

“The training we receive does not change year to year, despite new 

literature and data available on the topic. The training feels like a legal box 

that has to be checked, not a subject to be studied and practice. There are 

very few hands-on applications…it is more of a list of ‘Do not do this’ 

presented to teachers in hopes of avoiding issues instead of joyfully 

accommodating students.” 

Eighteen participants (40.9%) rated the quality of professional development at 

quality, or some self-efficacy. Participant 7 reported, “Our system has had a few 

in-services where the sole focus was ELL instruction, but these PD sessions are 

few and far between.” Participant 12 explained why they chose “quality” with this 

explanation, “I chose ‘quality’ because many of the activities were focused on 

best practices with diverse learners.” Similarly, Participant 19 added to the 

perception of Participant 12,  
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“We are trying. We’ve bumped it up, but it feels overwhelming as they try 

to have us do more with less people and less resources and less money. 

We have an administrator who leads the PDs, and she is passionate and 

all-in, but in my classroom they’ve shoved students with IEPs, 504 plans, 

and ELL students into the same room general core class, and 

implementing all the little tricks we learn in PD is overwhelming.” 

Participant 34 explained, “Professional development was helpful but I had to seek 

it out. It wasn’t a part of the school-based PD or PLC offerings.”  

Seven participants (15.9%) rated the professional development as highest 

quality. Most of the professional developments were based on WIDA training, as 

participant 9 shared, “The in-service training along with the training videos for 

WIDA at the beginning of the year helped to demonstrate appropriate tools and 

supports for ELL students in an easy to understand method.” Participant 21 

referred to the indicators in WIDA as stated, “We have learned to keep track of 

student growth and target accordingly in all language modalities: listening, 

speaking, reading and writing.” Participant 41 referenced experience and 

searching for best practices for all students and shared, “As a teacher I always 

worked with high-poverty students. One thing that I came to realize early on was 

that the language barrier that exists is true for both student populations. Seeking 

out additional supports such as Thinking Maps, SIOP, and Kagan Learning has 

provided me with tools and resources needed to support all student 

demographics.”  
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Teacher Preparedness Could Be Improved with Additional Coursework and 

Focused Professional Development. The third theme for Research Question 1 

derived from 22 participants (50.0%) who reported not feeling prepared or ill 

prepared to provide instruction and support to English language learners in their 

classroom. I created question number eight to gain insight into how teachers felt 

about their overall level of preparedness to provide instruction and support to ELL 

students in their classroom. Of the 44 participants, 10 participants (22.7%) 

reported not being prepared at all, while 12 (27.2%) reported their feeling of 

preparedness was low. Participant 1 said, “I do not feel prepared at all. The 

population of EL students is getting larger, but no additional training is taking 

place.” Participant 9 stated, “I give myself a 1. I have room for growth.” 

Participant 10 followed by stating, “I am not very well prepared.” Participant 13 

shared,  

“I feel woefully unprepared to actually teach ELL students well. I do not 

have the skills to do so, therefore, it impacts my behavior in very real 

ways. Furthermore, I feel ill prepared to impact the social environment of 

my ELL learners because there is such a negative stigma attached to it. So 

many teachers display negative attitudes when the subject arises, and 

because of this even good ELL PD often falls on deaf ears.”  

Participant 30 reported they were “not at all” prepared to instruct ELL students in 

their classroom. This was followed by Participant 42 who rated themselves as, “1-

Room for growth.”  
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For those who reported an overall feeling of preparedness as low, 

Participant 5 stated, “I feel prepared, but I am sure there is more I could be doing 

to better serve these students.” Participant 7 explained, “ . . . I am sure there is 

more I could be doing to better serve these students.” Participants 15 and 17 

acknowledged the ELL teacher as a resource. Participant 15 shared, “I rely on the 

EL teacher to determine what is the best support for my students.” Participant 17 

echoed, “I do not feel prepared at all however, I am lucky that my school has 

multiple EL teachers who are willing to help.” Participant 21 explained the need 

for more training by providing “more knowledge in speaking and understanding 

the language to help students gain concepts while learning the language.”  

 There were 22 participants (43.1%) who felt moderately to mostly 

prepared to instruct ELL students; however, the majority referenced their years’ 

experience in the classroom or their knowledge of working with Exceptional 

Education Students. Participant 26 reported, “My time spent teaching special 

education prepared me to accommodate and modify work to support ELL students 

I worked with. Developing language rich experiences through each lesson is what 

I developed during my tenure as a teacher.” Participant 28 shared the same 

sentiment, “As a special education teacher, I feel prepared to teach ELL students 

because I use many of the same strategies to teach both sets of learners.”  

Participant 32 spoke to their time in the classroom and reported, “I am prepared 

mostly due to previous experiences.” Participant 36 echoed those thoughts, 

“Experience is the best teacher, so I have lots of teaching experience, including 
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teaching English to ELs in other countries, adults in the community, and through 

working with the Migrant Education Program.”  
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Research Question 2 

What instructional strategies do K-12 teachers in Tennessee utilize to 

instruct and support English Language Learners?  

To answer Research Question 2, participants responded to questionnaire 

questions three, nine, and ten. I analyzed the data provided in the questionnaire by 

applying open codes and axial codes to render three themes related to Research 

Questions 2. I found 32 raw codes as seen in Figure 8. After I identified the raw 

codes, I read through the data again to create axial codes. Through this process, I 

created three axial codes. I then fit the three axial codes into two themes which 

created a response to Research Question 2 (see Figure 8).
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Figure 8 

Instructional Strategies K-12 Teachers Utilized to Instruct and Support English 

Language Learners 

Open	Codes	 Axial	Codes	 Selective	Codes	
Translate  
Small Groups  
Modifications 
Partnering with bilingual 
student 
WIDA 
Spanish version of text 
Spanish version of 
assignment  
ESL teacher support 
Modification to “their level”  
Vocabulary  
Computer software programs 
Co-teaching  
Building relationships  
Online text that translates to 
their language 
Extended time  
Short, concise instructions  
Speaking slowly  
Gestures  
Visuals 
Scaffolding  
Using the same words and 
phrases 
All strategies and tools in 
ILP 
Building on prior knowledge 
Experiencing what it is like 
to be an ELL student 
More professional 
development  
Interpreters 
How to modify text 
Seeing others teach ELL 
students 
Learning to speak Spanish 

 
 
Modifying instructions 
and task by lowering 
the standards to meet 
the students where they 
are.  
 
 
 
 
 
 
Dependent on 
translation through 
technology, another 
student, or adult.  
 
 
 
 
 
Use visuals, such as 
pictures, gestures, and 
scaffolds to make the 
text or task easier.  

What instructional 
strategies do K-12 
teachers in 
Tennessee utilize to 
instruct and support 
English Language 
Learners?  
 
K-12 teachers 
utilized translators, 
visuals, and modified 
instruction to 
instruct and support 
English language 
learners.  
 
 
 
K-12 teachers 
reported the need for 
more professional 
development to feel 
adequately prepared 
to provide 
instruction and 
support to English 
language learners. 
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Open	Codes	 Axial	Codes	 Selective	Codes	
Content specific materials 
Time to implement new 
strategies with support 
during the process 
Understanding cultural 
differences and its impact on 
learning styles  
 

 

K-12 Teachers Utilized Translators, Modified Instruction and Visuals to 

Instruct and Support English Language Learners. This theme emerged from 

question three in the questionnaire to capture a typical day instructing and 

supporting English language learners. Participants shared multiple strategies they 

implemented in their general education classroom. Twenty-two participants 

(50%) mentioned the utilization of translators and/or a bilingual student as a 

method of instruction and support. Seventeen participants (38.6%) modified 

instruction to provide support to English language learners. In addition, 10 

participants (22.7%) used visuals in their everyday instruction and support of 

English language learners.  

Eleven participants (25%) specifically mentioned using a bilingual student 

to instruct and support ELL students in their classroom. Participant 2 stated, “In 

classes with English language learners, I pair each English language learner with 

a bilingual student if possible. I can only speak English; therefore, all of my 

instruction is in English.”  Participant 4 also shared, “I always assign a bilingual 

“buddy” to a struggling ESL student.” Participant 9 followed by reporting, “They 

can interpret for each other if they don’t understand.” Participant 23 agreed with 
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this method of support, “I have had bilanguage students translate.” Participant 34 

shared, “Students have opportunities to work together.”  

Eleven participants (25%) also utilized translators. Participant 15 

explained,  

“The day begins with an English greeting and usually the student ask to 

speak into my phone translator in order to share his previous evening. The 

class models our community morning and the student imitate their actions. 

Next the student logins into Lexia English and work (5 minutes) before 

trying to interact with student in the group. My phone translator is used 

often to communicate with my second grade student who never spoke 

English before entering my room three weeks ago… I ask the student to 

used my language to communicate which causes struggles for the student 

and I struggle with that as well. We use my phone translator when 

explaining expectations and the next assignment.” 

Participants 2 explained they utilized “Google translate when the student needs a 

break from thinking and speaking in both languages.” Participant 28 included 

their background as a special education teacher, but “With the various language 

spoken in our school, I also utilize Google translate when students need a break 

from thinking and speaking in both language while trying to complete math 

work.” Participant 13 shared,  

“Our county mandates that we cannot give ESL learners translations of the 

text they are reading, as it does not support best practice. This is difficult 
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for my students who speak no academic English. I always post our daily 

agendas on Google Classroom, then once I get the rest of the class started, 

I sit down with my ESL kids and translate using Google translate.”  

Seventeen participants (38.6%) referenced the use of modifications in their 

typical day of instruction and support to ELL students. Participant 7 explained, “I 

modify assignments and accommodate these students as needed and required by 

the WIDA standards.” Participant 10 shared, “Most of the modifications involve 

clearly explaining directions and providing alternate activities particularly when 

working with written expression.” Participant 37 stated, “I typically have to 

provide scaffolding and modifications with assignments to these students.” 

Participant 38 explained their modification as “repeating the instructions as 

needed.” Participant 2 reported, “I do not count word problems for points, but do 

have the students listen and try to pick up on things as we work through word 

problems. I use the online interactive textbook which will instruct the students 

and help them because there are many different languages available.” Participant 

8 listed, “repetition, short concise instructions, and phrasing, use of the same 

words and phrases, explain expectations.” Participant 19 listed similar 

modifications, “wait time, speaking slowly, avoiding idioms and culturally 

entrenched turns-of phrase, technology, use of images, a lot of gestures.” 

Participant 21 followed with, “scaffolding, one step directions, picture clues, 

vocabulary, peer helpers.” Participant 28 elaborated on various modifications,  
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“I use direct instruction, small group instruction, one-on-one instruction, 

peer tutors/partners, vocabulary strategies to make work connections, 

checking for understanding, making sure to break down word problems to 

make them accessible to all learners with highlighting, underlining, and 

circling keywords and phrases, extended time on quizzes and tests, 

additional time on assignments, guided notes, and chunking of material.” 

Participant 13 voiced they, “Build relationship with the students first and 

foremost, focus on their social and functional vocabulary, scaffolding instruction, 

incorporating technology, peer tutoring, vocab instruction, reduce reading load, 

etc..” Participant 32 echoed the same sentiment, “Assess where their students are 

and build on that prior knowledge.”  

 Question nine in the questionnaire addressed the strategies, knowledge, 

and skills used most to instruct and support ELLs. Ten participants (22.7%) 

mentioned the utilization of visuals as a strategy to support ELLs. Participant 14 

reported, “I try to design instructional materials that include visual and auditory 

cues for students.” Participant 10 stated, “Lots of images as part of lectures, 

interactive video.” Participant 38 echoed they used, “pictures, slower talking and 

practice words for daily routine. Participant 40 included, “visuals, sign, sentence 

stems, thinking maps, visual cues, fluency practice…” and Participant 41 also 

stated using “visuals, hands on experiences, modeling, pre-teaching, more group 

interactions/project....”  
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K-12 Teachers Reported the Need for More Professional Development to 

Feel Adequately Prepared to Provide Instruction and Support to English 

Language Learners. I created questionnaire question 10 to identify the strategies, 

knowledge, and skills general education teachers needed to feel more prepared to 

instruct and support ELLs. The second theme for Research Question 2 emerged 

due to 29 participants (65.9%) responding with the need for more professional 

development. Participant 7 expressed the need for “specific examples from ELL 

teachers on best practices they consider to be the most helpful.” Participant 9 

followed, “I would like a PD on the best ways, materials, where to find extra 

resources, testimonials from students as to what works best for them, etc.” 

Participant 22 emphasized the need for “professional development would be 

helpful in helping me feel more prepared to teach ELLs.” Participants 33 noted, “I 

would like more professional developments that are geared toward effectively 

teaching ELLs.”  While participant 35 shared the same needs and asked for 

“continued professional development throughout the school year.” Similarly, 

participant 38 reported, “Everything that pertains to teaching ELL students 

correctly.” Participant 2 asked for “strategies for helping them read math 

problems.” Participant 44 reported, “Scenario practice better equips me to engage 

ELL strategies.” 

Participants also shared the need for specific examples and training regarding 

instruction for ELL students. Participant 2 shared, “Honestly, I am not really sure. 

Maybe having to sit through a class in a language I don’t speak so that I can 
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understand exactly how the students feels. Strategies for helping them read math 

problems.” Participant 13 reported,  

“We need actual ESL training in an andragogy context! There needs to be 

more funding for ESL learning (both teachers and students). Teacher 

should be more accountable and have to submit updates and list 

interventions given periodically so these students aren’t simply cast aside 

for the semester. ESL professionals should offer applicable and 

contextualized suggestions that lay people can easily use in practice! 

There is so much we could do!”  

 Ten participants (22.7%) mentioned the need to learn the language and 

participate in cultural training to increase their strategies, knowledge, and skills to 

best instruct ELL students. Participant 18 expressed they “are not sure other than 

being able to speak the language myself.” Participants 19 shared, “Being fluent in 

Spanish is the only option for me. Eventually, to remain effective, this is what I’ll 

have to do.” Similar to participant 19, participant 21 shared “understanding to 

listen and speak the language” is a choice skill to increase instruction and support 

to English language learners. Participant 23 explained, “Knowing Spanish would 

help. Having software that can translate would be useful. More specifically, 

participant 28 elaborated,  

“I feel ways to communicate with families and guardians in a timely 

matter. The ease and ability to work with translators when working with 

families so families feel comfortable and apart of the community they are 
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now living in. Attempting to make sure literature to and from school is 

translated into the native language of the parents. Understanding the 

different cultures and customs of our students, so they feel integrated and 

part of the school community.”  

Five participants (11.3%) included the need to learn more about cultural 

differences. Participant 34 provided additional information, “Understanding how 

cultural differences can impact learning styles. Strategies on how to truly access 

students and not assume low skill set due to limited English.” Similarly, 

Participant 37 shared, “For students who are new to the educational setting as 

high school students-how to provide a quality educational experience for students 

who are new to the educational setting and speak little to no English.”    

Summary of Results 

The purpose of this qualitative, interpretive study was to examine the 

perceptions of Tennessee K-12 teachers related to preparedness and training to 

provide instruction and support to English language learners in the general 

education classroom. I used a qualitative, interpretative research process to 

analyze documents, questionnaire data, and to answer my two research questions 

for this study. The analysis led to open codes, axial codes, and themes derived 

from K-12 Tennessee teachers’ responses. Data represented the perceptions of K-

12 general educators in Tennessee who provided instruction and support to 

English language learners. Through close analysis of 44 completed 
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questionnaires, I generated three themes for Research Question 1 and two themes 

for Research Question 2.  

I answered Research Question 1 with three themes developed from data 

and document analysis. For theme one, I determined the college coursework for 

K-12 teachers in the general education classroom fell short of providing 

strategies, knowledge, and skills on instruction for ELL students. For theme two, 

K-12 teachers were not prepared through professional development that 

specifically focused on providing instruction and support for ELL students. 

Finally, the third theme for Research Question 1 explained K-12 teachers’ 

preparedness could be improved with additional coursework and focused 

professional development. In addition, I completed a document analysis that led 

to two themes. My first theme was East Tennessee schools provided at least one 

course specifically focused on providing instruction to English language learners. 

My second theme highlighted Middle and West Tennessee educator preparation 

programs were not equipped to train and prepare general education teachers to 

provide instruction and support to English language learners.  

Through data analysis, I generated two themes to answer Research 

Question 2. For theme one, I determined K-12 teachers utilized translators, 

modified instruction, and visuals to instruct and support English language 

learners.  The second theme for Research Question 2 acknowledged the need for 

more professional development on strategies, knowledge, and skills to provided 

quality instruction to ELL students. In Chapter V, I provided discussion on the 
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study, including implications for practices, recommendations for further research, 

and conclusions of the study.   
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Chapter V: Discussion of the Study 

The purpose of this qualitative, interpretive study was to examine the 

perceptions of Tennessee K-12 teachers related to preparedness and training to 

provide instruction and support to English language learners in the general 

education classroom. At the time of this study, a gap existed in the literature on 

teachers’ preparedness and training to instruct ELL students. I hoped to expand 

the body of literature related to this topic by elevating the voices of K-12 teachers 

in Tennessee. Generalizations in this discussion were limited to Tennessee K-12 

teachers because no other state was included in the questionnaire process; 

therefore, the evidence from this study must support the conclusion until future 

research either disproves or substantiates the findings.  

Using Bandura’s (1977) theory of self-efficacy, I sought to gain 

knowledge of K-12 teachers’ perceptions of their preparedness and training to 

provide instruction and support to ELL students. As Brisk (2018) noted, 

mainstream teachers were more effective when they viewed ELL students as 

equal members of their class, deserving the same high expectations and support 

that all other students receive. Bandura’s (1994) theory of self-efficacy when 

applied to education is defined as “a teacher’s judgment of their capabilities to 

bring about desired outcomes of student engagement and learning, even among 

those students who may be difficult or unmotivated” (Tschannen-Moran & Hoy, 

2001, p. 784). As the teaching profession moves forward, Alamillo et al. (2011) 
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recommended it was crucial to study how general education teachers received 

preparation and training to support ELL students in the classroom.  

I collected data via snowball sampling using an online questionnaire via 

Google Forms from 44 participants who offered insights and opinions concerning 

their perception of preparedness and training to provide instruction and support to 

ELL students in the general education classroom. The findings of this study 

showed teachers needed more coursework and professional development to feel 

self-efficacious and successful in providing instruction and support to ELL 

students. In addition, the findings from the document analysis of the six educator 

preparation programs I investigated also corroborated participant perceptions. 

Brooks and Adams (2015) reported, … it is sadly apparent that few teacher 

licensure programs require significant preparation for linguistically diverse 

students and professional development initiatives often ignore the needs of these 

students  (p. 294-95). Eighteen participants (40.9%) reported that they received no 

coursework in their EPP program that would provide them with the strategies, 

knowledge or skills needed to provide instruction and support to English language 

learners. In addition, Middle and West Tennessee universities did not provide a 

course for future educators in their programs of study. Two East Tennessee 

schools provided a three-hour course which specifically focused on instruction for 

English language learners. One private East Tennessee school provided a course 

on method of instruction and support for ELL students in their K-5 EPP. Both 

private schools located in East Tennessee provided a course on teaching diverse 
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learners in the K-5 and 6-12 teacher licensure programs. Twenty-eight of the 

participants (65.1%) in the study reported teaching in East Tennessee.  

Dabach and Callahan (2011) found ample evidence of disparities in both 

opportunity and achievement between ELLs and English-speaking students 

related to teachers’ preparedness to meet their needs in the general education 

classroom. Teachers needed to successfully carry out differentiated instruction; 

however, for this to happen teachers required professional development support to 

hone their expertise with linguistically responsive teaching (Kim, 2020; Lucas et 

al., 2008; O’Hara et al., 2020). The results of this study aligned with the literature 

that overall teachers did not feel adequately trained or prepared to provide 

instruction and support to English language learners in the general education 

classroom.     

Furthermore, the themes which emerged from Research Question 2 

highlighted the need for more instructional strategies to instruct and support ELL 

students. Teachers grappled with how to best meet the increasing needs of ELL 

students as school populations diversified (Heineke et al., 2022). Twenty-nine 

participants (65.9%) reported the need for more training on instructional 

strategies, knowledge, and skills to provide quality instruction and support for 

ELL students in the general education classroom. These findings are a result of a 

Tier I misconception. Understanding K-12 teachers’ perceptions about their self-

efficacy through training and preparation had potential to increase student 

outcomes in the general education classroom. Teachers needed to successfully 
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carry out differentiated instruction; however, for this to happen teachers required 

professional development support to hone their expertise with linguistically 

responsive teaching (Kim, 2020; Lucas et al., 2008; O’Hara et al., 2020). This 

study provided findings which elevated the need for additional strategies, 

knowledge, and skills to increase teacher self-efficacy which leads to quality, Tier 

I instruction. 

Implications for Practice 

This study provided schools, districts, and the state of Tennessee a deeper 

understanding of the perceptions of K-12 teachers preparedness to instruction and 

support ELL students. At the time of this study, English language learners were 

the fastest growing population in the state of Tennessee (Sanchez, 2017). After 

analyzing my data, I highlighted five implications for practice for post-Secondary 

schools, state, district, and school leaders. 

Post-Secondary schools, states, and districts should improve educator 

preparation program coursework and training for in-service teachers to increase 

achievement for English language learners. Improving training would increase the 

self-efficacy of teachers in all grade levels and contents. Colleges and universities 

should use this study to better develop coursework to specifically provide an 

understanding in the complex ways English language learners need instruction 

and support. As a result of this study, teachers (40.7%) reported at the completion 

of their EPP, no courses were offered to adequately prepare them to instruct and 

support ELL students. To increase teacher efficacy, colleges and universities 
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should increase the courses required to obtain a teaching license in the state of 

Tennessee. Fifteen participants (34.9%) reported they taught in middle or west 

Tennessee. The document analysis revealed that of the one state university in 

Middle Tennessee and one state university in West Tennessee provided no 

opportunity for future teachers to participate in a course which focus specifically 

on providing instruction and support to English language learners. Furthermore, 

teachers with 15 or more years’ experience reported experience, not research 

based practices, gave them a higher self-efficacy in providing instruction and 

support to English language learners. In addition, teachers with 8-14 years of 

experience related their knowledge and skills to special education training and not 

specific best practices for ELL students.   

Administrators and developers of education preparation programs should 

allow future teachers the opportunity to plan for and instruct English language 

learners in their content setting. As part of a curriculum reform effort in colleges 

and universities, professional development which truly aimed to support faculty in 

infusing their respective courses with ELL content demanded more than 

establishing a minimum requirement (de Jong et al., 2018). Potential teachers 

would benefit from direct, explicit instruction to various skills and strategies used 

in planning and the implementation of those strategies in a real classroom. As the 

population continues to rise across the state of Tennessee, the likeliness of future 

teachers having ELL students in their classroom is greater; therefore, colleges and 
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universities should utilize this research to prepare opportunities for teachers to 

develop a higher self-efficacy as they exit college and begin their teaching career. 

School districts and school administrators should recognize the need for 

quality professional development in their districts and schools. Fourteen 

participants (31.8%) reported not being provided with professional development 

to increase their self-efficacy on providing instruction for ELL students in the 

general education classroom. State, district, and school officials should provide 

on-going professional development opportunities for teachers in all content areas 

and at all stages in their career to increase their self-efficacy to meet the needs of 

students with various language and cultural backgrounds. These opportunities 

would lead to better outcomes for all students through increased engagement, 

improved instruction, and increased achievement. Districts and schools should use 

these findings to create an opportunity for ELL specialists to provide training in 

the complexity of language acquisition and how to apply that to various subjects. 

In addition, this study revealed the need for professional development to make it 

applicable to the work of the content teacher; therefore, professional development 

should not be limited to a one and done approach. Districts and schools should 

provide multiple opportunities to learn and apply their learning to their students to 

increase self-efficacy for teachers and decrease the opportunity gap. These 

trainings need to be grounded in teaching culturally and linguistically diverse 

students and should encompass a variety of strategies, knowledge, and skills to 

address the whole student. For teachers to feel successful in this large 
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undertaking, teachers need high quality training that includes field hours which 

allows teachers to connect policy to practice.     

When preparing and planning for future trainings, administrators and 

school district leaders should consider the lack of instructional strategies K-12 

teachers in Tennessee are using to instruct and support their ELL students. 

Teachers utilized the strategies they felt were best for their students; however, the 

finding indicated most teachers are not using best practices to instruct and support 

English language learners. Teachers needed to be aware of the language of their 

subject area, the process of second language development, the role and interaction 

of the learner variables, and the complex ways in which they influenced the 

process of learning a second language and how to succeed in school (de Jong et 

al., 2013). Based on the results from this study, teachers were not applying all 

these variables when instructing and supporting ELL students. Participants 

reported they used strategies (i.e., translators, bilingual peers, visuals, overly 

modified tasks) which do not lead to best practices and support for ELL students 

to be successful in learning and interpreting the content delivered.  

For teachers to feel adequately prepared to provided quality instruction 

and support to English language learners, school district leaders and 

administrators should provide resources to build the teachers’ capacity. Investing 

in the Sheltered Instructional Operational Protocol (SIOP) or Linguistically 

Responsive Teaching would give teachers an opportunity to learn best practices. 

SIOP provides teachers with the strategies and knowledge needed to use the high-
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quality instructional materials with ELL students. Echevarria et al. (2017) 

explained how SIOP provides guides for planning, implementation, and 

evaluation of effective mainstream instruction for ELL students. Teachers need to 

be equipped with the knowledge or some key principles of second language 

learning to confidently instruct ELL students (Lucas et al., 2008). In addition, 

school and district leaders should plan for supports in the implementation of these 

new strategies.  

Again, these findings necessitated the need for improved and expanded 

coursework in educator preparation programs, on-going professional 

development, and more effective strategies to support ELLs. With the wide gap of 

knowledge from educators and the evidence of lack of training and use of best 

practices, timely, quality training is needed across the state of Tennessee, 

particularly in the Middle and West regions.  

Recommendations for Further Research 

In this study, my goal was to gain better insight to the perceptions of 

preparedness and training to provide instruction and support to English language 

learners. These recommendations for future researchers provided actionable steps 

to add to the research base and increase understanding on this topic. Although I 

collected information on teachers’ perceptions of preparedness from coursework 

and training, I did not specifically ask for detailed titles of the coursework or 

training. Future researchers could expand on teachers’ experience in education 

preparation programs with a particular focus on the course, including, but not 
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limited to, coursework and required reading, and textbooks used to lead the 

course. Educator preparation programs in Middle and West Tennessee should 

examine the courses and requirements for the courses offered in East Tennessee 

programs and research the effects on self-efficacy of the teachers who completed 

the courses focused explicitly on instruction and support for English language 

learners.  

In addition, future researchers could expand on the trainings provided by 

districts and schools focused on specific training titles and who delivered the 

training. Determining courses and trainings provided and who delivered would 

allow for more specific details to what is potentially missing in coursework and 

training for teachers. Future researchers would benefit from a focused study on 

instructional practices and teachers understanding on the implementation of these 

instructional practices and how they increased achievement of English language 

learners.  

This study used a questionnaire via snowball sampling; therefore, I was 

not able to ask for a more specific explanation of their instructional strategies, 

knowledge, or skills utilized in their classroom. Future researchers would benefit 

from in-person interviews or observations. By using in-person interviews, 

researchers could ask participants to elaborate on or explain responses to 

questions allowing for better analysis of findings of instructional strategies 

teachers utilized and if teachers felt those practices grew student understanding of 

the content. Observations would allow for researchers to collect data on the 
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implementation of instructional strategies in various classrooms at varying grade 

levels. Observations would help mitigate the discrepancies between the teachers’ 

rating of their self-efficacy and their rationale. Conducting this study in all 

regions of the state, east, middle, and west Tennessee, would allow state leaders 

to identify trends and respond accordingly.  

Moreover, future researchers could replicate the same study in schools, 

dividing participants into years’ experience to corroborate on the findings in 

educator preparation programs and the impact of those courses in the real world. 

This study would allow a deeper dive into any potential disconnect from textbook 

to application in the general education classroom. Future researchers could add 

observations of classrooms to corroborate the findings on any potential disconnect 

from textbook to application in the general education classroom. Observers 

should use the Linguistically and Culturally Responsive Teacher (LCRCT) 

framework or one or more of the SIOP strategies to gauge the teachers’ impact on 

instruction for ELL students.      

Finally, future researchers could use purposeful sampling and focus on 

larger school districts across the state of Tennessee or expand it to the southeast 

region of the country. This study used snowball sampling; therefore, I was limited 

to how many participants responded in each region of the state. Expanding the 

study to larger districts or an entire region would provide federal policy makers 

more data to identify larger trends leading to more specific and informative next 

steps. In addition, expanding the document analysis to include more schools from 
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Middle and West Tennessee as well as more private institutions across the state. 

This would give a greater perception of the Post-Secondary schools in Tennessee 

in regards to courses offered in the Educator Preparation Programs specifically for 

providing instruction to English language learners.       

Conclusions of the Study 

Within the framework of Bandura’s (1977) theory of self-efficacy, the 

purpose of this qualitative, interpretive study was to examine the perceptions of 

Tennessee K-12 teachers related to preparedness and training to provide 

instruction and support to English language learners in the general education 

classroom. I utilized purposeful sampling to identify participants in this study 

based on the following purposeful sampling criteria: the participant must be 

certified by the State of Tennessee who taught in a public Tennessee school, 

taught a core content subject area (i.e., math, science, social studies, and English 

language arts), and instruct or have previously instructed English language 

learners in his or her general education classroom.  

Forty-four participants from all three regions in the state of Tennessee 

offered insights and opinions to their level of preparedness to provide instruction 

and support to English language learners in the general education classroom. The 

findings of this study were important because they added to the extant literature 

on the perception of preparedness to provide instruction and support to English 

language learners in the general education classroom. K-12 teachers were not 

provided quality coursework in educator preparation programs to provide 
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instruction to English language learners. Additionally, teachers were not provided 

with training which specifically focused on providing instruction and support to 

English language learners. Teacher preparedness to instruct and support students 

with best instructional practices fell short; therefore, lowing the self-efficacy of 

teachers and the quality of instruction to English language learners.  

Educational leaders and policy makers must consider the perceptions of K-

12 teachers to provide adequate coursework and training to instruct ELL students 

in all classrooms. Teachers should be given the opportunity to increase their skill 

and knowledge on providing instruction to all children that sit in the desks of their 

classrooms. Researchers found preparing and training teachers, both preservice 

and in-service, was a matter of social justice; therefore, teachers unprepared to 

address such diversity in their classrooms created a disservice to ELL students 

which led to larger gaps in ELL students’ education (Cochran-Smith et al., 2016; 

Mills et al., 2020; Milner, 2012; Samson & Collins, 2012; Schall-Leckrone & 

Pavlak, 2014). In addition, researchers explained how this charge should not be 

limited to individual teacher’s efforts only; rather, there should be concerted 

institutional support at local, state, and federal levels to enforce systematic 

structural changes to create an education truly responsive to cultural diversity 

(Harper & de Jong, 2009; Schall-Leckrone & Pavlak, 2014; Li, 2013; Samson & 

Collins, 2012) 

Education is not a one size fits all approach; therefore, all teachers should 

be provided with quality courses, training, and strategies to utilize with students 
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who are learning a new language. With this growing population of students, these 

improvements will allow all students to be successful, close opportunity gaps, and 

create a culture of learning that embraces all learners.  
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Participation Request and Implied Consent Letter 
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Researcher: Rebecca Doxsee 

EdD Candidate at Lincoln Memorial 
University  
Rebecca.doxsee@lmunet.edu 

 
Faculty Sponsor: Dr. Bethany Powers 

Professor and Chairperson at Lincoln Memorial 
University  bethany.powers@lmunet.edu 

 
Dear Educator, 

Your participation is being requested for the research study 
entitled K-12 General Educators’ Perceptions of Preparedness and 
Training to Provide Instruction and Support to English Language 
Learners. This study is in partial fulfillment of the requirements for the 
degree of Doctor of Education at Lincoln Memorial University, where I 
am currently enrolled. Your participation will be extremely valuable to 
me due to your knowledge and expertise in this subject area; therefore, I 
am kindly requesting your participation in my research study. 
Participation in this study is voluntary. Please read the information 
below and contact me via email or cell phone number listed above with 
any questions you may have before deciding to participate. If you 
consent to participate, please click the link provided in this email to 
begin the questionnaire. 

You are eligible to participate in this study if you are a certified 
educator in the state of Tennessee and teach or previously taught 
English language learners in the general education classroom. 

This study includes 10 questions to be completed via an online 
questionnaire and will require approximately 15-20 minutes of your 
time. You may refuse to answer any question or discontinue your 
involvement at any time without penalty. If at any time you 
discontinue the questionnaire, your results will be discarded. Your 
responses will be kept strictly confidential, and data will be stored in 
secure computer files and secure storage location in hard copy. Any 
report of this research that is made available to the public will not 
include your name or any other individual information by which you 
could be identified. Your decision to participate will not affect your 
current or future relationship with Lincoln Memorial University. 

There are no known harms or discomforts associated with this 
study, as it involves minimal risk and is an effort to highlight your 
current success as an educator and the support you provide to 
individuals in your school. To prepare for     this study, I am asking that 
you consider your role as an educator and share those experiences to the 
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best of your knowledge. 
This research has been approved by the Lincoln Memorial 

University’s Institutional Review Board. If you have any questions 
about your rights as a participant in this research, or if you feel you have 
been placed at risk, you may contact the Institutional Review Board at 
irb@lmunet.edu. Additional contact information is available at 
www.lmunet.edu/administration/office-of-research-grants-and-
sponsored- programs-orgso/institutional-review-board-irb 

By moving forward and completing the questionnaire linked in 
the email, you are agreeing that you work as a certified educator in a 
Tennessee public   school district, you are over the age of 18, and you 
give your implied consent to participate in this study. 

 
Thank you for your consideration to participate in my study,  

Rebecca Doxsee 

 

Survey Link 


