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CATESOL NEWSLETTER 

Dear CATESOL Family, 

Greetings from Long Beach, California! I am 
excited to meet and see you at the TESOL 
2025 Convention this week. This year's local 
team, CATESOL, has collaborated with 
TESOL since the last TESOL in Tampa. This 
week, it will be all hands on deck, participat-
ing and networking while serving and volun-
teering at the Convention. I invite you to 
come by our CATESOL booth at the Expo 
Hall and the Hospitality Booth near the Regis-
tration area to say "Hi." Do not miss the 
chance to participate in a Scavenger Hunt for a prize from the Long 
Beach Chamber of Commerce, TESOL, and CATESOL. It is a great way 
to engage, have fun, and win prizes!  

Since last November, our students, institutions, and communities have 
faced challenges and uncertainties. Many of us at CATESOL work in 
various institutions, and the recent changes in the political atmosphere 
have undoubtedly impacted us and our colleagues. I send you my heart-
felt encouragement and support as we continue pursuing our goals and 
missions of empowering and elevating our English language learners.  

Sadly, the recent wildfires in Los Angeles displaced and devastated 
many families and friends. My thoughts go out to all who were affected. 
At the break of the horrendous wildfires, the CATESOL Education 
Foundation (CEF) collaborated with CATESOL to create the (Cont.) 
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CATESOL Disaster Relief Fund, which will support our members displaced by the LA wildfires. I 
want to express my deep gratitude to CEF and its Board for their rapid response and dedication in 
getting this fund started.  

Lastly, I ask you to pause and take a deep breath. I need to remember to do that quite often these 
days. I want to share CATESOL's mission with you amid these challenges, disagreements, ques-
tions, and changes.  

CATESOL is an association of professionals advancing the quality of English language teaching 
and learning through professional development, research, standards, and advocacy.  

I encourage you to continue learning, researching, and advocating for our students and communi-
ties. I appreciate the hard work of our Interest Groups, Chapters, Levels, Committees, and leaders 
in carrying out this mission.  

Take care, and let us move forward one day at a time. 

Sincerely, 

Song Hong, CATESOL President 2023-2025 

 

CATESOL NEWSLETTER  

L e t t e r  f r o m  t h e  C A T E S O L  P r e s i d e n t  cont . -   

Words from the Editor  

Kara  Mac Dona ld  

The Feature article shares the opportunities and activities around CATESOL hosting the 2025 
TESOL Conference, followed by two Focus Feature articles. One describes examples of Community 
Engaged Learning and the other shares a memberõs first CATESOL conference attendance. We 
have a RC-IG report that follows that shares a qualitative study of YouTube refugee law videos. We 
have five Member Submission articles on a range of topics in this issue, with two Guest Author ar-
ticles on translanguaging and difficulty for learners to digress from literal translation. We have the 
fourth and final article in the Teacher Trainer series on building inclusive classrooms. We have two  
Classroom Activity articles in this issue, one on expanding cu l tura l  competence through 
Digital storytelling and the other on using AI to teach about nationalities. There is the repeat publi-
cation of a member update from the CATESOL Newsletter editors on the newsletterõs health devel-
opments and that members have made the growth possible with their interest in sharing content on 
a variety of topics and in varying formats. Another short piece by the editors on the recently added 
alternative format for the CATESOL Blog Monthly Book Reviews to make it more accessible for 
members that are not yet familiar with doing standard book review and can submit a short sum-
mary and why they liked the text. Also, we 
would like to note that on page 37 there is a 
promotional ad for the game, The Language 
of Love, sharing how it can be a resource in 
the language classroom. This issue, again, of-
fers a variety of content for all members to 
find something of interest to them.  

Thank you. Kara Mac Donald and Amy Sleep, 
Co-Editors of the Newsletter and Copy Lay-
out Proof Reader, Siyi (Lois) Gao. 
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The CATESOL Committee supporting the 2025 International TESOL Convention and Expo in Long 
Beach, CA has been at work for some time behind the scenes, long before most of us were thinking 
about TESOL 2025. There are numerous asks that need to be completed early on to prepare for an 
affiliate to host a TESOL conference, from venue site visits to contributing to advertising material, 
and beyond! 

 

 

 

 

 

 

 

 

The conference chairs and team start long, long, before any-
one is thinking about TESOL 2025.  

It is these leaders and members that make the professional de-
velopment and magical personal experiences happen. 

 

Susan Gear and Margi Wald  

Featureñ  CATESOL Hosting the 2025 International TESOL Con-
vention & Expo in Long Beach, CA   

Cont. 
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CATESOL NEWSLETTER  

As an all-volunteer organization, CATESOL leadership and volunteers have dedicated their per-
sonal time and energy to foster membersõ professional development. This time their effort is also 
promoting the professional development and personal collaboration of TESOL members from 
around the globe. 

Words from the Conference Committee Team  

It is not too late to register ! And even if you can join us for one day only, there is a special price for 
that.  See https://www.tesol.org/in -person/registration/ . 

Second, the keynotes for this year look really strong, including one on Wednesday given by the 
2024 Teacher of the year.  See https://www.tesol.org/in -person/keynotes . And there are special 
networking events sponsored by CATESOL on Wednesday and Thursday: https://
sites.google.com/view/tesol2025hospitality/networking -events  

Third, Long Beach is going to be a blast. There are escorted events to attend (the Long Beach 
Aquarium, the Queen Mary, and a harbor cruise), numerous discounts on venues across the city, a 
scavenger hunt to win, raffles in the Expo Hall, and a wonderful array of food and drink establish-
ments to visit. See https://sites.google.com/view/tesol2025hospitality/  

Fourth, we are looking for volunteers to help CATESOL  welcome and assist attendees.  Have a 
few hours? Volunteering is a great way to network with colleagues and get some cool swag as a 
thank you. And ð enter our special volunteer raffle for a chance to win a 1-year membership to 
CATESOL or TESOL, a prize to keep you connected to our professional development community 
and webinars after the convention ends. Sign up today: https://www.signupgenius.com/
go/5080D48AAAF29A0FB6-55159409-tesol#/   

And last ð but certainly not least - the CATESOL local co -chairs for TESOL25 , Susan Gaer and 
Margi Wald, would like to thank the CATESOL Team Leaders for their work and dedication dur-
ing the year: 
 

Volunteer Team Leaders : Talley Caruso and Ellie Kuznetsova 

Hospitality Team Leaders:  Song Hong and Katrina Tamura  

"Ask Me" Volunteer Team Leader:  Tammy Wik  

Bag Distribution Team Leader:  Lisa Guay 

PCI Volunteer Team Leader: Anthony Burik   
Poster Session Team Leader:  Kristi Reyes  
 

We hope to see you at the conference ð stop by the CATESOL booth near registration to say òhi.ó 

 

2025 International TESOL  

Conference and Expo Information  

You can access the program and information about the 2025 International 
TESOL Conference and Expo in Long Beach, CA HERE 

Featureñ (Cont . )  

https://www.tesol.org/in-person/registration/
https://www.tesol.org/in-person/keynotes
https://sites.google.com/view/tesol2025hospitality/networking-events
https://sites.google.com/view/tesol2025hospitality/networking-events
https://sites.google.com/view/tesol2025hospitality/
https://www.signupgenius.com/go/5080D48AAAF29A0FB6-55159409-tesol#/
https://www.signupgenius.com/go/5080D48AAAF29A0FB6-55159409-tesol#/
https://www.tesol.org/in-person/


 5 

 5 
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Access to Everything CATESOL  
 

 

_______________________________ 

CATESOL Youtube Channel  
 

 

CATESOL Education Foundation 

If you wish a CATESOL event or want to access past in-

formation,  

Check out the CATESOL Youtube Channel. 

Access the site HERE 

https://www.youtube.com/@catesol_youtube
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CATESOL NEWSLETTER  

Do you often ask yourself, òHow can I help my students access opportunities to use their new lan-
guage skills in the real world to reinforce classroom learning, acquire new vocabulary, and gain 
confidence in their ability to communicate with native/more fluent English speakers?ó  

One strategy that has proven to be extremely successful with my students is community -engaged 
learning (CEL). This article seeks to provide information and inspiration for other educators to im-
plement CEL at their schools. I also hope that talking about CEL will serve as a reminder that in 
this age of high-tech, social media and AI, students (and instructors!) will still enthusiastically em-
brace a chance to get off their devices and out of their classrooms and homes in order to use their 
minds and voices in authentic and meaningful ways.  

First, what is community -engaged learning? There are multiple ways to define this term, but I will 
borrow the one below for purposes of this article:  

òCommunity-based learning (CBL) is a pedagogical model that connects classroom-based work 
with meaningful community involvement and exchange. Within the context of equitable partner-
ship, community organizations and students mutually benefit from the CBL experience both by 
meeting course objectives and addressing community identified goals.ó Community-Based Learn-
ing Toolkit, Gettysburg College  

My slight tweak on the above definition is my preference for community -engaged learning instead 
of community -based learning, because I see the learning as equally based in the classroom and in 
the community, one foot solidly in each. I also use CEL as an umbrella term to embrace a wide va-
riety of efforts to link students with the larger community, including volunteering, service -
learning, civic engagement, advocacy, and action research. As emphasized in the definition above, 
a key component of CEL which distinguishes it from other forms of experiential education is the 
partnership with a community organization and a commitment to address a community -identified 
need. Fundamental to CEL is the idea of creating a "win-win" collaboration between campus and 
community.  For example, a scavenger hunt assignment where students visit various community 
locations to ask for information or a field trip to tour a local library would not be considered CEL, 
although both activities are wonderful ways to enhance language learning.  To fall within the CEL 
umbrella, there must be a proposed benefit to the community.  

Examples of Community -Engaged Learning (CEL) 

The three ways I've implemented CEL at Pasadena City College are 1) encouraging individual vol-
unteering;  2) creating group volunteering opportunities;  and 3) integrating a CEL project into a 
semester-long class. 

1. Individual Volunteering  

One relatively easy way to initiate CEL at your school is to help students connect with opportuni-
ties to volunteer on their own.  Iõve done this via: 

ƍ A unit of instruction in my own ESL classes, with the actual activity of volunteering being 
either optional or required  

ƍ An hour -long workshop open to all students in our noncredit division (provided) (Cont.)  

Carolyn Corrie  

Focus Feature IñBui ld ing Br idges Between Campus 
and Communi ty  Through Communi ty -Engaged 
Learn ing  
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CATESOL NEWSLETTER  

To start, I give students a sense of the big picture of what volunteering means and involves in the 
United States, as well as its importance in American culture. For example, I emphasize that people of 
all ages and stages of life can participate, that volunteering can build work skills, and that volunteer 
work can be included on a resume, all concepts which may not exist in a studentõs country of origin, 
where volunteering may be considered appropriate only for high school students or for retirees.  I 
also provide scaffolding to help students navigate each step: how to find volunteer opportunities, 
how to apply, and what the expectations are for volunteers once they are òon the job.ó   

My students have found amazing opportunities tied to their personal interests and their career 
goals. For example, Julie, an insurance agent from Taiwan, was contemplating a career change into 
nursing, but wanted to make sure it was the right choice for her, so she volunteered at a memory 
care facility, which helped her decide to apply for the masterõs in nursing program she is about to 
complete. Alina, from Colombia, had a master's degree in public health, but no work experience in 
the US. After volunteering at the Pasadena Senior Center, the Pasadena Public Health Department, 
and Huntington Hospital, she had enough confidence and experience to land a permanent full -time 
position at the LA County Department of Public Health, where she now works as an epidemiologist. 
Fen, a ballet teacher from China, volunteered as an usher with the POPS Outdoor Opera Company 
and American Contemporary Ballet in downtown Los Angeles. This inspired her to open up her 
own ballet school. Coming full circle, her young ballet students performed at a holiday party at the 
Pasadena Senior Center (where many other PCC students volunteer regularly), bringing much joy to 
the event.   

2. Group Volunteering Opportunities  

Another type of CEL Iõve developed at Pasadena City College is the creation of volunteer opportuni-
ties for groups of noncredit PCC students. These opportunities have proven to be particularly im-
portant as a first step for students who may initially lack the confidence to sign up to volunteer on 
their own. However, implementing group projects involves more work for an instructor, who must 
research appropriate community organizations, reach out to the staff for help identifying an event or 
project suitable for a group of adult language learners, and continue to collaborate to ensure the pro-
ject's success. (Note: it can't hurt to talk to your administrator about getting a stipend or reassigned 
time for this work!)  

Our longest partnership is with the Pasadena Senior Center, where we regularly send groups of stu-
dents to help with monthly food distribution to low -income seniors, as well as to support special 
events such as holiday parties and the annual Pasadena Senior Games. This òOlympics for Seniorsó 
is an incredibly inspiring series of sporting events held every May and June. I usually volunteer 
about four times a year alongside my students, and this is one of my favorite experiences. Other 
popular group volunteering events have included the Rosemead Community Health Fair and Pasa-
dena Latino Heritage Parade and Festival. Volunteering at cultural celebrations can be especially 
meaningful because students can learn not only about U.S. culture, but about the cultures of other 
local immigrant communities, different from their own. Search for Chinese New Year, Nowruz, Lo-
tus Festival, Day of the Dead, Diwali, or other festivals that are celebrated in your area.  

3. CEL Projects Embedded as a Course Assignment 

The third way Iõve utilized CEL is to integrate a specific project into the fabric of a course for an en-
tire semester. In my ESLN 1125 US Cultural Traditions and Social Change class, students partnered 
with the Los Angeles Conservancy (LAC) to support their Legacy Business Project. Setting up this 
collaboration entailed multiple meetings with the Program Manager of the LAC, to make (Cont.)  

Focus Feature I  ñ  CEL (Cont . )   
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CATESOL NEWSLETTER  

sure our efforts would serve the needs of both the organization and my students, as well as the class 
learning outcomes. This type of project also involves a significant time commitment from an instruc-
tor, so let me note again: it can't hurt to talk to your administrator about getting a stipend or reas-
signed time for this work!  

Once the project timeline and deliverables were determined, I introduced the project by having stu-
dents complete a "virtual scavenger hunt,ó where they worked in groups to locate specific infor-
mation on the LAC website. Next, LAC staff came to my class as a guest speaker to answer studentsõ 
questions about the organization, explain the project to them and, most importantly, to get them ex-
cited about participating. Students self -selected into groups of 3 or 4 (somewhat based on living near 
each other or having similar interests), and then worked to identify, approach, and interview the 
owners of a legacy business, defined as a small, locally-owned business in operation for 25 years or 
more. As their final product, the students created written profiles for the organizationõs website 
(click here for a sample). Their work helped to create greater visibility and support for these locally -
owned businesses that are integral to the survival of various communities in the San Gabriel Valley. 
Students wrote a reflection at the mid and end points of the semester, and as their capstone assign-
ment, gave a final oral presentation for their classmates and interested faculty and administrators. 
PCC's President, Vice-President, and a Board member all attended, which was both thrilling and 
nerve-wracking for the students.  

Throughout all stages of the project, I provided scaffolding, such as:   

 ƍSharing sample Legacy Business profiles for students to read and discuss 

 ƍBrainstorming with students a standard list of 10 questions that would be appropriate to ask 
 the businesses  

ƍCreating and practicing a sample dialogue of how to approach a business to ask for the in-
terview  

 ƍCreating a project "fact sheetó that they could bring with them when they approached the 
 businesses, to help demonstrate legitimacy 

 ƍHelping them locate an appropriate legacy business if their first efforts did not succeed 

 ƍPracticing the interview questions in class 

The outcomes were even greater than we had anticipated. Students gained not only improved confi-
dence and ability in their oral and written English language skills, but also a better understanding of 
the economic, historic, and cultural importance of legacy businesses in various communities in the 
San Gabriel Valley. They improved their soft skills, including teamwork, problem solving and per-
sistence. Finally, many gained individual insight into areas important to them. As an example, Hel-
en, who was hoping to open a Chinese restaurant, was able to interview the owner of a local family -
owned restaurant. 

Theory Into Practice  

Ideally, community -engaged learning is a continual cycle of three components: 1. Classroom learn-
ing about the issue, the community organization and the project goals; 2. Community engagement: 
going out into the community to volunteer or do research or advocacy; and 3. Reflection on the ex-
perience. Students then repeat the cycle with additional classroom learning, community participa-
tion and reflection. I believe that requiring students to work with a group of peers is the special in-
gredient that brings the entire effort together and makes CEL soar as an educational model.  (Cont.) 

Focus Feature Iñ  CEL (Cont . )   

https://www.laconservancy.org/learn/historic-places/tonys-pizza/
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PCC Students volunteering at the Pasadena Senior Games, June 2025.  Photo by Carolyn 
Corrie 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

Volunteering at the Pasadena Senior Center, Thanksgiving 2023. (L-R) Carolyn Corrie,  
Wenxiu (Richard) Pan, Xiaoyan (Jacqueline) Liu, Yan Xiang, Tatiana Pylinskaya, Alexandr 
Sedykh, Xinyi Li, Fen Dong.  Photo by RD Tannen.  

 

 

Focus Feature Iñ  CEL (Cont . )   

Cont. 
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Tips for Building CEL on Your Campus  

ƍGet support from administrators, faculty, staff and students.  

 ˈAll these stakeholders may have connections to community groups or ideas for specific pro
 jects.  

 ˈAdult students are community members, too, so having them assess their own needs can 
 lead to interesting and meaningful projects. The more students plan and implement the pro
 ject, the greater their empowerment and development of key work and life skills.  

ƍDo your homework.  

 ˈFind out what existing CEL efforts are happening at your school, even outside of your own 
 department, so you donõt reinvent the wheel or step on toes.   

ˈAsk about any protocols that need to be followed before sending students out into the com-
munity. For example, all PCC students involved in our group volunteering and course -
integrated projects must sign a media release form.  

ƍStart small.  

 ˈPerhaps the first semester you can introduce volunteering and show students how to sign 
 up, but make it optional.  

 ˈThe students that have a good experience can then help you plan activities and recruit more 
 students for the next semester.  

ƍThink creatively about where students can volunteer. 

ˈThis could include both on and off campus, with a non-profit organization, or with a gov-
ernment entity (avoid for -profit businesses).   

ˈDo you have any off-site/branch class locations? Iõve had my VESL Child Care students vol-
unteer in our collegeõs Parent Education classes, which are held off-site at community loca-
tions and include both the children and parents.  

ˈCheck out websites such as volunteermatch.org , allforgood.org , idealist.org , and DoSome-
thing.org.  

ƍThink creatively about what students can do. 

 ˈCivic engagement can mean writing letters to elected officials or speaking at government 
 meetings or participating in protest actions.  

 ˈGroup projects can include efforts to sponsor an event on campus, such as a food drive or 
 òThanksgiving treeó where students write messages of gratitude on a bulletin board in a 
 courtyard or other visible area. One adult school class decided to organize a community re
 sources fair for the entire school. 

ƍIf you òrequireó students to participate in community-engaged learning, it's more likely that 
they will do it.  

 ˈFor example, I created an assignment worth 20 points toward studentsõ final grade which 
 requires students to research 3 volunteer opportunities, compare the pros and cons, apply for 
 one of them, participate in at least two hours of volunteering, and complete a written reflect
 ion and/or oral presentation afterward.  

Focus Feature Iñ  CEL (Cont . )   

Cont. 

volunteermatch.org
allforgood.org
idealist.org
DoSomething.org.
DoSomething.org.
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 ˈIf you do require volunteering, be sure to give students a lot of choice. For example, if a stu-
dent says they are too busy to sign up for a two-hour event, I allow them to òcountó something that 
they already do, such as volunteering through their religious group or at their childõs school, or 
something that they did in their country in the past, as long as they do all the other parts of the as-
signment, such as writing a reflection about it.  

 ƍInclude opportunities for reflection and sharing  

 ˈAsk students to keep a journal or to post on Canvas reflecting on the various stages of their 
 CEL journey. For example, students volunteering as individuals can write about the difficulty 
 (or ease!) of finding, applying for and hearing back about an opportunity, and then reflect 
 again after their first experience òon the job.ó 

 ˈDoing an oral reflection is also powerful, and can encourage other students in the class to 
 volunteer. Ask students to show photos, if appropriate.  

 ˈReflection forces students to both think about and articulate all the ways that this experience 
 was meaningful for them, even the hard parts.  

 ƍProvide positive reinforcement and other rewards  

 ˈI worked with our partner organization, the Pasadena Senior Center (PSC), to create a Cer
 tificate of Volunteer Appreciation for students who volunteer at least three times a semester. 
 We hold a ceremony at the PSC and our division dean presents the certificates to students. 

 ˈThe PSC is also great about providing òswag,ó including t-shirts and bags. Even something 
 simple like a bookmark or pen can make people feel appreciated.  

 ˈThe PSC also holds a volunteer appreciation party each year, where my students can mingle 
 with other volunteers from outside PCC.  

 ˈStudents who worked on the Legacy Business project were rewarded with a  free tour of 
 Historic Downtown LA provided by the LAC.  

 ˈAnother way to provide positive reinforcement is to feature student volunteers in your 
 school newsletter  

 ƍEngage students as leaders.  

 ˈAs part of our on-going partnership with the PSC, I set up a system of Student Volunteer 
 Coordinators. Two students at a time serve in this role. They commit to serving for a whole 
 year; the first six months as the òtraineeó and the second six months as the òtrainer.ó  

 ˈOnce they are trained, the student coordinators communicate directly with the PSC staff to 
 find out the dates and volunteer needs for events and then create a Sign Up Genius for each 
 one. They help recruit volunteers by speaking in classrooms and by creating and posting fly
 ers. They are also responsible for making sure new volunteers complete required paperwork, 
 maintaining a Google Sheets document of all volunteers, tracking the number of times each 
 student volunteers, and printing the certificates of appreciation.  

 ˈI provide support and supervision to these student leaders and make sure they get special 
 certificates of appreciation and swag. 

 ƍDevelop an evaluation process to see how your project(s) can be improved. Full disclosure: 
 this component is a work in progress for me. 

Focus Feature Iñ  CEL (Cont . )   

Cont. 
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ˈIf you do require volunteering, be sure to give students a lot of choice. For example, if a stu-
dent says they are too busy to sign up for a two-hour event, I allow them to òcountó some-
thing that they already do, such as volunteering through their religious group or at their 
childõs school, or something that they did in their country in the past, as long as they do all 
the other parts of the assignment, such as writing a reflection about it.  

ƍInclude opportunities for reflection and sharing 

 ˈAsk students to keep a journal or to post on Canvas reflecting on the various stages of their 
 CEL journey. For example, students volunteering as individuals can write about the difficulty 
 (or ease!) of finding, applying for and hearing back about an opportunity, and then reflect 
 again after their first experience òon the job.ó 

 ˈDoing an oral reflection is also powerful, and can encourage other students in the class to 
 volunteer. Ask students to show photos, if appropriate.  

 ˈReflection forces students to both think about and articulate all the ways that this experience 
 was meaningful for them, even the hard parts.  

ƍProvide positive reinforcement and other rewards 

ˈI worked with our partner organization, the Pasadena Senior Center (PSC), to create a Certif-
icate of Volunteer Appreciation for students who volunteer at least three times a semester. We 
hold a ceremony at the PSC and our division dean presents the certificates to students. 

 ˈThe PSC is also great about providing òswag,ó including t-shirts and bags. Even something 
 simple like a bookmark or pen can make people feel appreciated.  

 ˈThe PSC also holds a volunteer appreciation party each year, where my students can mingle 
 with other volunteers from outside PCC.  

 ˈStudents who worked on the Legacy Business project were rewarded with a  free tour of 
 Historic Downtown LA provided by the LAC.  

 ˈAnother way to provide positive reinforcement is to feature student volunteers in your 
 school newsletter  

ƍEngage students as leaders.  

ˈAs part of our on-going partnership with the PSC, I set up a system of Student Volunteer Co-
ordinators. Two students at a time serve in this role. They commit to serving for a whole year; 
the first six months as the òtraineeó and the second six months as the òtrainer.ó  

ˈOnce they are trained, the student coordinators communicate directly with the PSC staff to 
find out the dates and volunteer needs for events and then create a Sign Up Genius for each 
one. They help recruit volunteers by speaking in classrooms and by creating and posting fly-
ers. They are also responsible for making sure new volunteers complete required paperwork, 
maintaining a Google Sheets document of all volunteers, tracking the number of times each 
student volunteers, and printing the certificates of appreciation.  

 ˈI provide support and supervision to these student leaders and make sure they get special 
 certificates of appreciation and swag. 

ƍDevelop an evaluation process to see how your project(s) can be improved. Full disclosure: this 
component is a work in progress for me.  

Focus Feature Iñ  CEL (Cont . )   

Cont. 
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The experience we had in our group was enriched by the difficulties of establishing connection with 
the owner, the communication within the group, and completing the project successfully.  When 
these difficulties were overcome, the bond got stronger because of what we experienced together. 
What I witnessed was different from my other two colleagues, Lucy and Jinyoung. Because we are 
from different countries, we had individual experiences throughout our lives. While Lucy was able to 
appreciate the ownerõs hardship of being a small businessman, and Jinyoung marveled at all the 
products the place has to offer, for me it gave me this intense sense of nostalgia because I lived in an 
Italian neighborhood in Brazil, my home country. In addition, the owner was an inspiration for all of 
us. Even with his age, he had so much vitality. It made me also reflect on how small businesses pre-
serve humanity. He just wanted to take care of the neighborhood. Roma Market will leave this legacy 
for us because we went there and shared something together.  ð Ilza Fujimora  

 

 

 

 

 

 

 

 

 

(L-R) Students Ilza Fujimura and Jinyoung An with Rosario Mazzeo, owner of Roma Mar-
ket, conduct research for the Legacy Business Project of the Los Angeles Conservancy. Pho-
to by Lu (Lucy) Wang.  

Conclusion  

I hope that this discussion has provided some useful guidance as you consider implementing CEL at 
your school. My final suggestion is to take the plunge! You and your students will not regret it.  

I would love to know whether your school currently utilizes CEL, and if not, what the barriers to im-
plementation are, and/or what your plans for starting a future project involve. Please take this sur-
vey to provide your information and get on my mailing list.  My ultimate goal is to create a website 
on community -engaged learning so that educators can share success stories.  

Finally, if you would like me to speak with your faculty about community -engaged learning to help 
jumpstart a project at your school, or want to see some sample materials, please reach out to me at 
cjcorrie@pasadena.edu. 

Sources 

Community -Based Learning Toolkit. Center for Service-Learning, Gettysburg College. (2015).  

Author: Carolyn Corrie has over two decades of teaching and leadership experience in adult TESOL,  
in both LAUSDõs Division of Adult and Career Education and the California Community College 
system. She is currently an Associate Professor in the Noncredit ESL department at Pasadena City 
College. Carolyn is passionate about sharing her expertise, and continuously learning from her col-
leagues, particularly in the areas of Community -Engaged Learning (CEL), English for Specific Pur-
poses (ESP), Vocational English as a Second Language (VESL), and Curriculum Development.  
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These are my experiences attending my first ever CATESOL Conference in 2024. 

I became a member of CATESOL in April 2024, making this my first CATESOL Conference. Lead-
ing up to the event, I was impressed by how well it was publicized through email blasts, reminders 
from the conference organizers, and a well-edited conference program that included the schedule, 
sponsors, speaker bios, and a QR code to download the all-important Conference App. The 
CATESOL website was easy to navigate; once I clicked on the 2024 CATESOL Conference site, I 
found all the necessary information regarding the conference. The site featured links for registra-
tion, downloading the program, and detailed pages about the conference location, nearby airports, 
public transportation, and recommended hotels. For newer members, I highly recommend paying 
close attention to hotel cut-off dates, as conferences of this size often reserve group rates which can 
significantly reduce overall expenses if you don't live in the immediate area.  

LOGISTICS AND VENUE   

Travel & Hotel  

I live in the Bay Area, so I had to fly into Los Angeles. Thankfully, the nearby airports listed in 
CATESOLõs information pages showed the distances from three main LA airports to Cal State LA. 
Instead of flying out of San Francisco's busiest airport (SFO) and into Los Angeles's busiest airport 
(LAX), I chose to fly from Oakland to Burbank. I realized that most attendees from outside LA ar-
rived the night before; however, due to family commitments, I had to catch the first flight on Fri-
day morning. My journey began at 3:30 AM; I was out the door by 4:00 AM and at Oakland Airport 
by 4:45 AM. After a quick ninety -minute flight, I went through Burbank security and jumped into 
my waiting taxi. I provided the driver with the conference address, and off we went on the second 
leg of my journeyña 13.8-mile drive. I was quickly reminded of the infamous traffic in Los Ange-
les. Although 13.8 miles should take no longer than twenty minutes, the taxi ride took ninety 
minutes, causing me to miss the newcomer orientation and the continental breakfast. I asked the 
driver to drop me off at the King Hall Building, which turned out to be an inconvenient drop -off 
point because I then had to walk across the campus to reach the Golden Eagle Building, where reg-
istration had been taking place since 7:30 AM. 

Conference Venue   

I was not familiar with the Cal State LA campus, but I had downloaded the Conference App on my 
phone, which included a campus map. University campuses can be notoriously confusing, so I was 
looking for signs to direct me toward the CATESOL conference. After walking through windy 
campus corridors for about fifteen minutes, I finally heard a crowd of voices ñluckily, it was a 
large group of CATESOL attendees, volunteers, and administrators guiding people toward the reg-
istration desk to pick up their name badges. The registration section was organized alphabetically 
by surname, so I lined up in the òBó section but discovered that my name was not on the list. The 
CATESOL volunteers took my details and provided me with a blank badge to write my name. As I 
walked around, I noticed that I was the only person with a handwritten name badge. Being my 
first CATESOL conference, I hoped that the other attendees would not think that I was a confer-
ence crasher. I headed toward the Exhibitor Hall, where, according to the information provided, 
the breakfast coffee and tea were located. Unfortunately, there was no coffee or tea left. I was not 
off to a good start, but as I wandered through the Exhibitor Hall, I spotted a very familiar logo: that  

Ingrid Bosetti  

Focus Feature I IñCATESOL 2024;  My F i rs t  CATESOL 
Conference Exper ience  
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Focus Feature I IñFi rs t  CATESOL Conference (Cont . )  

of my alma mater, the University of San Francisco (USF). I was glad to see USF promoting their 
Masterõs TESL program, in addition to their Doctoral program for IME. I was especially glad to 
see the person at the USF tableñmy faculty advisor during my MA program c.2005, my mentor 
throughout my teaching career, and my head chair during my EdD studies, Professor Sedique 
Popal. Iõll elaborate on that reunion later.  

Looking at my conference schedule on the App, I realized I had just 10 minutes to get to my first 
scheduled session. Noticing others heading in the same direction, I simply followed them to the 
King Hall Building. As we were walking the atmosphere and vibe was buzzing, there was an ex-
citing sense of urgency among us attendees, as if we were first-year undergraduate students 
heading to our first class. As we entered the King Hall Building, we scattered to the rooms where 
our selected sessions were taking place. Thirty minutes after my first session ended, I noticed 
many attendees checking their Conference App to find their next session. Several were pacing up 
and down the hallways, looking for room numbers and trying to get oriented.  

AGENDA and CONTENT  

òWe will engage in collegial conversations on topics that are extremely relevant to our profession 
right nowó (Hardacre, B. 2024. CATESOL Digital Program). The conference theme was: Empow-
ering Voicesñbridging communities through civic learning and digital literacies. The 2024 
CATESOL Conference took place from Thursday, November 14th, to Saturday, November 16th. 
CATESOL did an excellent job creating an App for attendees to download, which included the 
conference agenda, a directory of speakers, schedules, and much more. At first glance, the confer-
ence schedule was impressive but extensive. I tried to attend as many sessions as possible that 
related to my Interest Group (IG) memberships, focusing on categories such as professional de-
velopment, skills instruction, and civic engagement. Looking back, I realize I may have been 
overly optimistic in thinking I could physically attend each presentation. However, I appreciated 
the use of CATESOLõs Conference App, which allowed me to prepare a speaker itinerary that 
matched my interests and facilitated easy navigation on-site.  

The virtual conference on Thursday began at 9:00 a.m. and ended around 8:00 p.m. I attended 
seven of the eight presentations, all of which were highly interactive, engaging, and educational. I 
found this to be an excellent segue into the in-person interactions we would experience the fol-
lowing day. Two virtual sessions stood out to me and made a significant impact: Jeff Hutchesonõs 
presentation on Advocacy & Policy: From the Local to the Global, and Dr. Antero Garcia's presen-
tation titled Shift, Return, & Heal: Building Justice from Within Our Classrooms. Both speakers 
made me view the educational needs of second language learners from a more critical perspec-
tive. I believe the recordings of Thursdayõs sessions are still available on the CATESOL website. 
Jeff Hutcheson is the Director of Advocacy and Public Policy for Immigration at TESOL. I found 
Jeff to be incredibly insightful, particularly regarding political matters related to public education. 
His presentation required serious multitasking; I was listening and learning while writing notes, 
typing comments, and asking questions in the chat room. T he essence of Jeffõs presentation re-
volved around the ongoing fight for the rights of U.S. public education for refugee and immigrant 
children. He explained the purpose of Title III, which ensures that immigrant students receive in-
structional opportunities in ESL. Given the political nature of Jeffõs topics, it was inevitable that 
discussions about the severe fears many immigrant communities experienced during the first 
Trump Administration would arise. Equally critical were discussions about Trump's second term 
in office, particularly regarding his immigration policies and the eradication of the Department of 
Education and how this would affect immigrant and refugee children. Throughout this  (Cont.)  
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presentation the discussions in the chat room were energizing and collaborative, and the presenta-
tion intuitive, authentic, relevant, and highly engaging ña great tutorial in U.S. civics!  

Dr. Antero Garcia was a memorable and effective storyteller who spoke about the need to include 
Latinidad literacies in diverse classrooms then spoke about what it means to racialize a language. He 
vividly described how many second language speakers feel discriminated against based on their lin-
guistic abilities and features. I was very familiar with this topic, shared its significance, and have 
written about it myself. The notion that language is racialized is a topic that necessitates immediate 
discussion in todayõs context.  

As mentioned earlier, I missed the 7:30 a.m. registration, orientation, and breakfast for the first in -
person day of sessions. Transitioning from a day of online learning to in -person learning sessions 
reminded me of the immediate and interactive nature of face -to-face learning. Although the time 
spent in each classroom ranged from fifteen to sixty minutes, it was the physical environment that 
lacked substance. Simply put, the classroom surroundings did not match the quality of teaching nor 
complement the needs of many presenters.  That said, the context and content of the presentations I 
attended were innovative, educational, and relevant to the needs of ESL teachers. I thought the pre-
sentersõ ideas for improvement whether in or out of the classroom were practical and could be im-
plemented almost immediately.  

Networking  

People and Events  

Every time I see a large gathering of educators and administrators, I am amazed at the progress 
women have made in this field. Based on my observations, I would estimate that about 75% of all 
attendees were female, and about 95% of exhibitors and sponsors were female. Itõs not a far stretch 
to believe that women are leading the way in TESL and ESL education. It is always a pleasure meet-
ing new educators, and people involved in ESL because we share a common goal; to improve ESL 
content, teaching conditions, surroundings, and the student experience. Therefore, we always have 
something to talk about!  

I thoroughly enjoyed meeting new educators in the Exhibitor Hall. Networking with people who 
share similar interests and who want to improve the teacher and student learning experience was a 
great experience for me. I felt a sense of ESL community. It was also inspirational talking with many 
of the exhibitors who either explained a product, book or an event that aided the teachersõ experi-
ence.  Everyone was positive and energized which made the experience highly rewarding. This is 
where I officially met the Pronunciation Doctor, Marsha Chan. I had spent the last seven months 
joining all the TOP-IG webinars for which she is the moderator and coordinator. So, after seven 
months of getting to know a person via zoom meetings it was very nice to get to know her in person 
at her exhibit, Sunburst Media.  

I also spent some time at the USF table. Interestingly, the longer I stayed there, the more I felt like a 
USF advocate.  I explained the MA and EdD program to many interested individuals. In fact, Profes-
sor Popal joked and asked if I wanted a job promoting the USF TESL and IME programs. When the 
crowd thinned out, I managed to catch up with my mentor, whom I still refer to as Professor Popal. 
Itõs always a privilege to talk with a such an inspirational leader and veteran educator like him who 
has a vast understanding of what is happening in the ESL and TESL community. The more time I 
spent at the USF table, the more educators I met as Professor Popal introduced me to many of them.  

As the day's events were ending, there was one final gathering that required us to stay on (Cont.) 
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campus: the Presidentõs Reception at the Walkway of the Arts. This event was set up outdoors, fea-
turing food, drinks, tables for seating, and live music. It was during this reception that I met Kara 
MacDonald, the Presidentõs Reception 
Coordinator. Ka- ra was working diligent-
ly to ensure the event's success and to 
keep the live mu- sic band warm. A sud-
den snap of cold wind brought icy tem-
peratures to the outdoor venue where we 
were all seated, and I noticed that Kara 
was genuinely concerned about the 
shivering band members. To help them, 
she found an outdoor heater. After-
ward, she joined our table, where I was 
sitting with about four other people. 
It was at this ta- ble where I met some 
wonderful educators from diverse backgrounds and different fields of ESL education. As the event 
drew to a close, a group of us lingered a little longer, chatting and getting to know each otherõs inter-
ests. Itõs during these late evening times at events that you hear the most remarkable stories and 
shared experiences. Thank you to the women who shared those stories. I thoroughly enjoyed con-
necting with so many brilliant women and men dedicated to improving immigrants' lives and en-
hancing studentsõ learning experiences. A heartfelt thank you to everyone at CATESOL who made 
the 2024 conference possible. It was truly a wonderful experience. 

Later that evening I received an urgent call to come home, due to a family emergency. So, I caught 
the first flight out of Burbank back to San Francisco. Consequently, I was unable to attend the Satur-
day sessions and thus unable to write about my experience for this day.  

____________________________________________ 

Did You Attend the 2025 TESOL Conference?  
 

 

 

 

The June Issue of the 
CATESOL Newsletter will fo-
cus on the 2025 TESOL Con-
ference, along with all other 
regular content. We are look-
ing for articles on a range of 

topics related to the CATESOL hosted conference in Long Beach, CA.  

Submit HERE 

Focus Feature I IñFi rs t  CATESOL Conference (Cont . )  

Share your experiences in 

professional develop, net-

working and more!  
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The CATESOL Journal recently published its most recent Special Theme issue, Interactive, and In-
telligent Uses of Technology in Multilingual Classrooms, with Lis Kamhi -Stein and Sharin Jacob as 
issue editors. Take some time to explore the articles for your enjoyment, instructional practice and 
professional develop. HERE. 

 

 

 

 

 

 

 

 

 

 
 

The CATESOL Journal  is also seeking a Book/Media Review Editor. If you have experience as a 
reviewer and can provide assistance to the journal by compiling and editing 5 -6 book/media re-
views per year, please contact the editorial staff at catesoljournal@gmail.com 

The CATESOL Journal  will be opening a call for submis-
sions to a general issue (i.e., not Special  Theme issue) in 
January 2025. Submission information- HERE 

 The CATESOL Journal  - Call for Proposals  

The CATESOL Journal is the official journal of CATESOL. 
It is a refereed academic journal published twice a 
year. The CATESOL Journal is listed in Linguistics and 
Language Behavior Abstracts (LLBA), and the full text is 
available through the EBSCOõs Education Source database. 
Articles in  The CATESOL Journal focus on theory, re-
search, pedagogy, and educational policy related to the 
teaching of English to speakers of other languages, includ-
ing US-born bilinguals, Generation 1.5 students, immi-
grants, and international students. Articles may focus on 
any educational level, from kindergarten to university, as 
well as on adult school and workplace literacy settings.  

mailto:https://escholarship.org/uc/catesoljournal
mailto:catesoljournal@gmail.com
mailto:https://escholarship.org/uc/catesoljournal/articletypestopic
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At the end of 2022, there were an estimated 35.3 million refugees in the world. Despite the humani-
tarian activity surrounding refugees, there is very little prioritization of their involvement in legal 
and political advocacy, service delivery and distribution, process and procedure, or conversations 
about the shortcomings of the protection framework.  Instead, refugees are typically sidelined 
throughout the process. This article briefly discusses the findings from a Critical Discourse Analysis 
of YouTube videos on International Refugee Law (IRL). It highlights the miscommunication of law 
and history to YouTube viewers, the absence of refugee voices, and the role of passivity to which the 
audience is relegated. 

Anyone desiring to educate large sections of the public must adapt to a modern culture that primari-
ly uses television, movies, videos, social media and Internet platforms to access news and facts 
about the world.  Today, most Americans get their version of facts from popular visual media. Often 
when individuals look at visual information, they simply believe that they have understood the en-
tire situation, incorporating it into what they think they already know, without feeling the need to 
investigate further. They tend to trust discourse from whomever they believe to be a credible source 
and ògravitate toward information that confirms their existing views.ó    

General attitudes toward refugees are influenced by, inter alia, narratives about the identities of the 
òvictimó refugees, where they came from, who is persecuting them, and the òsavioró State actors.  
For refugees who try to assert their rights, they can experience government non-compliance with 
legal obligations, the increasing criminalization of those who try to seek refuge, nationalistic dis-
course, fears of national security and terrorism, and public confusion of legal terminology and/or 
ignorance of basic facts. For example, one critical right of refugees is protection from refoulement 
(forced return) to a country in the face of persecution. Nonetheless, refugee advocates have noted 
the failure of U.S. Border Patrol officers to properly screen refugees about their fears of return and 
the uneven application of U.S. asylum law by immigration judges in particular regions.     

The 1951 Convention Relating to the Status of Refugees and the 1967 Protocol Relating to the Status 
of Refugees are the only global treaties that specifically offer protection to refugees. However, these 
treaties only apply to individuals who cross an international border due to persecution and only if 
that persecution is due to race, religion, nationality, membership in a particular social group, or po-
litical opinion. The United Nations High Commissioner for Refugees (UNHCR), sometimes called 
òthe UN Refugee Agency,ó is the main body tasked with ensuring adherence to the treaties.    

To collect a research sample of forty-five YouTube videos in 2022, I used three search terms: 
òrefugee,ó òrefugee law,ó and òinternational refugee law.ó This yielded the following video formats: 
news reports, explanations by academic figures or professional experts, cartoon explanations of law 
and history, personal accounts by refugees, student presentations and activities, commentary by ad-
vocates for refugees, and chapters from a fictional childrenõs book.  While watching the videos, I 
asked three questions. 

How much did the videos explain and were they legally accurate?  

Most videos offered a basic description of the events leading to the formation of the 1951 Conven-
tion and its definition of a òrefugee,ó but exclude information on influences of colonialism and State 
sovereignty, unprotected populations, or refugee rights aside from non-refoulement. With  (Cont.)  

RC- IG Repor tñEducat ing the Publ ic :  A Qual i ta t ive 
Study of  Youtube Refugee Law Videos 

Christina S. Kaufmann  
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one exception, refugees were never referred to as òrightsholdersó with the power to inde-
pendently assert legal entitlements. There was little discussion about child refugees and virtu-
ally no overt mention of race, gender, sexual orientation, disability status. Many of the videos 
suggested that a rushed, disorderly exodus and an arduous journey to sanctuary are prerequi-
sites for qualifying as a refugee ð not Convention requirements.     

In the interest of immediately encouraging as much independence, agency, 
and empowerment as possible, we ALL need accurate information and con-
crete ideas for advocacy and participation.  Organized and centralized mass 
education of legal rights is one of the best ways to protect and defend mi-
grants!    

How did the videos portray the parties involved?  

The sampled videos primarily depicted six parties involved in the refugee situation: politi-
cians, academics/experts, reporters, advocates/humanitarians, students, and the refugees 
themselves, all of whom were rarely shown interacting with one another. No party noted or 
criticized the lack of inter -communication.  Additionally, there was a comparative lack of òtalk 
timeó given to refugees.  Refugees were never asked about their political opinions ð particular-
ly striking given Convention protection for such. For example, in one 8 -minute news report, 
two young single Syrian males were asked pointed questions about their plans for remaining 
in Serbia. Their interview lasted fifty -five seconds. Then, a white German migration expert 
was asked for his opinion on the òBalkan Route.ó His interview lasted four minutes. This void 
implied that who refugees are and what they think ð their inclusion in law and policy ð was 
not important to those who make laws about them, report on them, advocate for them, or 
serve them in other capacities.   

How was the audience supposed to respond to the videos?  

Not only did the videos imply that refugees are not qualified or well -suited to consistently de-
velop, articulate, and assert their own rights, but they also signaled that there was no active 
role for the audience to play either. Essentially, the message was that the viewers themselves 
could not assert power through advocating for the application and development of rights or 
otherwise be involved in refugee protection and legal change.  The audienceõs role was to pas-
sively watch legal monologues and news reports of political developments from afar.  Instead, 
they were invited to privately consider universal values and their own family histories. At 
most, they could leave a comment that perhaps other viewers would read and possibly re-
spond to with their own comments.  In other words, there was no inclusion for viewers either.  
Videos communicated to the audience that, other than feeling guilty or donating money, pub-
lic participation was not even a consideration. Rather, advocacy, action, and power lie within 
the jurisdiction of the UNHCR, non -profits, politicians, and lawyers. Referring to values reaf-
firmed that viewers are, at most, donors. It relayed the false notion that whatever is received 
by refugees is due to voluntary charity rather than legal obligation.  

Endnotes 

  1 UNHCR: U.N. REFUGEE AGENCY, GLOBAL TRENDS: FORCED DISPLACEMENT IN 2022 (2023), https://

www.unhcr.org/sites/default/files/2023 -06/global -trends-report -2022.pdf.  This figure includes only individuals who have 
crossed an international border.  It does not include UNHCRõs estimate of 62.5 million individuals who are internally dis-
placed within their own countries or 5.4 million asylum seekers worldwide.  

                                                (Cont.) 

RC- IG Repor tñ (Cont . )  



 21 

 21 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

CATESOL NEWSLETTER  

  2Richard K. et al., Law in the Digital Age: How Visual Communication Technologies are 
Transforming the Practice, Theory, and Teaching of Law, 12 B.U. J. SCI. & TECH. L. 227, 233 
(2006). 

  3Sherwin, Richard K. et al., What Is Visual Knowledge, and What Is It Good for? Potential 
Ethnographic Lessons from the Field of Legal Practice, 20 VISUAL ANTHROPOLOGY 143, 
161 (2007). 

  4Sherwin, Richard K. et al., Law in the Digital Age: How Visual Communication Technologies 
are Transforming the Practice, Theory, and Teaching of Law, 12 B.U. J. SCI. & TECH. L. 227, 
243 (2006). 

  5NATALIA BANULESCU -GOGDAU, MIGRATION POLõY INST., WHEN FACTS DONõT 
MATTER: HOW TO COMMUNICATE MORE EFFECTIVELY ABOUT IMMIGRATIONõS 
COSTS AND BENEFITS 9 (Nov. 2018). 

  6As specified in Article 33(1) of the Convention, òNo Contracting State shall expel or return 
(òrefouleró) a refugee in any manner whatsoever to the frontiers of territories where his life or 
freedom would be threatened on account of his race, religion, nationality, membership of a 
particular social group or political opinion.ó 

  7Oral Argument, Policies that Prevent Access to Asylum in the United States, Inter -Am. 
Commõn H.R., 161 Period of Sessions (Mar. 21, 2017), https://www.oas.org/en/iachr/
sessions/hearings.asp?Year=2017&Country=USA&Topic=0 (testimony regarding careless 
screening practices for credible fear of asylum seekers and incorrect procedures relayed by 
Customer and Border Patrol officers to asylum seekers).  See also Oral Argument, Human 
Rights Situation of Asylum Seekers in the United States, Inter-Am. Commõn H.R., 161 Period 
of Sessions (Dec. 9, 2016), https://www.oas.org/en/iachr/sessions/hearings.asp?
Country=USA&Topic=0&Year=2016 (testimony regarding òasylum-freeó zones). 

  8Convention Relating to the Status of Refugees, opened for signature July 28, 1951, 189 
U.N.T.S. 137 (entered into force Apr. 22, 1954).  Protocol Relating to the Status of Refugees, 
opened for signature Jan. 31, 1967, 606 U.N.T.S. 267 (entered into force Oct. 4, 1967). 

  9Although òparticular social groupó is arguably open to interpretation, there is no explicit 
language for protection of LGBTIQ+ people or women escaping gender-based violence. 

 10 UNHCR mandates and regional treaties have expanded protection beyond that which is 
stated in the 1951 Convention.   

  11 DW News, Refugees in Europe: Where They Come from and Where They Want to Go, 
YOUTUBE (Nov. 5, 2022), https://www.youtube.com/watch?v=BUVA_5Azrbs.  
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This article reports on the use of the reflective cycle derived from critical pedagogy (Wink, 2011) to 
examine, analyze, and interpret the issue of inadequate tailored support for language learners in 
the authors' educational setting. The discussion begins with an analysis of the challenges associated 
with the lack of tailored student support. A reflection then ensues utilizing the reflective cycle pro-
posed by Wink (2011). The article concludes with a proposed action plan rooted in transformative 
education to address the identified challenges and explore new directions. 

In Critical Pedagogy: Notes from the Real World, Wink (2011) argues that critical pedagogy pro-
vides access to a comprehensive perspective on teaching and learning, both in the classroom and 
the broader community. Wink (2011) further asserts that critical pedagogy involves a process of 
ònaming, reflecting critically, and actingó (p. 9), as illustrated in Figure 1. According to this defini-
tion, the reflective cycle follows a cyclical model encompassing five key stages: focus, description, 
analysis, interpretation, and action plan creation. Ultimately, engaging in critical pedagogy re-
quires participants to continuously learn, relearn, and unlearn.  

As faculty in varying roles at a higher education foreign language institute that provides culturally 
informed foreign language education and training in more than two dozen languages to U.S. mili-
tary service members, the authors serve to support student success through established activities, 
such as the Early Intervention Board and the Academic Attrition Review Board. Upholding the ide-
als of critical pedagogy, the institute conducts end-of-course reviews, collects feedback and reflec-
tions from students and teachers in each class, and utilizes this information to enhance teaching 
and learning effectiveness. 

A review of collected data revealed that critical reflectivity, perspective transformation, and self -
reflection in teaching and learning still have room for growth. Throughout their tenure in this set-
ting, the authors have observed instances where students, despite their enthusiasm for learning for-
eign languages, struggled with assessments and failed tests for various reasons. Consequently, 
they were referred to the Academic Attrition Review Board, with some being reassigned to new 
classes for a second opportunity. Based on anecdotal data collected, some students perceive that 
when they are moved to a new class, instructors may assume they are likely to fail due to their pre-
vious academic struggles. Consequently, some teachers might hesitate to provide the tailored sup-
port necessary to assist these students, leading to potential attrition issues. At the same time, stu-
dents who are struggling with language studies may be reluctant to follow the teachersõ sugges-
tions regarding learning resources and study strategies, which can result in further academic set-
backs. These examples highlight a lack of critical reflectivity, perspective transformation, and self -
reflection among both students and faculty in the teaching and learning processes. This article aims 
to employ a reflective cycle derived from critical pedagogy (Wink, 2011) to examine, analyze, and 
interpret the issue of insufficient tailored support for language students.  

The authors analyze the issues of student success presented within discussion based on data col-
lected framed by the work on critical pedagogy (Wink, 2011). The authors present their discussion 
and recommendations understanding that the many language educators may work in diverse 
classroom and contexts, with a distinct student population. However, the implementation of the 
reflective cycle and tailored student instruction (i.e., not individual instruction) can be informative 
to many ELL classrooms. 

(Cont.) 

Ra’ed Qasem, Siyi Gao & Kara Mac Donald 

Member Submiss ion I :  Ref lec t ion on Apply ing Cr i t i -
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Figure 1 Repeated Feature Reflective Cycle (Wink, 2011, p. 89). Adapted from Criti-
cal Pedagogy: Notes from the Real World (4th ed., p. 89), by J. Wink, 2011, Pearson. 
Copyright [2011] by Pearson Education. 

Analyzing the Problem  

Based on review of the data collected, there is an alarming perception among some students and 
administrators that some faculty members may choose to allocate more teaching resources to the 
students they believe have the potential to graduate rather than those who have been recycled or 
who have underperformed. The interplay between students' self -esteem, abilities, and metacogni-
tive beliefs, and teachers' emotional intelligence and skills, profoundly impacts students' academic 
achievements (Curci et al., 2014, p. 435). Students who feel teachersõ loss of confidence may experi-
ence issues with low self-esteem and motivation. Without care, patience, and tailored support from 
their educators, these students may resist suggestions for improving their learning. Additionally, 
students who have lost motivation in language learning may be unwilling to reflect on their learn-
ing challenges and strategies or make necessary changes. As Taylor (2017) emphasizes, if individu-
als are unwilling to change, educators must recognize the importance of understanding their stu-
dents as unique individuals, acknowledging their preferences, and adopting diverse approaches to 
effectively cultivate transformative learning experiences.  

Interpreting the Problem  

Education goes beyond merely transmitting knowledge, skills, and values; it embraces each stu-
dentõs individuality, subjectivity, and distinctive personhood as they embark on their journey into 
the world as singular beings (Taylor, 2017). For underperforming students facing test failures and 
subsequent recycling to new classes, teachers must acknowledge the uniqueness of each or   
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each learner and recognize that a one-size-fits-all approach does not work for every learner (Wink, 
2011). To effectively support every learner, teachers should be aware that learning entails profound 
transformations of existing knowledge structures and encompasses changes beyond cognition, such 
as shifts in the learner's personality, emotions, and relationships with others (Taylor, 2007). Addi-
tionally, the issue stemming from the lack of tailored support for underperforming students empha-
sizes the importance of building trustful interpersonal connections between students and teachers 
to facilitate transformative learning (Taylor, 2007).  

When learners demonstrate resistance and encounter barriers to transformative learning and 
change, it signifies a deficiency in critical reflectivity, perspective transformation, and self -reflection 
in both teaching and learning processes (Wink, 2011). The comparative analysis model acknowledg-
es studentsõ diverse learning styles, emphasizing that motivated learners are more engaged in the 
learning process and those lacking motivation invest insufficient effort (Bray & Thomas, 1995). Ad-
ditionally, educators should cultivate an awareness of the learner's readiness for change (Taylor, 
2007) and consistently keep in mind "who we were, who we are, and who we teach" (Wink, 2011). 
The potential to foster student changes will be limited unless teachers critically reflect on their prac-
tices or develop profound perspectives on shaping their classroom approach (Taylor, 2007). 

Action Plan  

A comprehensive solution is essential to addressing the absence of reflection practices among stu-
dents and faculty and the challenges of inadequate tailored support for language students and. A 
transformative learning and teaching environment should be created, starting from the institutional 
level and guided by the school leadership. Teachers should be encouraged to engage in critical self-
reflection, evaluating their teaching practices, interactions with students, individual support pro-
vided, and the underlying reasons for their teaching methods. To achieve this transformative envi-
ronment, the establishment of transformative classrooms is crucial. These classrooms actively en-
courage students to engage in self-reflection throughout their learning journey. The goal is to foster 
a community of "collaborative, lifelong learners who take ownership of their own educational pro-
gress" (Wink, 2011, p.179). Several key principles should be embraced and integrated into the teach-
ing and learning methods.  

Firstly, the institution should adopt problem -posing principles to foster an environment where 
teachers and learners trust and respect each other's contributions and recognize the significance of 
their involvement (Wink, 2011). Also, the institution should offer periodic, transformative training 
programs for new and seasonal teachers to emphasize their role in creating a safe and supportive 
learning space while guiding students in their knowledge acquisition (Wink, 2011). Transformative 
teachers should possess expertise in their subjects and understand their students' unique back-
grounds and diverse needs. Encouraging students to explore the "why" behind their learning and 
cultivating critical thinking skills should be at the forefront of teaching practices (Wink, 2011). In 
addition to subject expertise, teacher training should emphasize self-reflection on teaching methods 
to ensure equal opportunities for students to maximize their learning potential. Understanding the 
motivation behind their teaching approach is crucial for educators (Wink, 2011).  

Furthermore, teachers should avoid making judgments about students based solely on test results 
or labeling them as passive learners. Instead, a caring and empathetic approach should be adopted, 
helping students recognize their strengths and weaknesses while encouraging them to reflect on 
their learning process (Wink, 2011). Teachers must be courageous and patient in guiding 
students through problem -solving and assisting them in developing plans by nurturing   
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study plans. By nurturing a collaborative relationship with learners, educators can empower stu-
dents to take charge of their learning (Wink, 2011).  

To help students become transformative learners, the institution should also provide comprehen-
sive training to students and classroom teachers every semester and equip them with essential criti-
cal reflection skills. The training will enable students to acknowledge the interplay between cogni-
tive and emotional processes, enabling them to evaluate various options and make decisions while 
assuming responsibility for their learning (Taylor, 2017). Teachers should prioritize establishing 
trustful relationships with their students to create a conducive learning environment. This environ-
ment should encourage active participation in questioning discussions, open exchange of infor-
mation, and the pursuit of mutual and consensual understanding (Taylor, 2017). Moreover, teachers 
play a vital role in helping students understand the significance of being reflective and transforma-
tive learners. Engaging students in classroom practices that facilitate the development of critical re-
flection is key. Tools such as reflective journaling, classroom dialogue, and encouraging critical 
questioning will aid students in their reflective process. Educators need to recognize that nurturing 
reflective learners is an ongoing process that requires time and continuous practice (Taylor, 2017). 
Furthermore, teachers should foster joint reflection through peer dialogues, promoting positive peer
-learning partnerships. A positive language learning environment, characterized by effective in-
struction and supportive teacher -student and peer relationships, enhances learner motivation and 
success (Tam, 2009).  

To assess the effectiveness of the actions and strategies, the institute leadership should conduct end-
of-course feedback surveys and interviews. These feedback mechanisms will provide valuable in-
sights into the impact of the implemented changes and allow for continuous improvement and re-
finement of the transformative learning environment. The institute can then make informed deci-
sions to enhance the educational experience and better meet the needs of its students and faculty.  

Conclusion and New Focus  

In conclusion, the authors propose that their institute should spend additional time in the òunlearnó 
phase which òinvolved a shift in philosophy, beliefs, and assumptionsó (Wink, 2011, p. 39). Leader-
ship at the institute may possibly consider adopting problem -posing principles and invest in com-
prehensive teacher and student training to create an empowering and transformative language 
learning environment. This approach fosters effective collaboration between teachers and students, 
creates profound learning experiences, and develops critical thinking skills crucial for students' suc-
cess. By incorporating critical reflective learning practices, the institution can nurture transforma-
tive learners who excel in critical reflection, actively engage in their learning, and embark on a life-
long journey of continuous growth (Wink, 2011).  

However, it is important to acknowledge that there is limited knowledge about the impacts of fos-
tering transformative learning on learner outcomes (Wink, 2011). The institution should focus on 
assessing students' learning outcomes and their ability to apply transformative learning strategies 
to sustain foreign language proficiency for their post -graduation job responsibilities. This assess-
ment may identify student challenges based on which the institution can further refine its curricu-
lum and support mechanisms. This continuous improvement will ensure that learners and gradu-
ates are well-prepared to excel in their future personal, professional and/or language -related tasks/
jobs and contribute effectively to their personal endeavors and/or professional fields.  
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Game-based learning (GBL) is an innovative teaching ap-
proach that integrates elements of play, competition, and in-
teraction into educational activities. This method has proven 
to significantly enhance student engagement, motivation, and 
learning outcomes, particularly in language education. This 
article explores the foundations of GBL, its benefits, and prac-
tical applications, including examples of language games that 
can be used in classrooms to promote interactive and immer-
sive learning environments.   

Definition of Language Games  

Language games are dynamic and interactive learning strate-
gies designed to enhance language acquisition in an engaging 
and stimulating manner (Ghazy et al., 2021). They encompass a variety of structured activities, ex-
ercises, or challenges that incorporate elements of competition, collaboration, or problem-solving to 
captivate learners and facilitate the learning process. Often associated with game-based learning 
(GBL) or educational games, these activities serve specific pedagogical purposes, such as reinforc-
ing vocabulary, practicing grammar, improving pronunciation, or developing conversational fluen-
cy. 

A distinguishing feature of language games is their ability to transform the learning experience by 
integrating fun, motivation, and cognitive engagement into lessons. Unlike traditional teaching 
methods, which may rely heavily on rote memorization and passive learning, language games en-
courage active participation and experiential learning, making complex linguistic concepts more 
accessible and enjoyable. Whether played individually, in pairs, or in groups, these games provide 
opportunities for learners to practice the target language in a low -stress, supportive environment, 
helping to alleviate language anxiety and build confidence in real -world communication (Bado & 
Franklin, 2014). 

Teachers can tailor language games to suit various abilities, proficiency levels, and learning objec-
tives, ensuring that activities align with the specific needs and abilities of their students. These 
games can be adapted for different language skills, including speaking, listening, reading, and 
writing, making them versatile tools for comprehensive language instruction (Ghazy et al., 2021).  

By incorporating language games into the curriculum, educators create a more dynamic, immer-
sive, and student-centered learning experience, ultimately fostering greater linguistic competence, 
confidence, and enthusiasm for language learning. 

Foundation of Game-Based Learning in Language Education 

Game-based learning in language education is grounded in the work of several influential scholars 
who recognized the educational benefits of games. Jean Piaget, a Swiss French psychologist, em-
phasized that children learn best through play and interaction, highlighting the role of games in 
cognitive development and active learning. Soviet psychologist Lev Vygotsky introduced the con-
cept that social interaction is essential to learning, advocating for collaborative games to enhance 
communication and teamwork in language acquisition.   

(Cont.) 
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More recently, James Paul Gee, a professor at Arizona State University, 
has been a leading voice in game-based learning theory. His research on 
video games as educational tools underscores their potential to develop 
critical thinking, problem -solving abilities, and language proficiency 
(Gee, 2013). In his book What Video Games Have to Teach Us About 
Learning and Literacy, Gee argues that games provide valuable learning 
experiences by simulating real-world contexts. Collectively, these ex-
perts have demonstrated that incorporating games into language educa-
tion fosters engagement, enhances learning outcomes, and promotes 
critical thinking skills.  

Benefits of Incorporating Game -Based Learning in Language Classrooms  

Integrating games into the classroom offers numerous advantages, supported by research and 
classroom observations. Key benefits include: 

1. Boost Engagement and Motivation: Games captivate studentsõ attention, maintaining their fo-
cus and enthusiasm for learning. 

2. Encourage Active Participation: Games promote active involvement, enhancing teamwork and 
collaboration.  

3. Alleviate Anxiety: Games reduce students' anxiety about language learning, fostering confi-
dence in speaking and practicing. 

4. Strengthen Language Skills: Games improve listening, speaking, and comprehension abilities 
because it requires communication and interaction among students.  

5. Develop Cognitive Skills: Games stimulate critical thinking, problem -solving, and memory 
retention. 

6. Expand Vocabulary Acquisition: Games help students retain and expand their vocabulary 
through repetitive, context -driven practice.  

7. Master Grammar and Sentence Structure: Grammar-focused games enhance understanding 
and application of complex structures.  

Types of Game-Based Learning Activities  

Game-based learning includes a range of activities designed to enhance language acquisition and 
student engagement. These activities can be broadly categorized into hands-on games, traditional 
board games, and digital games, each serving distinct educational purposes. Hands-on games in-
volve teacher-created activities that use tangible materials tailored to specific learning objectives.  

These activities promote collaboration and active participation, fostering both linguistic and cogni-
tive development (Bado & Franklin, 2014). Traditional board games, such as Scrabble or card-based 
activities, focus on building vocabulary, improving spelling accuracy, and constructing sentences 
in the target language. By engaging in these structured yet interactive games, learners enhance 
their creative thinking and language skills. Digital games leverage technology platforms such as 
Kahoot, Jeopardy, and BookWidgets to provide interactive and gamified learning experiences. Ac-
cording to Bado and Franklin (2014), these tools allow educators to design customizable activities 
that align with lesson objectives, increasing student motivation and participation. Collectively, 
these game-based learning activities create an engaging and effective environment for language 
learners, reinforcing key concepts through play.  
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Examples of Effective Language Games  

1. Heads Up Game 
This word -guessing activity involves one player holding a card 
with a word or image on their forehead, while the other partici-
pants provide descriptive clues without directly stating the word. 
This game promotes the development of speaking skills, creativi-
ty, and teamwork, as it requires students to think quickly and ar-
ticulate descriptions effectively.   

2. Storytelling Activity  
In this collaborative exercise, students collectively build a 
narrative, contributing one sentence at a time. This activity 
fosters listening skills, stimulates creativity, and encourages spon-
taneous thinking, as students must react promptly to the contri-
butions of their peers.  

3. Spelling Bee Competition  
In this competitive activity, students 
are tasked with spelling words aloud 
while also providing their 
meanings. This exercise not on-
ly supports vocabulary reten-
tion but also enhances public speaking abilities, boosts confidence, 
and encourages careful attention to language structure (Sari, 2017). 

 

4. Board Game Activity  
Using speaking prompts and dice, students engage in interac-
tive discussions, which are designed to encourage meaningful 
conversation. This activity enhances communication skills by 
creating opportunities for students to practice language in a 
social and dynamic context.  

5. Word Association  
In this activity, students take turns saying words related to a 
chosen theme, which encourages rapid cognitive processing 
and vocabulary recall. This game serves as an effective tool for reviewing and reinforcing lexical 
knowledge, while also promoting quick thinking.  

6. Spin the Wheel  
In this digital or physical activity, a wheel displays vocabulary or 
grammar prompts. Students spin the wheel and are required to ei-
ther form sentences using specific words or respond to questions 
based on the prompt. This game provides an engaging way for stu-
dents to practice language structures and vocabulary, fostering 
both individual and group participation.  

Conclusion  

Game-based learning is a powerful tool in language education, offering an engaging, inter-
active approach to developing linguistic and cognitive skills. By incorporating well - (Cont.) 
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designed language games, educators can transform the classroom into a dynamic environment 
where students thrive. Drawing from the theories of educational pioneers and practical applica-
tions, GBL provides a foundation for a more effective and enjoyable learning experience. 
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About a year ago I (SK) was in a local drugstore and made a few purchases. The salesperson had a 
distinct German accent, and I spoke to her in German. Her response: òWie lange Sind Sie schon hi-
er?ó (How long have you been here?) She assumed I was from Germany or Austria. She was very sur-
prised that I was not German.  

I had not spoken (or read) any German for 50 years! I had acquired (not just learned) German when I 
spent a year in Vienna, studying piano, and I was exposed to a lot of comprehensible and interesting 
German. I had had only one year of German class before going there, but I made rapid progress: I 
took a German class at the university, which was very well done, lots of comprehensible and interest-
ing input, and made good friends with the other students. English was not yet the universal second 
language ñ we spoke German among ourselves, and we recommended interesting and comprehensi-
ble German novels to each other. I also met and got to know their friends, native speakers of German. 

I have had a similar experience with French. My French is to at least some extent still there, thanks to 
my interest in French science fiction, especially books by Bernard Werber (Les Fourmis). I did most of 
my reading of French science fiction about 25-30 years ago and have had very little exposure to 
French since then. But a lot of it is still thereé. 

Similarly, I (NA) as a native Farsi/Persian speaker studied Arabic and English during my middle and 
high school years for 7-8 years. However, I did not acquire much Arabic or English through the tradi-
tional methods that were taught in our education system. The teachers would mostly give us gram-
mar lessons and vocabulary lists to memorize for exams. Once the exams were over, I, along with the 
other students in class, would fully delete them from our memory.  

On the other hand, I started taking EFL (English as a Foreign Language) classes after school hours in 
a language institute that used comprehensible input and optimal input (Krashen & Mason, 2020) to 
teach the language. To my own surprise, within a few months I was able to start teaching English at 
the same language institute I had started acquiring English as a beginner student in shortly before 
(you can read more detailed accounts about our language experiences via Krashen & Ashtari (2024) 
Vonnegut meets Rumi: The Karass Hypothesis, and Ashtari, & Krashen (2024) The Path Hypothesis 
and becoming polyglots cited in the reference section). I have had similar experiences with German, 
French, and a few other languages when the acquired language was retrievable but òlearnedó lan-
guage was not, which guided us to the following hypothesis:  

Hypothesis: òAcquiredó language stays with us, but òlearnedó language, much less so.  

Have others had experiences similar to ours? 
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òFun is just another word for learning.ó  

Raph Koster, Author of A Theory of Fun for Game Design 

The distinguished psycholinguist, Dr. Frank Smith in his research stated that there are 3 states of 
mind: (1) learning, (2) boredom, (3) confusion. Many of the traditional learning environments includ-
ing schools and educational settings, as he concludes, for many students are a combination of the last 
two states: boredom and confusion (Smith, 1971). True learning, on the other hand, happens when 
students are interested and excited about the content of a lesson and get to witness their own growth 
throughout their learning process (Ashtari & Krashen, 2020; Krashen & Ashtari, 2021). Games by na-
ture can establish an environment where the learners are so interested and engaged that they are also 
acquiring new knowledge and skills at the same time.   

Throughout human history, games have been an integral part of all cultures as one of the oldest 
forms of human social interaction. Games allow people to go beyond immediate reality and expand 
their imagination. As us humans have evolved, our games have also changed with us. The design 
and production of modern and digital games these days involve aspects of cognitive psychology, ed-
ucational pedagogy, computer science, environmental design, and storytelling, just to name a few 
(Ashtari, 2018; Hao, 2020). These advanced games can also be helpful when it comes to second lan-
guage acquisition. As our world becomes more interconnected, the players are also becoming more 
international and global. Hence, acquiring foreign languages has become more commonplace during 
the last century.  

In SLA, we have the concept of language learning versus language acquisition. Language learning is 
defined as a conscious process of òstudyingó the target language, grammar rules and memorizing vo-
cabulary lists with frequent tests and grading. On the other hand, language acquisition is referred to 
as a subconscious process of òpicking upó the target language by understanding messages or what 
we hear and what we read (Krashen, 1982). In this sense, games can provide a great foundation for 
language acquisition by the means of players using and understanding messages that are comprehen-
sible to other players to accomplish the goal of the game. In other words, games can provide optimal 
input. According to Krashen & Mason (2020), optimal input has four main characteristics:  (1) it is 
comprehensible or understandable to the person, (2) it is compelling or very interesting to the indi-
vidual, (3) it is rich in language and gives the reader/listener contextualized support for understand-
ing and acquiring new aspects of language, and (4) it is abundant with great opportunities for the lan-
guage acquirers to be exposed to their target language. Since many game players are already interest-
ed in games, they make the language comprehensible, compelling, rich, and abundant for each other.  

Another theory that goes hand in hand with games bringing digital and linguistic communities to-
gether in SLA is about club or group membership. Smith (1988) first discussed group/club in terms of 
literacy development for children, explaining that in order for a child to develop literacy, s/he needs 
to have a strong sense of belonging as a potential reader and writer, or in other words be accepted as 
a potential member of the "literacy club." Krashen (1982, 1997) brought forth a similar concept in SLA, 
by describing that when language acquirers consider themselves as potential members of the group 
speaking their target language as their L1 and feel accepted by those members, their affective filter 
goes down and their language acquisition progresses better. Games and game players in many cases 
create communities for each other where each player works with others to accomplish cer-

Member Submiss ion IVñVideo Games:  Br idg ing Dig i -
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tain tasks within the confines of the game as they create their own version of group/club member-
ship to help and communicate with each other throughout the process.   

Communities of Practice (CoP) and speech communities are also relevant theories when it comes to 
games and SLA. Communities of Practice (CoP) are defined as groups of people who share a common 
interest and who come together to fulfill both individual and group goals. Speech communities are 
groups of speakers who share rules and norms for their specific language use (Van Herk, 2018). By 
creating their own CoP and speech community, game players practice their shared language and im-
prove their communication skills along the way. Therefore, games can provide optimal input, club/
group membership, and confidence/community building opportunities for SLA. They can also be 
great resources for research, as a quote attributed to Albert Einstein once stated, òplay is the highest 
form of researchó and depicts a key role of the learning process including experimentation, imagina-
tion, and problem -solving. As a case study, the first author of this paper (TH), via an autoethnogra-
phy lens explored his own journey in acquiring English through the use of video games in his book 
Play to Learn: Use Video Games to Learn a New Language (Hao, 2020). 

Growth and Impact of Gaming  

The gaming industry has expanded significantly since the early 1970s, growing from a US$200 mil-
lion market in 1978 to an estimated US$52.7 billion in 2010, surpassing the revenues of both the music 
and movie industries. Initially concentrated in North America, the industry quickly expanded world-
wide, driven by short product life cycles, technological advancements, a workforce rooted in gamer 
subcultures, and a distinctive òcultural odoró that influences international appeal and tourism 
(Cucuel, 2012). Today, the gaming sector holds an essential role in the global economy, with major 
publishers sometimes outperforming established corporations in market potential and driving tech-
nological innovation and employment worldwide (Podskrebko & Ivanchenko, 2021). One example of 
this growth is South Korea, where online gaming has become a key part of modern culture, there are 
televised tournaments, celebrity gamers, and strong government backing. Youth culture increasingly 
associates with online gaming, viewing it as both a form of entertainment and a major social plat-
form. South Koreaõs strength in its domestic market and rising global presence demonstrate the role 
of policy, high -speed broadband infrastructure, and cultural integration in shaping this sector (Jin, 
2010). 

Apart from entertainment, gaming has proven to be an effective educational tool. Research shows 
that games can foster intrinsic motivation, a key element in sustained learning. The challenge-reward 
systems in digital games strengthen motivation and engagement, allowing primary school students 
to improve their English language skills through structured, game -based sessions. In these settings, 
learners practice vocabulary, grammar, and communication in a supportive environment, reporting 
greater enjoyment and active participation despite obstacles such as limited access to technology and 
the need for careful instructional design (Duisenova, 2024). Compared to traditional classroom meth-
ods, which can sometimes feel repetitive or stressful, game-based learning has been shown to im-
prove academic performance, problem-solving skills, and critical thinking. Research also indicates 
mixed effects on motivation, with both positive and negative outcomes reported (Alnoori & Hindi, 
2022; Yu et al., 2020). These benefits are particularly evident in language acquisition, where digital 
games provide engaging and interactive ways to develop English skills.  

Modern video games, particularly 3D massively multiplayer online role -playing games (MMORPGs), 
can serve as effective tools for ESL learners by combining immersive virtual settings with structured 
language-learning methods. In these environments, language is essential for character pro-
gression and interaction with both non -player characters and other participants, leading  (Cont.) 
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to measurable gains in vocabulary and conversational skills. Preliminary evidence suggests that inter-
mediate and advanced ESL students experience a 40% increase in English vocabulary and a twofold 
rise in chat exchanges, indicating that MMORPGs can enhance motivation and support second-
language acquisition (Rankin et al., 2006). In addition, a study with basic and intermediate ESL col-
lege students in Puerto Rico found a significant correlation between time spent playing online multi-
player video games and greater confidence, as well as reduced anxiety in using Englishñindicating 
that these games can provide a safe setting for practicing communication skills (Horowitz, 2019). 

Multiplayer games may also provide a low -pressure setting for second-language learners to practice 
communication, increasing confidence and reducing anxiety about using English (Horowitz, 2019). 
Additionally, the integration of text -based instructions, character dialogues, and narrative elements 
exposes ESL learners to multiple forms of English, from informal conversations to more structured or 
technical language. Many games incorporate mechanics that naturally encourage language use. Mul-
tiplayer titles often require players to communicate with teammates to plan strategies, assign roles, 
and solve in-game challenges. Online games also provide chat or voice tools that facilitate real-time 
conversation. The interactive nature of games can be a great value to ESL students since gaming envi-
ronments frequently involve repetitive tasks and immediate feedback, prompting students to inter-
pret on-screen instructions, respond to prompts, and refine their language skills. For example, Bikas 
et al. (2024) found that providing immediate, detailed feedback during gameplay promotes more ef-
fective skill acquisition, supports self -regulated learning, and helps reduce detrimental behaviors, ul-
timately contributing to playersõ well-being. Research on the story-driven game BONE has shown 
that it helps college students expand their vocabulary, improve listening and reading skills, and stay 
motivated to learn English due to its engaging design (Chen & Yang, 2013). Similarly, Peterman et al. 
(2014) document a high school ESL classõs collaborative effort to design a literacy-based video game 
informed by second-language research. By incorporating visual, auditory, and interactive elements, 
the game provided multiple ways for students to engage with curricular texts, develop vocabulary 
and language structures, and remain actively involved in learning. However, Rankin et al. (2009) stat-
ed that inexperienced players may face dual challenges: learning basic game mechanics while also 
working toward language -related goals. Their study on second-language students using an 
MMORPG found that collaborative play with native speakers improved vocabulary acquisition, 
though learners who played independently progressed more quickly through game tasks.   

In conclusion, video games play a pivotal role in bridging digital and linguistic communities in sec-
ond language acquisition. By providing comprehensible, immersive, and interactive environments, 
they facilitate language acquisition in dynamic, context -rich settings that traditional methods may not 
replicate. Through engaging narratives, collaborative gameplay, and authentic interactions with play-
ers from diverse linguistic backgrounds, video games offer an invaluable opportunity to practice real -
world communication skills. The integration of digital and linguistic elements in gaming not only en-
hances linguistic competence but also fosters a sense of community among language acquirers, mak-
ing language acquisition a more engaging and socially meaningful experience. As technology contin-
ues to evolve, the potential for games to further enrich SLA through innovative and inclusive ap-
proaches will only grow, offering us new and exciting avenues to explore language acquisition in the 
digital age. 
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The CATESOL Newsletter has been publishing quarterly issues on a regular scheduled basis since the Spring 
of 2020. Over the years, the issues have become more robust with contributions from a variety of CATESOL 
members, CATESOL leadership, and invited author and guest author submissions. 

Amy Sleep joined the newsletter team in September of 2023, and this has not only allowed for a division of the 
work, but also discussions on how we can improve the logistics of publishing the newsletter. One significant 
change to the platform that the newsletter is produced in before being converted to a PDF for publication on 
the CATESOL website. The newsletter has been produced in Microsoft Publisher, which has served the publi-
cationôs needs well but it is an application not compatible with Macbooksô operating systems and is not sup-
ported by web-based word processing platforms, like Google docs.  

To move away from one individualôs personal computer being a hub for CATESOL Newsletter submissions 
and final layout version of the newsletterôs issue for publication, we are looking into another platform that is 
web-based and allows for easier free-time collaboration. We are planning for Amy to do a few duplicate article 
layouts in Canva, or another application, this issue on the back end to work out any glitches, tweaks needed 
etc. We are still publishing Issue 57-2 using Publisher. However, depending on how the trial goes, we will ei-
ther fully move to the new platform for the June or September issue. The general CATESOL Blue will remain 
and the general look and feel of what has been used as a template will remain, but with a slight shift to note the 
change in platform and the ongoing development of the newsletter.  

There will be no change to accessing the newsletter on the CATESOL website.  

 

 

 

CATESOL Newsletter Team 

Kara Mac Donald, Newsletter Editor 

Amy Sleep, Co-Editor 
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Member UpdateñCATESOL Newsletter Experiencing Healthy 
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F ish ing Vi l lages o f  the  Monterey  Bay   

The Monterey Bay of California is a region saturated with history. Some of this history is embodied by historic 
buildings or statues that can be visited. Much of this history, however ñarguably the most interesting histo-
riesñexist today only in the pages of books. 

The Chinese in Monterey Bay  

Seized by the American navy in 1846, the city of Monterey was officially ceded to the United Statesõ Military in 
1847 and became a state in 1850. Around the same time, three Chinese junks (traditional Chinese sailboats) left 
the tumult of Guangdong Province. They sailed across the Pacific Ocean, tracing the coast of Asia up to the 
Aleutian Islands, then crossing the Bering Sea, and following the North American coastline southward, even-
tually reaching California. Reportedly one ship was lost at sea, while the other two landed near todayõs Point 
Lobos State Park (Monterey County). There, the Chinese families were rescued by American Indians, who 
sheltered them and taught them how to survive in the new environment.   

The first commercial fishermen in the Monterey Bay, the Chinese developed a thriving community spread 
across three villages, which eventually collapsed under the weight of racist American policies and societal atti-
tudes. Their history of these villages, the story of marginalization, will break the heart of anyone who possess-
es one. The contributions of these Chinese to California and American history are innumerable. Most well -
known is their labor in building railroads to San Francisco, as well as the transcontinental railroad. Less well 
known are the contributions of individual Chinese people to science, having collaborated with early biological 
studies of marine life of the Monterey Bay (Ibis Education & Media, 2024). 

Marginalization and Cultural Misappropriation  

By 1853 it is reported that 600 Chinese people were living in the Monterey Bay (Monterey County Historical 
Society, 2024). Progressively, Chinese fishermen became marginalized, being forced to work only at night, and 
their communities forced to live farther from Monterey. The Chinese Exclusion Act passed by Congress in 1882 
not only stopped immigration from China but effectively turned the Chinese living in the US already into sec-
ond class citizens: they could not vote nor own property and were required to carry identification papers at all 
times (Ibis Education & Media, 2024).  

Ironically, while being Chinese became legally punishable, appropriating Chinese culture became fashionable 
among non-Chinese Americans. In 1905 the first Feast of Lanterns was held by the Chautauqua Institute, in 
which Chinese culture was misappropriated by Californians of European descent. The annual tradition contin-
ued until the 1920õs but was resumed in 1958 as a touristsõ gimmick. Notwithstanding, in 1906, the Chinese 
fishing community at todayõs Point Lobos State Park was burned to the ground, presumably by arson, in view 
of the external pressure on the Chinese to relocate and anti-Chinese feeling (Monterey Bay Aquarium, 2024). 

After the fire, a charity baseball game was held in Pacific Grove to raise funds for the Chinese residents, now 
homeless (Ibis Education & Media, 2024). In 2022, the city of Pacific Grove, which was founded by and re-
mained largely populated by devout Methodist Christians, issued an apology for the fire. Interestingly, Pacific 
Grove was the last òdryó city in Californiañpermitting the sale and consumption of alcohol only in 1968 
(Heritage Society of Pacific Grove, 2021). 

Available Materials  

This history is beautifully retold through an interactive website housing numerous video clips. Descendants of 
these communities share the history and lore, richly detailed and intimately connected to the flora and fauna of 
the region. These resources would make for wonderful lessons for ESL learners that highlight Americaõs social 
diversity, questions of discrimination and cultural appropriation, and the role of linguistic and cultural identi-
ty within the American mosaic. Available materials include (but are not limited to):  

¶ Interactive website with videos found here 

Roger Anderson  

(Cont.) 

https://storage.googleapis.com/ibiseducationandmedia/CHINESE_FISHING_VILLAGE/story.html
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¶ Monterey Weekly article (here) on Pacific Grove City Councilôs 2022 apology for the 1906 fire 

¶ Text of the Pacific Grove City Council apology is also available on same page 

¶ Website of the history of Fishermenôs Wharf found here 

¶ Atlas Obscura website found here on the Whalersô Cabin at Point Lobos State Park 

¶ City of Monterey posted a YouTube video on the cityôs Chinese Heritage found here 

¶ Boats on the Bay (website and display) at the Monterey Bay Aquarium found here 

¶ Monterey County historical society website on the Chinese fishing villages here 

¶ KSBW Action 8 News video clip on the Walk of Remembrance here 

¶ 1906 article from the Pacific Grove Review on the villageôs destruction found here 

Brainstorming Lesson Ideas (for various ages of learners)  

¶ Thanksgiving time: Learners could recreate conversations that likely took place between the ship-
wrecked Chinese and the native Ohlone people. 

¶ Halloween  time: Who can dress as whom for Halloween ? Who owns a culture ? Are there limits 
what people can/cannot do with cultures to which they do not belong  ? What was/is the Chau-
tauqua Institute, and what were the beliefs and traditions that led it to celebrate/appropriate Chi-
nese culture? 

¶ Biology: Many species of sea life are mentioned in the videos (abalone, hagfish). What was the 
Chineseõs role in studying them? Why did this matter for science ?  

¶ Service learning/field trips to Monterey Peninsula: Pacific Grove Natural History Museum to see 
the numerous displays about this community; Point Lobos State Park to see the whaling station; 
Monterey Bay Aquarium to compare the Ohlone and Chinese fishermenõs boats; participate in the 
March to Remember, which occurs annually in mid -May in Pacific Grove, or even contact mem-
bers of Montereyõs Chinese community to allow students to gain further, deeper insights into this 
community (if they are so inclined)  

¶ Engineering: Could astute middle schoolers or high schoolers replicate the engineering that the 
Chinese and Ohlone used to build sea-worthy fishing vessels? 

¶ High School/University: Students could research the Chinese Exclusion Act and its impacts on 
Chinese living legally in America: What did the text of the law actually say?  

¶ Moral/religious perspectives: What factors (economic, social) cause self-described religious peo-
ple to act intolerantly of other cultures?   

¶ Community change: Just as the Whalersõ Cabin at Point Lobos State Park demonstrates how the 
Chinese community gave way to the Japanese, then the Portuguese, then the Italian communities, 
other cities have similarly changed faces over the generations; students could identify one com-
munity and research it.  

Ultimately, creative instructors can create whatever lessons are appropriate for their curricula after 
having immersed themselves in this history. Materials provided (free of charge) by Ibis Education 
and Media allow one to do so at oneõs convenience. 

Conclusion  

Discussing issues of justice, of social justice, and of cultural and linguistic diversity in contemporary 
American society has become highly fraught. And yet there is a strong desire among 

 (Cont.) 
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many students across schools and institutions for an understanding of how California became the vi-
brant, prosperous, multicultural place that it is today. ESL learners may be equally as curious but 
may be reluctant to express their curiosity. Facilitating greater familiarity of Californian history, and 
thus American history, can be an avenue for such discussionñdeveloping studentsõ linguistic and 
communicative competencies while deepening their appreciation for the complexities of our multira-
cial, multicultural democracy. Of course, if instructors are not familiar with these histories, with the 
history of their state, they will be unprepared to kindle their studentsõ spark of curiosity. 
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Introduction  

In the dynamic landscape of language education, the traditional view of strictly segregating lan-
guages in the classroom is giving way to a more comprehensive approach known as translanguaging, 
which involves the intentional and strategic use of students' entire linguistic repertoires to facilitate 
deeper understanding and enhance language acquisition. This pedagogical shift acknowledges the 
multilingual realities of students and promotes the strategic use of all available linguistic resources to 
enhance language acquisition. At institutions focused on foreign language education, this approach 
becomes particularly crucial as diverse linguistic backgrounds enable students and faculty to draw on 
a wider array of linguistic resources, enriching the learning process and fostering deeper connections 
between languages. 

I. Which types of students do we have in our classrooms?   

We have a variety of student with diverse language experiences, so it is important to consider the 
strategies used by colleagues because different languages may not be learned in the same way due to 
their roots or other determining factors. For instance, in programs where French is taught, 
translanguaging has been successfully employed by relying on students' linguistic repertoires and 
implementing differentiated instruction after establishing their profiles. Two cases will illustrate this: 
one involving a student struggling with academic English while using Vietnamese during individual 
work, and another involving a student from Puerto Rico making connections between Spanish and 
French. These diverse profiles necessitate a nuanced pedagogical approach, meaning that educators 
must tailor their strategies to address the unique linguistic strengths and challenges of each student. 
This involves assessing individual learning styles, leveraging students' existing linguistic knowledge, 
and implementing differentiated instruction to foster more effective language acquisition.  

Example 1: Thai Female Student 

Background: Vietnamese origins; emergent bilingual English learner.  

Academic Struggles: Difficulty with academic English.  

Translanguaging Practices: Using Vietnamese during individual work and assessments.  

Details:  

This student faced several challenges: 

There was a discrepancy between her proficiency in speaking, written and oral comprehen-
sion, and her achievement in assessments. She performed better on multiple-choice questions 
than open-ended ones, which required coherent sentence formulation. Although she under-
stood reading and listening materials, she lacked the academic English proficiency to demon-
strate comprehension effectively. 

When abstract concepts were explained using English and Spanish, she sometimes missed crit-
ical points. 

Her average performance showed variation across skills, with the strongest being 

Guest  Author  I ñ  Trans languaging in  the Fore ign Lan-
guage Classroom: Going Beyond Scaf fo ld ing Toward 
the Target  Language  

Tamegnon Demagbo and Habib Soumahoro  

(Cont.) 
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speaking and reading but notable struggles in listening. Her learning style profile revealed 
strengths in tactile and kinesthetic learning, followed by visual learning, with auditory learn-
ing being her weakest area. 

Support Actions Taken:  

She was encouraged to remain flexible in her choice of note-taking language during reading 
and listening tasks. Using Vietnamese notes improved her retention and allowed her to 
translanguage effectively into English.  

Tactile and kinesthetic learning activities were implemented, such as designing cultural arti-
facts and presenting them, sometimes using Vietnamese for preparation and transitioning to 
the target language or English for explanations. 

Supplemental resources, such as news-based English materials, were recommended to im-
prove comprehension and test-taking skills.  

One-on-one interventions ensured understanding when abstract concepts were explained us-
ing multiple languages.  

Outcome: Despite her challenges, the student achieved a commendable level of proficiency, 
highlighting the effectiveness of a translanguaging approach.  

 

Example 2: Male Student from Puerto Rico 

Background: Native Spanish speaker, learning English and French simultaneously. 
Translanguaging Practices: Connecting Spanish (first language) to French (target language). 

Details:  

From the outset, it was clear that this student struggled with expression despite understanding 
the content. Diagnostic assessments revealed that his primary obstacle was English, not 
French. To address this, the following strategies were employed: 

He was asked to summarize daily lessons in Spanish before translating them into English. This 
approach demonstrated his comprehension while allowing him to bridge the gap between lan-
guages. 

His exercises included multiple -choice questions in both English and the target language to 
build familiarity with test formats. Activities in Spanish from external language learning re-
sources were also incorporated to reinforce understanding. 

As he mastered these, the focus shifted to writing summaries in French, which he then trans-
lated into English daily. Though tedious, this method proved highly effective.  

Outcome: The student achieved high proficiency levels and received recognition for his ac-
complishments, showcasing how translanguaging facilitates language acquisition.  

II. Accommodating Diverse Students   

Translanguaging acknowledges that language boundaries are porous, and students' languages often 
coexist and influence one another. For example, in classrooms where translanguaging is embraced, 
students might alternate between their home language and the target language to clarify concepts, 
build confidence, or enhance their understanding. This coexistence might manifest in activities like 
collaborative projects where multilingual students are encouraged to draw on all their 

 (Cont.) 
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linguistic resources to communicate and solve problems effectively. This recognition underpins the 
creation of a pedagogical environment that respects and utilizes students' full linguistic repertoires.  

 

III. Rationale for Translanguaging and Transing Pedagogy   

Transing pedagogy involves changing habitual mindsets, fostering socially -just stances, and rejecting 
rigid and homogenous language practices. This approach aligns with the realities of multilingualism 
and emphasizes the interconnected nature of language learning. 

IV. Two Conflicting Views of Literacy in Second Language Acquisition   

Conflicting perspectives on literacy development in second language acquisition prompt a reassess-
ment of teaching practices. Some argue for separating languages strictly, while others, like Canagara-
jah, emphasize navigating life across multiple languages, challenging traditional notions of linguistic 
boundaries in education.  

V. Scaffolding Versus Strategic and Transformative Approaches to Translanguaging  

V.1. Scaffolding Stance 

A scaffolding stance treats translanguaging as a temporary support mechanism. Studentsõ primary 
languages are used to explain concepts but are often suppressed in formal communication. 

V.2. Transformative and Strategic Translanguaging 

A transformative stance views translanguaging to challenge language hierarchies and empower stu-
dents and teachers. This approach integrates studentsõ full linguistic repertoires into lesson planning 
and redefines language education as a collaborative, inclusive process. 

Conclusion   

Embracing translanguaging is not just about accommodating diverse linguistic backgrounds but 
transforming language education. For instance, a classroom integrating translanguaging might allow 
students to use their home languages to brainstorm ideas before expressing them in the target lan-
guage. This practice not only facilitates deeper comprehension but also empowers students by vali-
dating their linguistic identities, thereby fostering a richer and more inclusive learning environment. 
It involves moving beyond standardized notions of language, integrating translanguaging into lesson 
plans, and rethinking barriers in assessments and program durations. The goal is to embed 
translanguaging in teacher education, fostering a transcultural approach that welcomes studentsõ 
home languages and cultures into the classroom. This shift represents a philosophy that celebrates 
linguistic diversity and promotes socially just language practices.  

References: 
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Classroom Act iv i t ies  I ñ  Using AI  to  Teach About   

Nat ional i t ies :  An AI  Overv iew for  ESL Teachers  

With the current state of technology in education, artificial intelligence (AI) is changing how teachers 
plan and deliver lessons. AI can now assist ESL educators design unique, engaging, and culturally 
enriched lessons on a variety of topics, including nationalities. This article provides ways in which AI 
can be used to enhance your teaching practices, from lesson planning to content creation, focusing 
specifically on teaching nationalities.  

A. Lesson Planning Made Easy with AI  

AI tools like ChatGPT or Gemini can help reduce the duration of lesson planning, and offer various 
suggestions for activities and resources. Hereõs how you can use AI to prepare lessons on the topic of 
nationalities:  

 1. Generating Lesson Outlines  

 Write a prompt like:  

 "Create a one-hour ESL lesson plan on teaching nationalities to beginner level learners." 

 The AI will provide a structured outline, including objectives, activities, and assessments. You 
 can refine the suggestions to match your teaching style or class needs. 

 2. Developing Discussion Questions  

 AI can create open-ended questions to encourage deeper conversations. For example: 

 "List discussion questions about nationalities and cultural identities for a classroom activity."  

 This might yield prompts like, òHow does your nationality influence your traditions?ó or 
 òWhat stereotypes exist about different nationalities?ó 

B. Creating Engaging Teaching Materials  

AI is a powerful tool for generating customized teaching materials, saving time while ensuring varie-
ty. 

 1. Flashcards and Visual Aids  

 Use AI design tools like Canva to create flashcards showcasing flags, traditional clothing, or 
 iconic landmarks from various countries. Teachers can pair these visuals with text identifying 
 the nationality (e.g., òJapaneseó or òFrenchó). 

 2. Custom Worksheets  

 Request AI to generate exercises tailored to your studentsõ proficiency levels. For example: 

 "Create a fill-in-the-blank worksheet on nationalities for beginner ESL learners." 

 The output might include sentences like:  

 o òMaria is from Spain. She is ________.ó 

 oòPeople from Germany are called ________.ó 

 3. Audio and Listening Activities  

AI tools can also generate audio clips with various accents or pronunciations. For example,  (Cont.) 

 

Marc Anthony Santmaria  
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 o"Iõm from Italy, and my favorite hobby is making pasta from scratch!ó 

 These clips can be used for listening comprehension or pronunciation practice. 

C. Enhancing Your Cultural Knowledge  

Teaching about nationalities often requires cultural insights. AI tools can provide detailed infor-
mation to enrich your lessons. 

 1. Research Support 

 After learning about your studentsõ national backgrounds, ask an AI model the following: 

 "Provide ways to communicate common traditions in Mexico to my students, given their be
 ginner level in English"  

 Use this information to create culturally authentic lesson content.  

 2. Exploring Comparisons  

 AI can help you design comparative exercises, such as:                                                                                                                                  
 "Provide ways to describe how French and Japanese nationalities are celebrated through cult
 ural festivals to beginner level ESL students" 

Teachers can use these insights to encourage cross-cultural understanding in the classroom.     

Conclusion     

By adding AI in your lesson preparation, you can save time, access creative resources, and improve 
your lessons on nationalities. From generating lesson plans and materials to enhancing your own cul-
tural knowledge, AI empowers teachers to create engaging, inclusive, and effective ESL instruction. 
Embrace these tools to not only teach language but also create cultural awareness, preparing your 
students for a connected world. Let AI lighten your workload and boost your teaching impact!  

____________________________________________ 

Did Your Present at the 2025 TESOL Conference in Long Beach, CA? 
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CATESOL Blog Update ñNew Book Review Format Availa-

ble on the CATESOL Blog  

As of February, the CATESOL Blog Book Review has launched a new format for book reviews under 
the column title as Book Review Reflections. The newly available book review format strives to make 
submissions more accessible to more authors who may wish to publish work on texts they may find 
beneficial but may not be familiar with book reviews as a genre or may have not written a book re-
view before and may like a way to get their feet wet in sharing information on a book interest to 
them. 
 
Existing Practice - Format for Book Reviews  
 
Book Reviews are sole authored or co-authored pieces that summarize each chapter of a text individ-
ually, w ith the book review directly reflecting the structure of the published book. The book review 
author/s also write and introduction to the overall book chapter summaries, as well as a Conclusion 
to the overall book review. The length of the of the book reviews are not regulated. The length is 
guided by the length of a book and the depth of content addressed, and so the authors make the de-
termination of the length of the review.  
 
Newly Established Practice - Format for Book Review Reflections  
 
Book Review Reflections  are sole authored pieces that summarize the text overall, with a summary of 
the overall bookõs content. The book review reflection author does not need to specifically write and 
Introduction and Conclusion to the overall book review reflection. The length of the book review re-
flections is not regulated. However, based on the nature of the format, we expect the length of these 
submissions will be between 400-800 words depending on the length and nature of the bookõs con-
tent. 
 
What Books Are Eligible for Book Reviews and Book Re-
flections on the CATESOL Blog  
 
Academic journals frequently have standing calls for book  
reviews. These reviews most often than note focus on newly 
published books, but the CATESOL Blog accepts submission 
on books regardless of the publication year. We serve a range 
of members and a longstanding classic texts may be new to a 
recent TESOL graduate entering the field. Or a long used 
faithful books by a veteran educator may benefit many mem-
bers who are not aware of it. So, if you have a book that speaks to you, we invite you to develop a 
submission to share with your peers. 
 
Examples of two Book Review Reflections, published for February and March contributions can be 
viewed here.  
February: Book Review Reflection: English L2 Reading: Getting to the Bottom. By Barbara M. Birch and 
Sean Fulop  
March: Book Review Reflection: Working Collaboratively in Second/Foreign Language Learning. Edi-

Michelle Skowbo and Kara Mac Donald  

https://catesol.org/blog/catesol-blog
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In my long foreign language teaching career, I faced many challenges to convey the concepts of my 
native tongue to foreign learners; that includes the structure of the language, the tricky conjugations 
of verbs, the unexpected silent word ending pronunciation, let alone many diphthongsõ variations 
and the gender dissociation, to just name a few. 

When learning a foreign language, the excitation to speak in a different language often takes us to 
misconstrued statements. The greatest difficulty is to not refer to what we know in our own lan-
guage. We easily find refuge into literal translation instead of integrating the concepts of the new 
language. As much as teachers have the responsibility to educate learners in the purest manner for 
them to become bilingual, the learners also have the responsibility to accept the way the new lan-
guage they are learning, functions. 

Acceptance 

I still remember vividly a student who was struggling with the grammatical structure and who 
couldnõt conceive the simplest layout even in her own language, as some similarities are still to be 
noticed between English and French. The first past tense, to which French learners are confronted, is 
òpass® compos®ó, composed of an auxiliary and a past participle, which could follow the same struc-
ture in English or could also be translated by the preterit.  

Example: Jõai conduit ð> I have driven or I drove  

The example above evokes the conjugation of one verb only òconduireó (to drive). The student could 
not accept that simple fact, she insisted two verbs were conjugated òto haveó and òto driveó. Look-
ing at the simplest expression, two verbs are used indeed and the first conjugation relates to the 
helping verb, and I would like to pause my explanation right here. We are in fact talking about a 
helping verb that will lead to the conjugation of the main verb òto driveó. We could therefore consid-
er the helping verb, otherwise called an auxiliary, a doorstep to the full conjugation of the French 
compound tense. The student could not pass the usage of the two verbs, she resisted the explanation 
I gave and stick to the number of verbs used instead of accepting the final objective. She blocked her 
own comprehension by refusing the grammatical explanation provided, let alone the exact transla-
tion that was made in English.  

I would like to present a different example that will illustrate the rection of verbs. From one lan-
guage to another, the usage of a verb might be accompanied by a preposition or not. Letõs take the 
example of the verb òto wait foró, notice the preposition òforó after the verb, it gives the verb a dif-
ferent meaning than just using the verb òto waitó. A French learner of English for instance, will make 
the mistake at first to occult the preposition, because for the same meaning, the verb òattendreó 
doesnõt use any. And reversely, an English learner of French will systemically use a preposition in 
French, because there is one in English, when there is none in French.  

Example: Jõattends le bus -- > I am waiting for  the bus 

This is the danger of the literal translation. It is so much easier to find refuge in what we know and 
let the native tongue supersedes supersedes all the grammar rules in every foreign language (Cont.) 
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we would like to learn. However, being a good linguist, implies to follow the grammar rule of the 
learned language. Acquiring the intricacies of the new language is difficult because it forces us to 
get out of our comfort zone and accept its structure. As learners, we have a tendency to trust what 
we know from our native tongue and holds it for the universal truth but it is not working, and 
when we persist in the wrong direction, it makes us superficial linguists because we are reluctant 
to put ourselves through the effort of properly learning the other language. We shouldnõt be afraid 
of hurting because a new concept is so difficult to understand, we should accept to suffer through 
the process of learning and make sure to learn and apply the language as it is and not as we would 
like it to be.  

Chomsky considers that the human being is inborn with language and disposes of a universal 
grammar. I would like to emphasize on the fact that any human being, through the society he 
evolves in, rather naturally possesses a native tongue, but that doesnõt give him any predisposition 
to learn a new language. Some of us develop an early interest in languages and demonstrate will-
ingness to learn it following its grammar rule that defines a refine expression while others use 
more of a spontaneous way to learn, often tainted with the bias of their native tongue, which 
doesnõt present the learners with an obvious talent for languages, but rather severe difficulties in 
the acquisition of a new language. In this case, we often observe deceit and reluctance to take any 
further step. Learners reach a plateau and are no longer willing to accept the difficulty of the task 
and they get overwhelmed by their negativity, which logically has a negative impact on their expe-
rience and results. That being said, it can always evolve. 

The role of emotions  

Linguistic and psychology have been recognized as intertwined in the 20th century. Emotions play 
an important role in learning a new language or in teaching it for that matter. As a result, 
òpsycholinguisticó is a key-element encompassing the acquisition, the comprehension and the pro-
duction of a second language process. 

Positive emotions enhance the learning process but they donõt guaranty success. If a too heavy 
load of work taxes the learnersõ patience, it might affect their desire to continue to learn the foreign 
language of their choice. In addition, if the results donõt follow expectations, the excitement of the 
beginning might rapidly fall into deceit. We observe the exact same feeling in the educators. Emo-
tions can remain positive if methods and strategies offer a steady level of work and balanced re-
sults. In a fast pace learning environment, prompted by high -tech supplemental material, we 
might be able to alleviate complex language structures, offer drills to develop automatic compre-
hensive acquisition, but we cannot produce a mindset kit for the students to use. Despite of all the 
knowledge, experience and developed material from the instructors, we cannot change the stu-
dentsõ comprehensive approach if they choose not to follow the instruction as it has to be deliv-
ered, nor can we emphasize enough the importance of the homework, having learners would dis-
miss it too often. 

Harboring the learning of a foreign language necessitates to accept constructive criticism and to be 
patient with oneself. I believe there are two types of learners, those who are detail oriented and 
care about all these little connectors that will, in time, make them better linguists, and those who 
only care about proficiency and will gladly mix up same rooted languages in their inconsistent 
message for as long as theyõre conveying the point. The required proficiency level-based final test 
might still give them the possibility to succeed, but it is not always the case.  

                  (Cont.)  
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The difficulty is to reconcile the two approaches and target the same goal of reaching a conversa-
tional level in a relatively well elaborated manner. Regardless the learning style, the positive ap-
proach supported with correctness and accuracy, has a much better chance to see good and asser-
tive linguists come out of the program. The negative perspective of not accepting to be rerouted to-
wards the correct grammar and the adequate vocab, will only produce unstable speakers with the 
expectation to let the listener sorting out the true meaning of what they meant to say, truly unrelia-
ble. Reinforcing positive emotions no matter how fastidious the process can be through leads the 
path to a successful perspective. 

Implications for the ELT Classroom  

Drawing on an ELT study exploring the role of mixed emotions in language learning (Alrabai, 
2022), we can expand on the role of positive emotions as a crucial factor in language learning. How-
ever, the types of psychological and emotional factors of learners may be more dynamic and di-
verse in many ELT settings in the U.S., than I addresses above. Many educators may be teaching 
and working with learners across a broad range of ages who may have unique personal situations 
and past experiences that directly impact their learning experiences. Supporting the language learn-
ing and personal growth of students who are experiencing or have experienced trauma and future 
uncreatability requires accounting for the past and current emotions of learners and how they im-
pact their learning and the need to create a safe space for experimentation and use of English.   

Conclusion  

The excitement of learning a language may conduce to various behavior and apprehensive feelings, 
entrusting the skilled and experienced teaching teams will definitely uncover studentsõ talents and 
make their learning experience unique and fulfilling. The positivity of their emotions, enhanced 
through engaging and diverse activities, reflecting on their progress and resilience, in the long run 
will train remarkable linguists. I remain convinced that their role in communication and interna-
tional partnerships will open the door to a more efficient diplomacy and a greater world stability.  

Reference 

Alrabai, F. (July, 2022). The role of mixed emotions in language learning and teaching: A positive 
psychology teacher intervention, System.107, 10282. https://doi.org/10.1016/j.system.2022.102821 

Call for Submissions  

More Information at: https://www.redwoods.edu/ah/home/personas.html  

General Guidelines:   

Fiction submissions:  One submission per author. No more than 2,000 words. Non -fiction/essays: 

One submission per author. No more than 2,000 words. Poetry: Three poems per author. Each po-
em no more than two pages in length. Please submit poems in the format you wish them to be pub-
lished.  Art: Three pieces per artist. All mediums considered. Submit a scan or photo or the original 
piece.  

Please proofread carefully, Personas will not copy edit your work.   

All submissions should be sent to  jonathan-maiullo@redwoods.edu  

With the subject line:  

òPersonas Submissionó and the title of your submission.   
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Digital media and multimodal writing are commonplace in the online landscape and students are con-
stantly interacting with such texts in their everyday interactions and access to online content. The au-
thors draw on Pierceõs (2022) work on digital storytelling (CATESOL Blog Book Review) to highlight 
the educational value of storytelling and the rationale for making digital storytelling a part of instruc-
tional practice to foster Intercultural competence (ICC) a norm in the language classroom. The authors 
share the value of incorporating digital storytelling assignments and projects that are focused on pro-
cess versus outcome to build visual and auditory cognizance and engage learners beyond surface level 
culture through active analysis and critical reflection. Such assignments permit learners to form hy-
potheses and apply learning to other socio-cultural knowledge. By expanding their understanding and 
cultural competence, they can understand how cultural aspects sustain target language values and how 
these core values influence language use, transmitting and reinforcing dominant attitudes and beliefs.  

Digital Storytelling: What -Why -How  

Digital storytelling leverages digital media tools and platforms to tell stories and share information. It 
leverages the combination of text, images, audio, video, and animations to create a multifaceted com-
municative message. Digital storytelling goes beyond a mastery of written language; it requires skillful 
use of audio, visuals, and music to effectively convey a story, the presentation of information and/or 
argumentation of a point of view. Digital storytelling fosters the development of essential human skills 
around meaning communication, while engaging students with curriculum content and providing 
them opportunity to develop their voice and explore their identity as a language learner. Individual 
and collaborative projects that tap into students' imagination foster problem -solving and decision-
making skills. These projects, created from student-generated content, also encourage consideration of 
the audience, which requires level appropriate language tailoring for genre and register.  

The Digital Storytelling Model  

Digital storytelling is based on a process model of instruction. It focuses on the processes the instruc-
tional steps leaners are involved in, rather than the content being taught. The model serves as one mod-
el for learners to research, leverage creativity in design and the planning, implement logistical planning 
collaboratively as action, resulting in a tangible product within meaningful communication the paral-
lels authentic language texts. The communication by learners serves to support their development of 
realistic use of the language, as well as providing other learners and/or users of the language with real-
istic language material. 

1.   Planning : Involves research to select appropriative authentic content to be meet the defined learn-
ing objectives. 

2. Leveraging Creativity in Design and Planning : Involves incorporating innovative thinking and 
problem-solving strategies to enhance the design process and achieve unique, effective solutions.  

3.   Implementing Logistically Planning: Encompasses collaborative discussions, hands-on engage-
ment and technology integration.  

4.    Tangible Realistic Communication: Focuses on ensuring that messages are not only understood 
but also feel grounded in reality, offering real -world applications or solutions that people can easily 
grasp and connect with. 
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The process model is not unique to the Digital Storytelling model. There are other common models 
that a process-oriented approach. Such as, i) ADDIE Model: A five -phase framework: Analysis, De-
sign, Development, Implementation, and Evaluation, that emphasizes iterative development and 
continual improvement. ii) Backward Design: Aimed at identifying desired learning outcomes first 
and then planning the instruction and assessments to ensure alignment. iii) Constructivist Ap-
proach/es: Students have a primary role in in constructing their own understanding and 
knowledge through experiences and reflection.  

The process model is, however, suited to digital storytelling in the classroom as a means to build 
visual and auditory cognizance with a focus on fostering ICC, which builds not only language skills 
and proficiency, but also understanding and resiliency in constantly change world that is applicable 
for Elementary, Middle School, High School, Post-Secondary language learners. 

Intercultural Competence Development  

As teachers, we know the facts of culture. Those on the surface that are visible as artifacts, those that 
are observed in practices and those that are the underlying values and beliefs that foster the mani-
festation of the prior two forms of observable cultural practice/s.  

 

 

 

 

 

 

As teachers, we also know that we have to assist students to notice cultural practice/s, deconstruct 
these practices on the visible, practice and value levels. However, we may be using valid. 
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However, we better support students if we do so by leveraging digital storytelling to make their 
classroom language learning more parallel to how they access English in their personal and daily 
experiences. Even as leaners of English, students are interacting with digital media and multimod-
al writing in their L1 and English, depending on their level of profiency. For them it commonplace.  

Student Examples   

Here, we would like to share examples of how digital storytelling models can enhance language 
learnersõ cultural competence. These examples come from international students studying in an 
English as a Second Language (ESL) program at a university language learning center. As part of 
their coursework, students worked on digital cultural projects to deepen their cultural understand-
ing beyond surface-level concepts. 

Project topics included comparisons of American and target -language education systems, as well 
as holiday celebrationsñsuch as the Chinese Lunar New Year versus American Christmas. In a 
previous project, students demonstrated their cultural understanding by moving beyond cultural 
products to explore values and perspectives. They collaborated in teams to research American and 
Chinese educational systems, highlighting key issues within both. This research broadened their 
understanding of parental expectations from different cultural perspectives, helping them to recog-
nize how various cultures perceive and value education.  

The most recent project compared American and Chinese cultures to capture the essence of differ-
ing cultural values. Both projects underscored the importance of providing language learners with 
opportunities to gain a deeper understanding of cultural concepts. By engaging in digital storytell-
ing, students were able to critically deconstruct their own cultural beliefs and reconstruct new per-
spectives through cultural exchanges and mutual understanding.  

Conclusion  

The authors summarize some key instructional design and implementation points discussed 
above. 

Å Engage learners with collaborative projects learning 

Å Focus on process than outcomes  

Å Provide an opportunity to compare/contrast own culture with that of the language of study  

Å Develop cross-cultural understanding through muti -faceted activities/projects  

Å Transform cultural understanding beyond surface concrete levels  

Å Connect learners with technology: digital immigrants and digital natives  
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Jon Phillips 

We have all experienced it: some students just like to do all the talking in the classroom. Whether itõs 
the outgoing student who is always well prepared, the student who thrives off of attention and al-
ways has her hand in the air, or a student with slightly higher proficiency   or confidence who gets 
nervous with silence from classmates who rarely volunteer, and jumps in to answer ð there tends to 
be one, two, or a handful of students who talk the most during any classroom discussion. This be-
comes a problem when such a dynamic becomes routine and the quieter, more introverted students 
have fewer opportunities to say something. What to do when students routinely dominate? How do 
we make the class more inclusive, so everyone has regular opportunities to participate? Whatõs the 
best advice based on the research?  

The Cold -Call Strategy  

Tom Sherington in his teacherhead blog is a big advocate of cold calling as the preferred questioning 
mode (Sherington, T., teacherhead.com, 2021). He makes a distinction between these two scenarios: 

Scenario 1 

The class is dominated by questioning where the teacher engages primarily with students who volun-
teer with hands up or by simply calling out. Itõs the norm. It can seem lively on the surface, but nearly 
always itõs just a few students who dominate while others are marginal: passive; silent. They might 
be thinking; they might not be. Itõs possible to think nothing and say nothing and nobody will notice. 
Usually this goes along with questions such as: Can anyone tell meé? Can anyone rememberé? 
Who knowsé? Does everyone understandé? Who has an answer foré? Some students usually have 
answers, so others just donõt have to. Some studentsõ default is just to wait for someone else to an-
swer. 

Scenario 2 

The class where the teacher nearly always selects who should respond next by name. No hands up; 
no calling out, it could be anyone. This is the norm. Students all anticipate being asked to respond, 
sharing their thoughts. Everyone mentally prepares an answer to every question in readiness for be-
ing selected. They are all involved. Nobody dominates. Over time, everyone contributes. Questions 
are addressed to the whole class followed by a pause and thenéJose, what do you think? Irina, what 
answer did you get? Ahmed, how do you explain it? Thinking is required from everyone and every-
one is included. 

When the teacher is in questioning mode asking questions, Scenario 1 is very common. In Scenario 2, 
the teacher has trained his students to use the cold calling strategy, randomly calling on students to 
increase student engagement and not letting them sit passively. Scenario 2 depicts a classroom where 
the teacher is using the cold calling strategy: when the teacher chooses who to respond and it could 
be anyone. Itõs a strategy promoted strongly by Doug Lemov in his book, Teach Like a Champion 
(Levov, D., 2021) and incorporates a five-step process: 

¶ Ask the question: Ok, everyone, what is the main idea in the reading passage? 

¶ Giving thinking time: (no hands up, no calling out; scan the room as the students think, keeping 
the focus). 

¶ Select someone to respond: So, Ahmed, what were you thinking? (warm, invitational). òI thinkéó 

¶ Respond to the answers. Yes, thatõs right. Can you add anything? òYes,...ó 

Teacher  Tra iner  Ser ies #4:  Bu i ld ing Inc lus ive  Class-
rooms  
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¶ Select and call on another student: Great. And Tatiana, what do you think? 

In the cold call Scenario 2, Ahmed and Tatiana anticipate being asked; they think and engage; itõs the 
norm. The students have been trained in the cold call strategy from early on in the course and they 
know what is expected of them. Itõs safe, friendly, supportive and inclusive. If students are wrong or 
not sure, the teacher finds out and can respond, offering appropriate support or instruction. The Sce-
nario 1 experience could be very different. The teachers asks a question to the whole class: Does any-
one know the main idea of this passage? Ahmed knows. He raises his hand. Heõs correct. The teacher 
thanks him and moves on. The other students remain quiet and may be unengaged, may not even 
have thought of an answer. This may happen all the time with more dominant students rushing in to 
answer, so they may not even expect to give an answer when questions are asked. According to a 
2010 BBC report: Where Hands-up In Class is Banned (https://www.bbc.com/news/education -
11090044), it might be close to only 25% of students that consistently put their hands up. This is a 
problem. 

The apparent controversy of banning hands-up as an engagement and assessment tool is actually 
covered extensively online. Do a quick Google Search and you will find news articles ranging from 
òSchool Bans Pupils from Raising Hands in Classó (https://www.independent.co.uk/news/
education/education -news/school -bans-pupils -raising-hands-up-class-samworth -church-academy-
mansfield-nottingham -a7449361.html) to òHands-up: Bring back the practice into the classroom, says 
government behavioral -tsaró (https://www.telegraph.co.uk/education/educationnews/11850350/
Hands-up-Bring-back-the-practice-into -the-classroom-says-government-behavioural -tsar.html ). 

Teachersõ reactions to using the cold call strategy 

Teachers have mixed reactions to using the cold call strategy. Many teachers love it and have their 
own adaptations for randomly calling on students. Other teachers have mixed feelings and may 
choose to use it sometimes. Here are some teacher reactions from redd.t.com/r/Teachers/
comments/1fmfa8v/never.cold.call/:  

¶ The teacher cold calls and then allows students to òphone a friendó if (when) they have no idea 
whatõs going on. So the cold-called student is allowed to call on anyone with a hand up to find out 
the answer, and then they have to tell the teacher. 

¶ If the original student called on doesnõt know the answer, cold call on another student. Always 
come back to the original student and let them know they should answer the first time next time. 
Students will learn to listen more actively because they know the teacher is going to bounce it 
back to them to answer. 

¶ Some teachers use a spinner so that it randomly picks a studentõs name. Therefore, everyone has 
to be alert and paying attention.  

¶ Some teachers use a random number generator on their phone. It keeps it fair but allows the 
teacher to skip certain students if it isnõt appropriate for some reason to be called on. 

¶ Other teachers write their studentsõ names on index cards ð and randomly turn over a card at a 
time for cold calls.  

¶ Some teachers use an app to get an instant name the moment they ask a question, e.g. http://
www.inpocketsolutions.com/random -student.html . 

¶ Other teachers mention that cold-calling needs to be a student-by-student thing. Students who are 
good listeners but profoundly anxious do exist. But some students need to be anchored in the dis-
cussion and do get a little worried about following along when a teacher cold calls, but itõs a 
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https://www.bbc.com/news/education-11090044
https://www.bbc.com/news/education-11090044
https://www.independent.co.uk/news/education/education-news/school-bans-pupils-raising-hands-up-class-samworth-church-academy-mansfield-nottingham-a7449361.html
https://www.independent.co.uk/news/education/education-news/school-bans-pupils-raising-hands-up-class-samworth-church-academy-mansfield-nottingham-a7449361.html
https://www.independent.co.uk/news/education/education-news/school-bans-pupils-raising-hands-up-class-samworth-church-academy-mansfield-nottingham-a7449361.html
https://www.telegraph.co.uk/education/educationnews/11850350/Hands-up-Bring-back-the-practice-into-the-classroom-says-government-behavioural-tsar.html
https://www.telegraph.co.uk/education/educationnews/11850350/Hands-up-Bring-back-the-practice-into-the-classroom-says-government-behavioural-tsar.html
http://www.inpocketsolutions.com/random-student.html
http://www.inpocketsolutions.com/random-student.html
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healthy worry. òAlways cold calló or Never cold calló are both too extreme. Students learn in dif-
ferent ways. Some good advice is to let students discuss something with a partner before cold call-
ing. Teachers have to know their students before using a cold calling strategy and it certainly 
doesnõt work for all 

¶ Other teachers mention that they cold call students all the time and rarely take volunteers right 
away. But they let students know the question is coming, give them time to think, whether itõs 
writing it out or talking with a partner, or simply just some silence to think. But at the end of it, 
they all know that they could potentially be called on.  

To Raise Hands or to Not Raise Hands: That is Not the Question  

As we all know, hands -up has worked for a long time, and it has its place in my and every other 
classroom I have visited to some degree. Is hands-up really as damaging to building an inclusive 
classroom as some cold-call proponents suggest, or is it more an issue of exercising better judgement 
about who you call on, and how often you call on them? Obviously, if you have a teacher asking the 
same few students in the class to always answer questions, that is the bigger problem. Ultimately, it 
might not make sense to talk in extremes and start banning hands-up entirely. Instead, we should 
question how often we employ this age -old technique ð one that is so ingrained in our own experi-
ences in education that it seems like an essential component of a lesson ð and seek to add a range of 
effective techniques to our teaching toolkit.  

Managing dominating students in small group work  

To manage class group work inclusively and prevent students from dominating, you can try a num-
ber of strategies: assign roles within groups, actively monitor interactions, use structured discussion 
techniques, provide opportunities for individual contributions, and explicitly teach collaborative 
skills; ensuring everyone feels valued and has a chance to participate meaningfully. 

Key strategies:  

¶ Purposeful group composition  
There is no one best way of grouping or pairing students to ensure that all maximally participate. 
The key is knowing your students well, their personalities, how they interact, their proficiency 
levels, and so on. Sometimes you may deliberately create groups with a mix of abilities, personali-
ties, and learning preference to encourage mutual support and diverse perspectives. Or you may 
find that grouping the dominant students together and the quieter students in another group 
works better. Depending on studentsõ personalities and interactive dynamics, sometimes pairing a 
stronger student with a less proficient student can work. You might try different options to see 
what works most effectively with your students.  

¶ Explicit role assignments  
Designate specific roles within each group such as facilitator, notetaker, timekeeper to ensure eve-
ryone has a defined responsibility.  

¶ Structured discussion protocols  
Utilize techniques like ôround robinõ where each student shares their thoughts in turn, or ôthink-
pair -shareõ to give everyone a chance to formulate ideas before sharing. Try think-pair -share 
when you have asked the class a question. 1. Ask students to think individually for a short time. 2. 
Then ask students to pair with someone sitting nearby and discuss answers with their partner. 3. 
Finally, call on one or more students to share their answers with the whole class. Make sure to al-
low adequate time for thinking and pairing. It can be tempting to cut off those phases too early. 
Students likely need more time to work through questions than you might think.  

Teacher  Tra iner  Ser iesñ (Cont . )  



 57 

 57 
 

CATESOL NEWSLETTER  

¶ Individual accountability  
Incorporate individual components with group projects, such as providing some time for students 
to write down reflective notes or self -assessments, to ensure everyone is actively contributing 

¶ Active monitoring  
Regularly circulate around the room to observe group dynamics, identify potential issues, and 
provide timely support to struggling groups.  

¶ Direct feedback  
Provide specific feedback on group interactions, highlighting positive collaborative behaviors and 
addressing instances of dominance. 

¶ Teach collaborative skills  
Devote time to explicitly teach students how to listen actively, respect different viewpoints, build 
consensus, and provide constructive feedback. 

¶ Positive reinforcement  
Acknowledge and praise students who actively engage others, share their ideas thoughtfully, and 
demonstrate respectful listening.  

Some final thoughts on building an inclusive classroom  

When a few students tend to dominate in the class, itõs important to address it early on. If a student is 
consistently dominating, have a private conversation to discuss the importance of group participation 
and suggest strategies to encourage others. Establish clear group norms that emphasize respectful 
communication and equal participation. If necessary, temporarily adjust group roles to give a domi-
nant student different responsibilities that focus on collaboration. Other important considerations in-
clude group size: smaller groups of 3-4 students often promote more equal participation than larger 
ones. Clear expectations: ensure students understand the specific goals, assessment criteria, and col-
laboration expectations for group work activities. Finally, flexibility - be prepared to adapt your ap-
proach based on the unique dynamics of each group and individual student needs.  

Resources 

Lemov, D. (2021). Teach like a champion 3.0: 63 techniques that put students on the path to college. 
Jossey-Bass, 3rd edition. 

McPherson, M.B., and Liang, Y. (2007). Studentsõ reactions to teachersõ management of compulsive 
communities. Communication Education, 56 (1), 18-33. 

Quigley, A. (2013, February 3). Inclusive Questioning. Retrieved from The Confident Teacher Blog: 
https://alexquigley.co.uk/inclusive -questioning/  

Rogers, G. (2024, May 29. Inclusive questioning: A shift in mindset. Retrieved from https://
www.linkedin.com/pulse/inclusive -questioning-shift -mindset-gareth-rogers-srype/  

Sherrington, T. (2020, September 14). Top three! High-impact inclusive questioning strategies. Re-
trieved from Teacherhead Blogs: https://teacherhead.com/2020/09/14/top -three-high-impact-
inclusive -questioning-strategies/  

òUsing effective questions to engage studentsó. Retrieved from Center for Innovative Teaching Blog: 
https://teaching.cornell.edu/teaching -resources/engaging-students/using -effective-questions-
engage-students 
 
 

Teacher  Tra iner  Ser iesñ (Cont . )  



 58 

 58 

Hear ye! Hear ye! CATESOL Members, new and old! 

Our Member Profile has undergone a significant improvement, allowing members easier and more 
direct communication with members who have similar interests, areas of expertise, and physical 
proximity.  

View and edit your new and improved profile  

Please log into www.catesol.org  with your username and password. If you canõt remember your 
password, click òForgot your password?ó and enter a new one. 

After signing in, you will see your Member Menu . 

On the right youõll see whatõs already entered in the section My Profile . 

On the left, in the section Member Dashboard , under Member Information , click Change 

Contact/Profile Info . 

 

 

 

 

 

 

 

 

 

 

 

 

 

1. Please complete or update your personal and contact information. 

2. Indicate your professional position(s) and key in your school or affiliation.  

Next select one or more (unlimited) of each of the following categories: 

¶ Levels 

¶ Interest Groups 

¶ Regional Chapters 

Your choices reflect what Message Board messages you get 

Selecting a group in any of the three categoriesðLevels, Interest Groups, and Chaptersðwill auto-
matically connect you to peers in the identically named Message Board, a feature of the associated 
project/committee (the term used by Memberleap, our association management software). (Cont.)  

¶  
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CATESOL Web Manager CommunicationñMember Profile Update
Marsha Chan  

http://www.catesol.org


 59 

 59 

 

 

 

CATESOL NEWSLETTER  

CATESOL Web Manager CommunicationñCont.  

 

In your Member Menu , under Communication , you may 
choose Message Boards to read, reply to, and begin a new 
topic in any open CATESOL message board.  

In our new and improved set -up, you no longer need to ac-
cess a message board in this way in order to opt into a 
group. From now on, it is bestðand easiestðto do all of your 
selections in your Member Profile. At any time, you may ac-
cess your profile to make changes and update your choices. 

òIn our new and improved set-up, you no 
longer need to access a message board in this 

way in order to opt into a group.ó 

 

/!¢9{h[ ²ŜōƛƴŀǊ 9ǾŜƴǘǎτ! [ƻǘ ƛǎ DƻƛƴƎ hƴ 

¢ƘŜ /!¢9{h[ ŎŀƭŜƴŘŀǊ Ƙŀǎ ōŜŜƴ ǇŀŎƪŜŘ ǿƛǘƘ ǊŜŎŜƴǘ ŜǾŜƴǘǎ ƛƴ  

bƻǾŜƳōŜǊ ŀƴŘ 5ŜŎŜƳōŜǊΦ 

Write up an Chapter or Interest Group Report for the March Issue of 

the CATESOL Newsletter. Let you members know what you are doing 

and attract more members. 

¦ǇŎƻƳƛƴƎ /ƘŀǇǘŜǊǎ ŀƴŘ LƴǘŜǊŜǎǘ DǊƻǳǇ tƭŀƴƴŜŘ 9ǾŜƴǘǎ ŦƻǊ нлнр 

Write up a short brief for an upcoming Chapter or Interest Group 

event to advertise events you have planned in 2025. Let you members 

know what you have planned so they can mark it on their calendar 

and attract more members. 

 

All Submissions Welcome! 

newsletter@catesol.org 
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________________________________________________________ 
 

{ǳǇǇƻǊǘ/!¢9{h[  
 

/ƻƴǾŜƴƛŜƴǘ ŀƴŘ 

5ǳǊŀōƭŜ ²ŀǘŜǊ .ƻǧƭŜ ǿƛǘƘ ²ƛŘŜ aƻǳǘƘ 

Purchase IŜǊŜ. 
 

__________________________________________________ 

 

¢ƘŜ /!¢9{h[ bŜǿǎƭŜǧŜǊ ƛǎ ƘŜǊŜ ǘƻ ǇǊƻƳƻǘŜ ȅƻǳǊ /ƘŀǇǘŜǊ ŜǾŜƴǘǎΗ  

Have an upcoming Chapter event or a regular monthly Chapter meeting? Use the CATESOL 
Newsletter to advertise your events. Submit the banner that has been created for the 
event on the CATESOL website or if you are not that far along in the event set up, submit a 
brief event summary with an image to accompany it and an ad will be created for the up-
coming issue of the newsletter. {ǳōƳƛǘ ǘƻ newsletter@catesol.org 

 

 

 

 

https://www.memberleap.com/members/store.php?orgcode=CTSL
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____________________________________________ 

CATESOL BlogñCall for  Submissions  

The CATESOL Blog is published monthly and accepts a range of article 
types for publication.  

¶ Did you recently attend a CATESOL event or webinar and wish to share 
a reflective piece of what you got out of the event? Write an article about 
it.  

¶ Would you like to co -author a book review with the Blogõs book review 
column editor to get acquainted with writing one? Contact the blog edi-
tors to get connected to do so. 

¶ Are you a chapter or interest group coordinator and have an event com-
ing up that you would like membership  to know about ahead of time in 
more detail  to attract attendance? Write up a pre -event summary.  

¶ Have you attended a TESOL event that you would like to share the infor-
mation with members? Write a post-event about your take-aways. 

¶ Have an innovative lesson activity or practice you can share to assist 
members?  Write a short practitioner piece. 

¶ If you have something to share, or if you have someone you would like 
to recommend to contribute, feel free to email the editors Michelle 

Skowbo at meskowbo@gmail.com 

_____________________________________ 

 

Have you read the CATESOL Blog recently?  

 

Access the blog at https://catesol.org/blog/
catesol-blog 

Get a feel for its style and what has been pub-
lished. Get ideas for other areas and topics 
that membership will benefit from that you 

would like to share.

mailto:meskowbo@gmail.com
https://catesol.org/blog/catesol-blog
https://catesol.org/blog/catesol-blog

