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Abstract 
The COVID-19 pandemic has propelled educational communities across the world into emergency 
remote models of instruction. This study documented the perceptions of 11 teachers from the State 
of Illinois regarding the quality of online instruction in their schools and their unexpected 
challenges from March of 2019-2020 academic year. Three points of data collection documented 
the teachers’ perceptions of the transition to online learning and subsequent difficulties. Recurrent 
themes evident in responses to interview questions (Stake, 2000) were examined using a constant 
comparison method (Glasser & Strauss, 1967). Three emerging themes were identified: increased 
job demands, need for educational supports, and educators’ concerns about the quality of the 
delivery of online instruction for Culturally and Linguistically Diverse Learners during the 
pandemic. 
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When the seriousness of COVID-19 became evident in Spring 2020 (World Health, n.d.), 
more than 188 countries closed K-12 schools to contain the spread of the virus (OECD, 
2020). As did many countries, the United States (U.S.) decided to move to online instruction. 
In the State of Illinois, the governor issued a stay-at-home mandate on March 13, 2020 
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(Foody, 2020) and the next week schooling was moved to online platforms. The effects of 
the pandemic on schooling were sudden and unprecedented (Joshi, Kong, Nykamp, & 
Fynewever , 2018). Educators were not prepared for the demands of the online classroom 
and the digital challenges that it posed for students, teachers, and families with children 
(Ching, Hsu, & Baldwin, 2018; Harris, Kolodner, & Morton, 2020; Kali, Goodyear, & 
Markauskaite, 2011). This study documented the perceptions of 11 teachers of culturally and 
linguistically diverse (CLD) learners from the State of Illinois regarding their experiences 
moving to online instruction and their perceptions of the quality of the online instruction 
they delivered from March of the 2019-2020 academic year. Three points of data collection 
documented the teachers’ perceptions of the successes and challenges they experienced 
during the transition to online learning. The recurrent themes from the interview responses 
(Stake, 2000) examined through constant comparison (Glasser & Strauss, 1967) documented 
the teachers’ concerns and unexpected challenges teaching CLD learners online. 

Background 
According to the OECD/Harvard survey, 36 countries indicated that their main focus during the 
pandemic was to ensure the continuity of the academic learning of students, while accepting 
limitations in other areas such as addressing the social emotional needs of students, improving the 
quality of educational supports available for disadvantaged students, and providing supports for 
parents with limited command of the language of instruction (OECD, 2020). The pandemic forced 
teachers to experiment with using new platforms to facilitate meaningful online learning (Graves 
& Bowers, 2018; Rapanta, Botturi, Goodyear, Guàrdia, & Koole, 2020). While there is a growing 
body of research that informs best practices for online learning, this research is largely unknown 
to the K-12 teaching community (Barbour, 2019).  

In the United States (U.S.), teachers were surprised by no longer having a classroom in a school 
building and some did not have a fast internet connection in their homes. Some were unable to 
return to their schools to gather teaching materials to use for online instruction after the schools 
were closed. The teachers confronted increased workloads and technological disproportions in 
their communities (Houlden & Veletsianos 2020; Houston, Meyer, & Paewai, 2006). They 
questioned their expertise as they made efforts to navigate unfamiliar technology with limited 
technical support from their school districts (Hodge, 2020). They strove to be creative while telling 
themselves they could indeed develop new pedagogies and balance the gaps in the learners’ digital 
divide (Foulger, Graziano, Schmidt-Crawford, & Slykhuis, 2017; Trust & Whalen, 2020).  
The digital divide was defined as the gap between families who had access to internet technology 
and those who did not (Van Dijk, 2006). The Center for Democracy and Technology (2021) 
documented that in the U.S. alone, tens of millions of citizens do not have access to broadband. 
Salinas (2020) reported that about 40 percent of Hispanic households did not have broadband or 
any form of access to the internet in their homes. This lack of access to the internet added stress to 
the lives of culturally and linguistically diverse (CLD) students who were being asked to join 
online lessons without up-to-date technology. 
When Vygotsky (1978) discussed the goals of schooling within the politics of culture, he 
contended that liberating practices are essential to validate the affective and academic needs of all 
learners. Teachers across the world’s continents who believe in liberatory learning, are not satisfied 
until all students are supported to develop their thoughts and express their opinions as meritorious 
citizens of their nation (Darder, 1998; Hawkins & Norton, 2009). The reality during the pandemic 
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was that students’ access to technology and their digital competency delimited their academic 
access and communications with teachers. At the same time educators were worried about how 
their competency and instructional effectiveness online would be evaluated (Bowyer, 2017; 
Garrison & Kanuka, 2004). The pandemic perhaps replicated systemic beliefs that the haves, 
meaning learners affording access to technology, deserved the rights of citizenship more than have 
nots. Students with intermittent to zero access to the internet were at a disadvantage because the 
system did not take the needed steps to ensure their rights to an equitable education. Teachers 
worried about their ability to cover the grade level curriculum given all the stressors that interfered 
with students’ class participation. Before the pandemic, students had been privy to high levels of 
teacher-student and student-student interaction in face-to-face traditional school settings, but 
teachers with students who could not fully participate in online classrooms struggled to transform 
the standard curriculum for the online environment. 
Culturally Responsive Instruction 

Research conducted by Jagers, Rivas-Drake, & Williams (2019) highlighted educators’ need to 
explore how the emotional state of learners from CLD backgrounds affects academic achievement, 
arguing that a socio-emotional learning (SEL) focus offers an instructional foundation for 
developing students’ socio-emotional competencies. The work of the Collaborative for Academic, 
Social, and Emotional Learning (CASEL) documents that SEL helps learners develop foundational 
skills for positive health practices, engaged citizenship, and school success (CASEL, 2021). 
Similarly, culturally responsive instruction (CRI) allows teachers to create classroom 
environments in which the curriculum addresses issues of privilege, discrimination, social justice, 
and support the self-determination CLD learners need to bridge societal and educational 
inequalities (Daniel et al., 2016; Gay, 2018). Dewaele and Lee (2020), Meskill, Nilsen, and 
Oliveira (2019) and Ruiz (1984) argued that SEL strategies support second language acquisition, 
which should be part of instruction for teachers to validate the languages and rights of all students 
at the same time educators use instructional methods that research suggests effective for CLD 
learners. The move to online learning posed challenges because it required teachers to use 
pedagogies that differed from the teaching methods they had found effective for CLD students in 
standard classrooms. Educators needed skills that differed from those used for groups of 
monolingual students because teaching CLD learners requires a conscious focus on supporting the 
development of multiliteracy (García et al, 2021).  
Caring educators ensure students feel valued, respected, and model SEL principles in the 
curriculum, aiming to increase academic engagement (Gay, 2018; McCaughtry, 2004). They work 
to ensure that no learner feels as the other (Bourdieu, 1991). Before they design CRI, teachers 
investigate learners’ backgrounds and communities to uncover students’ schooled and non-
schooled funds of knowledge (FOK) (Gonzalez et al., 2005). Beyond their commitment to 
exploring the FOK of their student populations, future and practicing educators of CLD learners 
strive to provide students with opportunities in the classroom that situate them as their own power 
brokers (Fasching Varner et al., 2019). They validate the uniqueness of all learners’ cultural capital 
and diverse identities (Coney, 2016; Aliakbari & Faraji, 2011).  
Online Teaching and Learning 
Recent studies suggest that the COVID-19 pandemic intensified educational inequity among 
students from different socioeconomic backgrounds, especially those from lower income 
households who had less access to technology, as the transition to online learning decreased school 
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supports and resources (National Academies of Sciences, Engineering, and Medicine, 2020). The 
level of access to information and communication technologies varied greatly depending on the 
country due to the limitation of available resources (OECD, 2020). In some countries cell phones 
are readily available and while students can afford internet connectivity, the cost of computers and 
tablets is out of reach. The pandemic also sharpened the disparities related to race, gender, class, 
and other dimensions of individual and group identity as well as the disparities in the SEL support 
and differing levels of technology access across students affecting learners’ SEL skills which rely 
heavily on active forms of rehearsal and collaboration that difficult to replicate in distance 
education (Cavanaugh et al., 2004). SEL has been suggested to promote optimal developmental 
outcomes for CLD learners regardless of their socio-cultural and economic backgrounds (Jagers 
et al, 2019; Yoder et al., 2020) but addressing SEL is at the embryonic stage in many nations 
Cooperative learning for SEL tasks have been documented to increase student engagement, but 
during the pandemic teachers were unsure of how to use these to nurture relationships in distance-
learning environments (Robyler & Wiencke, 2003).  
The term FOK has been used to describe teachers’ informal knowledge gathered through teaching 
experiences and understandings (Hammersley, 2005). Hedges (2012) found that some theories that 
teachers learn in courses and professional development (PD) are filtered through their informal 
knowledge. Kennedy (1997) documented that teachers’ practices have been identified with their 
pre-training beliefs and ideologies. Teachers’ informal deeply ingrained knowledge is likely to be 
the first knowledge drawn upon in the creation of spontaneous curricular and pedagogical decision 
making (Hedges, 2012). Therefore, the rapid move to online teaching during Covid-19 may have 
caused teachers to draw more deeply on their informal FOK rather than rely on research-based 
practices.  
Online Social Presence for CLD Students 

The definition of social presence in a classroom has been debated for years; however, for the 
purposes of this review we consider social presence to be the extent to which students feel that 
they are members of the school community. Whereas face-to-face interactions were the preferred 
method to establish social presence in schools prior to COVID-19, the overnight move to online 
instruction decreased traditional ways of developing social presence among students. Although 
social presence is important in all learning environments, it has been suggested to be a stronger 
predictor of success in online than in face-to-face settings (Hostetter & Busch, 2006; Jung et al., 
2002; Picciano, 2002; Tu & Mclsaac, 2002). Cheung et al. (2011) concluded that social presence 
is a critical factor in determining students’ usage of online platforms. Research conducted by 
Myunghee et. al. (2012) showed that collaborative learning opportunities increase a sense of 
community among online learners. Without social presence, students are unable to connect with 
other students to meet their online social needs, so earners tend to drop out of courses because they 
find the environments impersonal (OECD). Students from vulnerable groups struggle with social 
presence due to the lack of quiet space to participate in educational activities (OECD, 2020) 
Social presence is important to CLD students from high context cultures (Hall, 1959) because they 
often rely on group association for identity development. Without the development of social 
presence in online study, high-context CLD students are more likely to experience transitional 
trauma as they attempt to adjust to online learning. However, Short et al. (1976) emphasized that 
multiple factors can often influence students’ requirements for online social presence such as the 
type of online platform, the style of communication of the individual and the characteristics of the 
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community to which they identify. Myunghee et al. (2012) showed that collaborative learning 
opportunities increase a sense of community among online learners. 
Online Interaction for CLD students 

Typically, students experience a high level of teacher-student and student-student interaction in 
face-to-face traditional school settings. OECD (2020) found that access for digital learning 
activities were limited in Colombia due to learners’ limited access to the Internet. Kwon and 
Danaher (2000) found that Korean students perceived electronic communications as impersonal 
and even impolite, which seemed to hinder their online communications. Frustrations were 
increased by the often-rapid pace of communications as well as the knowledge that online 
discussions were publicly viewed. Students worried that misunderstandings could occur due to the 
absence of emotion and physical cues. Wang found that Chinese as well as Korean students 
preferred delayed-time discussions over same-time discussions. Yu et. al. (2005) discovered that 
Chinese students who grew up in non-interactive learning environments found the asynchronous 
format to be the most productive and comfortable learning platform. He and Yu (2005) reported 
that very few of the Korean and Chinese students utilized the online cooperative group work; they 
preferred the individual competitive model. Clearly, educators might conclude that students’ 
cultural backgrounds greatly influence their reaction to and perception of their ability to succeed 
in online learning platforms.  

Online Collaboration with CLD students 
Educators know that success for diverse learners is influenced by the classroom environment, 
teachers’ attitudes and methods, and how the learners see their families’ cultural norms and 
histories reflected and validated by teachers’ curricular choices and classroom conversations (Gay, 
2010, 2018; Krashen, 1982; Ladson-Billings, 2006; Paris & Alim, 2017; San Pedro, 2018; Szelei 
et al., 2019). Even before the COVID-19 pandemic, research suggested that social and emotional 
competencies (SECs) comprise foundational skills that result in positive health practices, engaged 
citizenship, and students’ academic success. Teachers struggle to identify the most effective SEL 
strategies to support students’ SECs in online collaboration (Collaborative for Academic, Social, 
and Emotional Learning (CASEL, 2021; Kendziora & Yoder, 2017). Learners’ SECs require 
nurturing regardless of the medium of instruction (Bridgeland et al., 2013, Durlak et al., 2011; 
Roffey, 2017; Schonert-Reichl, Kitil & Hanson-Peterson, 2017). 
Although online learning is different from that which occurs in a brick-and-mortar classroom, 
Woodley et al. (2017) suggest that identifying each student’s comfort level with technology in the 
beginning of an online experience allows teachers to create a plan to better meet all students’ 
learning needs. Students bring a plethora of funds of knowledge to every learning experience (Gay, 
2010; Gonzalez et al., 2005), including online learning, which challenges teachers to examine how 
students’ funds of knowledge is a factor in the choice of technology. Kumi-Yeboah et al. (2020) 
propose that social media networks allow students to learn collaboratively when proper feedback 
is given and when teachers provide opportunities to exchange ideas. 
While educators learn methods for teaching CLD learners in their teacher preparation programs 
such as the benefits of in small group work, insufficient focus has been placed on the skills that 
educators need to teach online collaboration that supports SEL and the development of SECs 
(Angeli & Valanides, 2005; Ching et al., 2018; Graves & Bowers, 2018; Kali et al., 2011; Rapanta 
et al., 2020). In an online world, teachers’ ability to monitor student progress is limited to what 
they see on the screen and hear through the microphone, and students may not feel they have the 
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same level of access to the teacher when asking questions through a computer. While methods 
used for teaching and learning may be theoretically alike in face-to-face and online mediums, 
teachers’ instructions for students about assignments requires adjustments to ensure guidelines 
provided are clear and to allow for unexpected issues with internet connections and to engage 
students to execute tasks independently and collaboratively with classmates. 

Research Questions 
The collected data via a series of interviews sought to answer two research questions: 

(1) What were teachers’ expressed concerns regarding teaching online? 
(2) What were teachers’ unexpected challenges teaching CLD students online? 
 

Methodology 
This ethnographic case study explored (Creswell & Guetterman, 2019) teachers’ perceptions of 
and experiences with teaching culturally and linguistically diverse learners online during 
COVID19. This study investigated participants perceptions of the transition to teaching online 
during the pandemic. The teachers had completed six post-graduate level courses focused on 
working with CLD learners and were therefore considered competent to work with CLD students.. 
The courses they had completed addressed cultural and linguistic concerns in instructional design, 
ways to reach out to develop relationships with students’ family networks to incorporate diverse 
cultural norms in lessons that support the academic environment of schools, and the ability to 
design summative and formative evaluations that are not dependent on English language 
proficiency. Three points of qualitative data collection were conducted. Initial data collection 
began March 2020 when the teachers had just transitioned to online learning, the second point of 
data collection was November 2020, and the final data collection was in May 2021. 
Participants and setting 
A total of 11 participants (one K-1, one fourth-grade, five fifth-grade, two sixth-grade, and two 
high school teachers) from K-12 public schools were part of the study. The participants represented 
two public school districts in the northern Illinois region of the U.S. Their teaching experience 
ranged from 1 to 32 years. Of the 11 participants, one held a bachelor’s degree, eight held a 
master’s in education, and two had a doctorate. The participants taught at schools with high 
numbers of CLD students whose primary language was Spanish (average of 58.6%), with an 
average of 64% low-income students and an average of 30% English language learners across the 
schools.  

Before the research started, the researchers obtained IRB approval to comply with human subjects 
research protocols. A purposeful sampling was implemented utilizing a snowball technique to 
select the teachers for this study (Creswell & Guetterman, 2019). Because of the close connections 
among teachers, the researchers asked the participants to recommend colleagues to be invited to 
participate in the study. 

Data Collection 
The qualitative data were collected in three stages. The first data collection consisted of audiotaped 
one-hour phone interviews that were transcribed for later examination. The second and third data 
collections were performed utilizing QualtricsXM to accommodate the participants’ request for 
more time to think about the questions. Demographic data such as grade level taught, years of 
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teaching experience, education level, and population served, were gathered but not included in 
Table 1. Data were analyzed utilizing a constant comparison technique. This technique is an 
iterative process that allows comparison of existing data to new emerging data and permits 
categorization of codes and themes based on the significance of the data (Glaser & Strauss, 1967). 
The participants responded to questions related to the instructional challenges and opportunities of 
online teaching and learning, technology limitations and access issues, PD, and school leaders’ 
provision of resources (Appendix 1). The teachers discussed their views on the mandatory 
transition to teaching online due to the pandemic. They also explained the take-aways from the 
entire experience at the times of data collection. 

Results 
A constant comparison protocol (Glasser & Strauss, 1967) led to two emerging codes: (1) job 
demands with following sub-codes: responsibilities, preparation to teach online, and curriculum 
delivery and (2) educational supports as it is reflected in teachers’ conceptions of quality 
instruction for CLD learners. 
Job demands 
Job demands referred to teachers’ workload, preparation time, and curriculum delivery (Tuxford 
& Graham, 2014). The participants provided information about their journey in the transition to 
online learning. Many were overwhelmed at the beginning of the pandemic, but as time passed, 
they felt more comfortable teaching online as they adjusted to and developed new methods for 
communicating with students during instruction. 
Teachers indicated their responsibilities increased due to the training needed to move to online 
learning, time needed to communicate with parents, and development of materials. Regarding PD, 
eight teachers stated in March 2020 that they did not have any preparation to teach online. By 
November 2020, six teachers indicated the PD provided by their schools was not enough or was 
limited; for example,  

• Never got any. It was pretty much learn on your own or sink. 

• There are hours of tutorials/PD that we can go back and re-watch. Mostly, it just takes 
practice, practice, practice! 

• 8 hours [of PD] sounds like a lot, but I've spent a lot more of my own time trying to learn 
more. 

 By May 2021, the teachers’ responses indicated they had gained the skills needed to teach online:  

• I have mastered online teaching. I feel much more confident and my students are showing 
success. 

• I feel I have way more knowledge now than I did in March of 2020,” and “I know so much 
more. 

Regarding preparation to teach time, the teachers mentioned that development of lesson plans, 
educational activities, and tailoring homework or class activities based on students’ technology 
literacy took additional time. They indicated that curricular design had to be rethought because 
students did not “have manipulatives, anchor charts, and other tools” as they would in the face-to-
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face classroom. An issue that concerned the teachers was the students’ level of technology literacy. 
A teacher explained that  

• students would be good using specific technology; however, they [students] do not 
understand why we [teachers] are asking them to do certain activities or the reasons why 
it is important to learn to use a particular app 

The teachers indicated some students did not want to learn to use apps for select assignments and 
“they did not complete those tasks.” The students’ unwillingness to familiarize themselves with 
new technology impacted their ability to expand their knowledge. 

• As a teacher I don’t know how to teach motivation to a student but I can encourage him/her. 
Other teachers indicated that  

• My students required help with logging into the apps we had not used at school. 

• There were also difficulties due to a lack of access to wifi. 

• They [students] know gaming and social media, but not educational platforms unless 
they're directly taught. 

By November 2020, one teacher expressed that  

• some of my students still have difficulties accessing the technology 
while the rest of participants indicated that  

• they [students] are doing much better. 

• there are still a handful of students who struggle with following verbal directions.  

• ONLY a few still struggle, like 2 out of 21.  
One teacher offered a story: 

• I am fortunate to teach an upper elementary grade. Fifth graders are able to do a lot with 
technology. We spent a lot of time in the beginning, but now we are able to spend more 
time with content than how to use technology. 

Regarding curriculum delivery, the participants explained the difficulty of teaching bilingual 
students online when teachers’ resources were in the classroom and they could not access them in 
March 2020. All the teachers mentioned that teaching CLD students was “difficult online” due to 
the limited resources and materials available, which led them to reconsider teaching strategies. 
One teacher indicated:  

• I had 3 students who spoke predominantly Spanish, the learning packets that they 
[students] received were all in English.  

• Most curriculum that was provided was at grade level, and many of my students were not 
even close to reading at grade level and families did not have the resources or knowledge 
to assist their children in successful learning. 

By November 2020, the teachers expressed that teaching online was “much harder” because face-
to-face instruction provides nuances in the body language that help teachers support students. 
Another teacher indicated:  
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• I can't read their body language or facial expressions (because they don't have their 
cameras on). 

• For one thing, the classes are extremely diverse. We have kids who are confident and 
eagerly participate in class with quiet and shy bilingual students who lack the confidence 
to participate in the online setting. 

• In a face-to-face classroom my students can look around the room at helpful anchor charts 
and use printed materials to reference while I teach. 

These comments suggested the teachers perceived online learning was not as efficient as in-person 
teaching, leaving CLD learners at a disadvantage if “the students have to take charge of their 
learning in the online setting.” Although the participants’ answers by May 2021 indicated they felt 
proficient delivering educational content online, their comments about the efficiency of online 
learning compared to in-person continued: 

• They [CLD students] need more language support,” “In face-to-face, I know whether my 
students are paying attention and engaging. 

• In a classroom LOTS of conversations can happen simultaneously. CLD learners need this. 
Online only one voice can be heard at a time. 

One teacher indicated,  

• Content worked ok online but developing skills in students is harder online. 
Educational supports 
Another recurrent theme was school support, which included school leadership, issues with school 
administration, and technology (Tuxford & Graham, 2014). Out of the 11 teachers, six felt 
supported by their administration during the transition from face-to-face to online learning.  

• We were supported, but not with a very good plan.  

• I felt supported because the district provided all learning packets in hard copies for my 
students. 

• I wanted to TEACH and so was initially given permission to do Zoom meetings, then told 
to stop. It was really frustrating. 

• In March 2020, I felt that my district did exactly what it had to do to keep all of our staff 
and students safe. 

Other teachers indicated:  

• the administration was too worried about every student receiving the exact same things 
based on grade level rather than being equitable and providing what students needed 
specifically 

• Once we started actually teaching, we came across a lot of issues that we eventually 
resolved, but admin [school administration] could not answer questions immediately.  

By November 2020, the teachers indicated the school leadership was supporting them; however, 
issues with technology were not resolved. For example, a teacher considered the biggest challenge 
was that  
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• the district did not check the compatibility of programs with the devices the students had. 
Many of the things they [school administration] rolled out were laptops and all the 
elementary students had iPads that do not have the same functionality. 

Technology issues were present for all participants because they were providing technical support 
to students and parents to meet the online activities. Although the technology issues were mostly 
solved by May 2021, educational guidelines were missing. The teachers acknowledged the school 
administration complied with the superintendent’s guidelines for the school year; however, 
moving forward there were no clear policies in place. For example,  

• The administration did not have a clear policy for students about choosing to attend either 
online or in person. 

• The demand on my planning time has increased. It's as if they have decided we no longer 
need time during contractual hours to plan. 

• Our [teachers] only focus was SEL and then we were reprimanded for low test scores,” 
and “there has been no real direction as to what our instruction should be focused on. 

Discussion 
The ways the teachers handled demands during the pandemic revealed that although they were not 
prepared for online teaching, they were willing to take on the challenges of the transition. However, 
the school administration did not allow the teachers “to meet students where they were in their 
learning curve and gradually build them up to where they could be” and “Teachers were not given 
the professional freedom to meet the needs of their students.” By March 2020, the teachers were 
developing optimistic attitudes about online learning.  

• It was a difficult transition because it was so abrupt and unprecedented. I have a whole 
new understanding of the word flexible and remote learning. 

• Education will never be the same as it was, and I think that is for the better. 
Moreover, the teachers noticed that some students did well online, while others did well in-person 
and that classroom behavior was addressed more easily (such as muting students, logging students 
out, etc.). They also noted the importance of interaction for the students and teachers to build 
relationships. In May 2021, all teachers acknowledged that online teaching for CLD students was 
not as good as in-person because of the missing academic supports the students needed to perform 
academically. 
Teachers’ understanding of their students’ FOK and students’ comfort level with technology 
influence their instructional decisions in not only in the brick-and-mortar classroom, but also in 
online learning (Hammersley, 2005; Hedges, 2012; Kennedy, 1997). Teachers know the need to 
establish CLD students’ level previous use of technology and their familiarity with different 
platforms. (Woodley, 2017). Administrators cannot assume that students or teachers are proficient 
on all types of platforms and ready to fully function in an online teaching and learning 
environment. There is a process for teachers and students to develop technological confidence 
while practicing the skills in the classroom where supports are available. 
The development of social presence in online learning has been shown to be a strong predicator of 
achievement (Hostetter & Busch, 2006; Jung et al., 2002; Picciano, 2002; Tu & Mclaac, 2002) and 
is critical in preparing CLD students for success in online learning (Cheung, et al. 2011). Social 
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presence begins when the teacher first meets CLD learners and their families. When teachers build 
relationships with parents, it gives all stakeholders opportunities to ask questions and understand 
technology expectations. Social presence can also be developed by involving students in multiple 
community building activities, which will help all learners to become comfortable with their 
classmates and set the tone for productive group work (Myunghee, et al. 2012).  

Conclusions 
The rapid move to online platforms supported Woodley et al.’s (2017) findings that online learning 
is different than brick and mortar teaching. Reports from OECD (2020) and the U.S. Department 
of Education (2021) have acknowledged the equity and inadequacy issues that students and 
teachers experienced internationally and nationally during the pandemic Data indicated that CLD 
students were greatly affected by COVID-19 if they lacked the socio-affective and learning 
strategies they needed to help them address the issues they were confronting.  

There was evidence in the teachers’ responses that all stakeholders were caught off guard. The 
teachers felt school administrators provided no clear polices, no clear guidelines, and no real 
direction. The teachers were frustrated because their responsibilities increased as a result of the 
last-minute PD and the extra time needed to plan lessons compatible with online learning. The 
teachers reported that not all students had equitable access to technology, technology skills, and 
technological knowledge to embrace e-learning. Therefore, teachers had to provide technical 
support to guide students through the materials to be able to access educational materials and 
submit assignments. The technology added another challenge to be overcome by teachers and 
students that had to be solved daily.  
However, in spite of the frustrations felt by the teachers, students and parents, online learning is 
here to stay. Given proper teacher training and technological support for teachers, CLD students 
and their parents, online learning has the potential for development into a powerful delivery 
system. Teachers and administrators need to avail themselves of the best practices for online 
learning to be included in the curriculum while integrating brick and mortar strategies that make 
sense in the online format.  

Implications  
This study’s findings revealed implications for administrators. Teachers need help from 
administrators such as sending out surveys to families regarding learners’ technology 
competencies. Moreover, school administrators could ask about the types of support(s) families 
might need to assist CLD students. If enough data are collected, districts could make plans to begin 
to decrease the digital divide (Van Dijk, 2006). In addition, online research-based practices could 
be infused into ongoing PD implemented by administrators; this would develop teachers’ skills in 
developing online lessons as well as build their background and enhance their preparation for 
online teaching. PD offered by districts needs to be ongoing and frequent so teachers can keep up 
with changing demands. As teachers increase their knowledge, they will formulate more questions 
that lead them to identify innovative methods. . In addition, technology changes often, so continued 
PD will prepare teachers to master new platforms that will minimize the need for teachers to 
experiment (Graves & Bowers, 2018; Rapanta et al., 2020). Instead they will be able to draw on 
their knowledge of best practices. Multiple PD opportunities about online teaching methods could 
integrate current research to answer with teachers’ questions and keep them abreast of new 
technologies.  



 

TESL-EJ 27.1, May 2023  Burgin et al. 12 

About the Authors 
Ximena D. Burgin, is an Assistant Professor at the Department of Educational Technology, 
Research, and Assessment in Northern Illinois university. Her current research focuses on 
culturally responsive classroom to understand in-service teachers’ utilization of cultural 
characteristics and ethnically diverse students as conduits for teaching. She is also interested in 
studying other factors influencing teacher’s teaching practices. ORCID ID: 0000-0002-3494-569X 
Mayra C. Daniel is Professor Emerita at Northern Illinois University. Her research focuses on 
ensuring that all learners' languages and cultures are respected in the schoolhouse.  
Carolyn F. Ryley is an instructor at Northern Illinois University. She teaches courses on 
multicultural education. Her research focuses on the intersection of democratic classroom 
management and equitable learning opportunities for all students.  

To Cite this Article 
Burgin, X. D., Daniel, M. C. & Ryley, C. E. (2023). Educating culturally and linguistically 
diverse learners (CLD) in United States schools during COVID-19. Teaching English as a 
Second Language Electronic Journal (TESL-EJ), 27 (1). https://doi.org/10.55593/ej.27105a3 
 

References 
Aliakbari, M. & Faraji, E. (2011). Basic principles of critical pedagogy. 2nd International 

Conference on Humanities, Historical, and Social Sciences. IPEDR 17. IACSIT Press. 
Angeli, C. & Valanides, N. (2005). Preservice elementary teachers as information and 

communication technology designers: an instructional systems design model based on an 
expanded view of pedagogical content knowledge. Journal of Computer Assisted Learning, 
21(4), 292–302. https://doi.org/10.1111/j.1365-2729.2005.00135.x 

Barbour, M. K. (2019). The landscape of k-12 online learning: Examining the state of the field. 
In M. G. Moore & W. C. Diehl (Eds.), Handbook of distance education (4th ed., pp. 521-
541). Routledge.  

Bourdieu, P. (1991). Language and symbolic power. Harvard University Press. 
Bowyer, J. (2017). Evaluating blended learning: Bringing the elements together. Center for 

Democracy & Technology.  
Bridgeland, J., Bruce, M., & Hariharan, A. (2013). The missing piece: A national teacher survey 

on how social and emotional learning can empower children and transform schools. Civic 
Enterprises. 

Cavanaugh, C., Gilian, K.J., Kromrey, J., Hess, M., & Blomeyer, R. (2004). The effects of 
distance education on K-12 student outcomes: A meta-analysis. Learning Point Associates. 
https://eric.ed.gov/?id=ED489533 

Cheung, C., Chiu, P. Lee, M. (2011). Online social networks: Why do students use Facebook? 
Computer in Human Behavior, 27, 1337-1343. 

https://doi.org/10.55593/ej.27105a3
https://doi.org/10.1111/j.1365-2729.2005.00135.x
https://eric.ed.gov/?id=ED489533


 

TESL-EJ 27.1, May 2023  Burgin et al. 13 

Ching, Y.-H., Hsu, Y.-C., & Baldwin, S. (2018). Becoming an online teacher: an analysis of 
prospective online instructors’ reflections. Journal of Interactive Learning Research, 29(2), 
145–168. https://doi.org/10.24059/olj.v22i2.1212 

Collaborative for Academic, Social, and Emotional Learning (CASEL). (2021).  
Coney, L. (2016). The first step toward social justice: Teacher reflection. In C. Hastings, L. 

Jacob (Eds.), Social justice: In English language teaching (pp. 11–23). TESOL Press. 
Creswell, J. W., & Guetterman T.C. (2019). Educational research: Planning, conducting, and 

evaluating quantitative and qualitative research (6th ed.). Prentice-Hall. 

Daniel, M.C., Schumacker, G., Stelter, N., & Riley, C. (2016). Student perception of online 
learning in ESL bilingual teacher preparation. Universal Journal of Educational Research 
4(3), 561-569. https://doi.org/10.13189/ujer.2016.040313 

Darder, A. (1998). Freire and education. Routledge. 
Dewaele, J. M., & Li, C. (2020). Emotions in second language acquisition: A critical review and 

research agenda. Foreign Language World, 196(1), 34-49. 
Durlak, J.A., Dymnicki,A., Taylor, R.D., Weissberg, R.P., & Schellinger, K. (2011). The impact 

of enhancing students' social and emotional learning: A meta-analysis of school-based 
universal interventions. Child Development 82(1), 405-432. 

Fasching-Varner, K. J., Stone, M. P., Mella, R. M., Henriquez, F. O., & Palma, M. Y. (2019). 
4542 miles from home: Repositioning English language learners as power brokers and 
teachers as learners in the study abroad context. Education Sciences, 9, 146-159. 

Foody, K. (2020, March 13). Illinois governor orders schools closed due to coronavirus. U.S. 
News. https://www.usnews.com/news/best-states/illinois/articles/2020-03-13/chicago-
archdiocese-closes-schools-amid-virus-concerns 

Foulger, T., Graziano, K., Schmidt-Crawford, D., & Slykhuis, D. (2017). Teacher educator 
technology competencies. Journal of Technology and Teacher Education, 25(4), 413-448. 

García, O., Flores, N., Seltzer, K., Wei, L., Otheguy, R., Rosa, J. (2021). Rejecting abyssal 
thinking in the language and education of racialized bilinguals: A manifesto. Critical Inquiry 
in Language Studies (1-26). https://doi.org/10.1080/15427587.2021.1935957 

Garrison, D. R., & Kanuka, H. (2004). Blended learning: uncovering its transformative potential 
in higher education. Internet and Higher Education, 7(2), 95–105. 
https://doi.org/10.1016/j.iheduc. 2004.02.001 

Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice (2nd ed.). 
Teachers College Press.  

Gay, G. (2018). Culturally responsive teaching: Theory, research, and practice (3rd ed). 
Teachers College Press. 

Glaser, B. G. & Strauss, A. L. (1967). The discovery of grounded theory: Strategies for 
qualitative research. Aldine. 

Gonzalez, N., Moll, L., & Amanti, C. (Eds.). (2005). Funds of knowledge: Theorizing practices 
in households, communities, and classrooms. Lawrence Erlbaum Associates. 
https://doi.org/10.4324/978141061346 

https://doi.org/10.24059/olj.v22i2.1212
https://doi.org/10.13189/ujer.2016.040313
https://doi.org/10.1080/15427587.2021.1935957
https://doi.org/10.1016/j.iheduc.%202004.02.001
https://doi.org/10.4324/978141061346


 

TESL-EJ 27.1, May 2023  Burgin et al. 14 

Graves, K.E. & Bowers, A.J. (2018). Toward a typology of technology-using teachers in the 
“new digital divide”: A latent class analysis (LCA) of the NCES fast response survey system 
teachers’ use of educational technology in U.S. public schools, 2009 (FRSS 95). Teachers 
College Record, 120(8), 1-42 

Hall, E. T. (1959). The Silent Language. Doubleday. 
Hammersley, M. (2005). Some questions about evidence-based practice in education. In G. 

Thomas & R. Pring (Eds.), Evidence-based practice in education (pp. 133-149). Open 
University Press.  

Harris, B., Kolodner, M., & Morton, N. (2020). How deteriorating schools fuel the inequality 
crisis amid COVID-19. PBS Newshour. https://www.pbs.org/newshour/education/how-
deteriorating-schools-fuel-the-inequality-crisis-amid-covid-19 

Hawkins, M, & Norton, B. (2009). Critical language teacher education. In A. Burns & J. C. 
Richards (Eds.), Cambridge Guide to Second Language Teacher Education, (pp. 30–39). 
Cambridge University Press.  

He, K.K. & Yu, S. Q. (2005). The education innovating in the information age. Basic Education 
Reference, 5, 1-6. 

Hedges, H. (2012). Teachers’ funds of knowledge: a challenge to evidence-based practice, 
Teachers and Teaching, 18(1), 7-24. https://doi.org/10.1080/13540602.2011.622548 

Hodge, R. (2020). Using zoom while working from home? Here are the privacy risks to watch 
out for. CNET. https://www.cnet.com/news/using-zoom-while-working-from-home-here-
are-the-privacy-risks-to-watch-out-for/ 

Hostetter & Busch, (2006). Measuring up online: The relationship between social presence and 
student learning satisfaction, Journal of Scholarship of Teaching and Learning, 6(2), 1-12 

Hostetter, C., & Busch, M. (2012). Measuring up online: The relationship between social 
presence and student learning satisfaction. Journal of the Scholarship of Teaching and 
Learning, 6(2), 1–12. https://scholarworks.iu.edu/journals/index.php/josotl/article/view/1670 

Houlden, S., & Veletsianos, G. (2020). Coronavirus pushes universities to switch to online 
classes – but are they ready? Conversation. https://theconversation.com/coronaviruspushes-
universities-toswitch-to-online-classes-but-arethey-ready-13 

Houston, D., Meyer, L. H., & Paewai, S. (2006). Academic staff workloads and job satisfaction: 
expectations and values in academe. Journal of Higher Education Policy and Management, 
28(1), 17–30. https://doi.org/10.1080/13600800500283734 

Jagers, R. J., Rivas-Drake, D., & Williams, B. (2019). Transformative social and emotional 
learning (SEL): Toward SEL in service of educational equity and excellence. Educational 
Psychologist, 54(3), 162-184. 

Joshi, R., Kong, J., Nykamp, H., & Fynewever, H. (2018). Universities shaken by earthquakes: A 
comparison of faculty and student experiences in Nepal and New Zealand. International 
Journal of Higher Education, 7(4), 176. https://doi.org/10.5430/ijhe.v7n4p176 

https://doi.org/10.1080/13540602.2011.622548
https://www.cnet.com/news/using-zoom-while-working-from-home-here-are-the-privacy-risks-to-watch-out-for/
https://www.cnet.com/news/using-zoom-while-working-from-home-here-are-the-privacy-risks-to-watch-out-for/
https://scholarworks.iu.edu/journals/index.php/josotl/article/view/1670
https://doi.org/10.1080/13600800500283734
https://doi.org/10.5430/ijhe.v7n4p176


 

TESL-EJ 27.1, May 2023  Burgin et al. 15 

Jung, I., Choi, S., Lim, C., & Leem, J. (2002). Effects of different types of interaction on 
learning achievement, satisfaction, and participation in web-based institutions. Innovations 
in Education and Teaching International, 39(2), 152-162. 

Kali, Y., Goodyear, P., & Markauskaite, L. (2011). Researching design practices and design 
cognition: contexts, experiences and pedagogical knowledge-in-pieces. Learning, Media and 
Technology, 36(2), 129–149. https://doi.org/10.1080/17439884.2011.553621 

Kendziora, K., & Yoder, N. (2017). When districts support and integrate social and emotional 
learning (SEL): Findings from an ongoing evaluation of districtwide implementation of 
SEL. Education Policy Center at American Institutes Research. 
http://files.eric.ed.gov/fulltext/ED571840.pdf 

Kennedy, M. (1997). Connection between research and practice. Educational Researcher 26(7), 
4-12.  

Krashen, S. (1982). Principles and practice in second language acquisition. Pergamon Press. 

Kumi-Yeboah, A., Sallar, A.W., Kiramba, L.K., & Kim., Y. (2020). Exploring the use of digital 
technologies from the perspective of diverse learners in online learning environments. 
Online Learning, 24(4), 42-63. https://doi.org/10.24059/olj.v24i4.2323  

Kwon, S. H. & Danaher, P. A. (2000). Comparing Korean and Australian open and distance 
higher education: the social control capital continuum and pendulum. Asian Pacific 
Education Review 1, 111-122.  

Ladson-Billings, G. (2006). Yes, but how do we do it? Practicing culturally relevant pedagogy. 
In J. Landsman & C. W. Lewis (Eds), White teachers/diverse classrooms: a guide to 
building inclusive schools, promoting high expectations, and eliminating racism, (pp. 29- 
42). Stylus Publishing.  

Ladson-Billings, G. (2021). Three decades of culturally relevant, responsive, & sustaining 
pedagogy: What lies ahead? The Educational Forum,85(4), 351-354. 

McCaughtry, N. (2004). The emotional dimensions of a teacher’s pedagogical content 
knowledge: Influences on content, curriculum, and pedagogy. Journal of Teaching in 
Physical Education, 23(1), 30-47.  

Meskill, C., Nilsen, J., & Oliveira, A. (2019). Intersections of language, content, and 
multimodalities: Instructional conversations in Mrs. B’s sheltered English biology 
classroom. AERA Open, 5, 1-15. https://doi.org/10.1177/2332858419850488  

Myunghee, K., Seonghye, Y., & Lim, H. (2012). Identifying predicting power of metacognition, 
perceived interaction, presence on learning outcomes in web-based collaborative learning, 
Journal of Lifelong Learning Society, 8(2), 111-130. 

National Academies of Sciences, Engineering, and Medicine. (2020). Reopening K-12 schools 
during the COVID-19 pandemic: Prioritizing health, equity, and communities. National 
Academies Press.  

OECD. (2020). The impact of COVID-19 on student equity and inclusion: supporting vulnerable 
students during school closures and school re-openings. https://read.oecd-
ilibrary.org/view/?ref=434_434914-59wd7ekj29&title=The-impact-of-COVID-19-on-

https://doi.org/10.1080/17439884.2011.553621
http://files.eric.ed.gov/fulltext/ED571840.pdf
https://doi.org/10.24059/olj.v24i4.2323
https://doi.org/10.1177/2332858419850488
https://read.oecd-ilibrary.org/view/?ref=434_434914-59wd7ekj29&title=The-impact-of-COVID-19-on-student-equity-and-inclusion&_ga=2.13846199.1869925184.1630720708-935707453.1630720707
https://read.oecd-ilibrary.org/view/?ref=434_434914-59wd7ekj29&title=The-impact-of-COVID-19-on-student-equity-and-inclusion&_ga=2.13846199.1869925184.1630720708-935707453.1630720707


 

TESL-EJ 27.1, May 2023  Burgin et al. 16 

student-equity-and-inclusion&_ga=2.13846199.1869925184.1630720708-
935707453.1630720707  

Paris, D. & Alim, H.S. (2017). Culturally sustaining pedagogies: Teaching and learning for justice 
in a changing world. Teachers College Press.  

Piccicano, A. (2002). Beyond student perceptions: Issues of interaction, presence, and 
performance in an online course. Journal of Asynchronous Learning Networks, 6(1). 21-40. 

Rapanta, C., Botturi, L., Goodyear, P., Guàrdia, L., & Koole, M. (2020). Online university 
teaching during and after the COVID-19 crisis: Refocusing teacher presence and learning 
activity. Postdigital Science and Education, 2(3), 923–945. https://doi.org/10.1007/s42438-
020-00155-y  

Robyler, M.D., & Wiencke, W.R. (2003). Design and use of a rubric to assess and encourage 
interactive qualities in distance courses. American Journal of Distance Education, 13(2), 77-
98.  

Roffey, S. (2017). The Aspire principles and pedagogy for the implementation of social and 
emotional learning and the development of whole school well-being. International Journal 
of Emotional Education 9(2), 59-71. 

Ruiz, R. (1984). Orientations in language planning. Nabe: Journal of the National Association 
for Bilingual Education, 8(2), 15-34. 

Salinas, M.E. (2020 Without Wi-Fi, low-income Latino students resorted to doing homework in 
parking lots to access public hotspots. https://www.cbsnews.com/news/low-income-latino-
communities-digital-divide-coronavirus-pandemic/  

San Pedro, T.J. (2018). Abby as ally: An argument for culturally disruptive pedagogy. American 
Educational Research Journal 55(6), 1193-1232.  

Scherer, J. (2006). Special report: Virtual high schools. Distance-Educator.com. 
https://doi.org/10.1007/s42438-020-00155-y  

Schonert-Reichl, K. Kimberly A., Kitil, M.J., & Hanson-Peterson, J. (2017). To reach the 
students, teach the teachers: A national scan of teacher preparation and social and 
emotional learning. Vancouver, Canada: Collaborative for Academic, Social, and Emotional 
Learning.  

Short, J., Williams, E. & Christie, B. (1976). The Social Psychology of Telecommunications. 
John Wiley & Sons. 

Stake, R. E. (2000). Case studies. In N.K. Denzin & Y.S. Lincoln (Eds.). Handbook of 
Qualitative Research (2nd ed., pp. 435-454). Sage Publications. 

Szelei, N., Tinoca, L., & Pinho, A.S.. (2019). Rethinking ‘cultural activities: An examination of 
how teachers utilised student voice as a pedagogical tool in multicultural schools. Teaching 
and Teacher Education, 79, 176–187.  

Trust, T. & Whalen, J. (2020). Should teachers be trained in emergency remote teaching? 
Lessons learned from the COVID-19 pandemic. Journal of Technology and Teacher 
Education, 28(2), 189-199. 

https://read.oecd-ilibrary.org/view/?ref=434_434914-59wd7ekj29&title=The-impact-of-COVID-19-on-student-equity-and-inclusion&_ga=2.13846199.1869925184.1630720708-935707453.1630720707
https://read.oecd-ilibrary.org/view/?ref=434_434914-59wd7ekj29&title=The-impact-of-COVID-19-on-student-equity-and-inclusion&_ga=2.13846199.1869925184.1630720708-935707453.1630720707
https://doi.org/10.1007/s42438-020-00155-y
https://doi.org/10.1007/s42438-020-00155-y
https://doi.org/10.1007/s42438-020-00155-y


 

TESL-EJ 27.1, May 2023  Burgin et al. 17 

Tu, C.H., & Mclsaac, M. (2002) The relationship of social presence and interaction in online 
classes. American Journal of Distance Education, 16(3), 131-150.  

Tuxford, L. & Graham, B. (2014). Emotional job demands and emotional exhaustion in teachers. 
Educational Psychology, 35(8). 1-19. https://doi.org/10.1080/01443410.2014.912260  

U.S. Department of Education. (2021). Ed COVID-19 Handbook: Roadmap to reopening safely 
and meeting all students’ need. (Vol.2). 
https://www2.ed.gov/documents/coronavirus/reopening-2.pdf  

Van Dijk, J. (2006). Digital divide research, achievements and shortcomings. Science Direct, 34, 
221-235. https://doi.org/10.1016/j.poetic.2006.05.004  

Venzke, C., & Laird, E. (2021, January). CDT’s comments to FCC on emergency broadband 
benefit program. Center for Democracy and Technology. https://cdt.org/insights/cdts-
comments-to-fcc-on-emergency-broadband-benefit-program/ 

Vygotsky, L. (1978). Mind in Society. Harvard University Press. 

Woodley, X., Hernandez, C., Parra, J., & Negash, B. (2017). Celebrating difference: Best 
practices in culturally responsive teaching online. TechTrends, 61. 
https://doi.org/10.1007/s11528-017-0207-z  

World Health Organization (n.d.). Coronavirus disease (COVID-19) pandemic. 
https://www.who.int/emergencies/diseases/novel-coronavirus-2019.  

Yoder, N., Posamentier, J., Godek, D., Seibel, K., & Dusenbury, L. (2020). From response to 
opening: State efforts to elevate social and emotional learning during the pandemic. 
https://files.eric.ed.gov/fulltext/ED610659.pdf  

Yu, S. Q., Wang, M. J., & Che, H. Y. (2005). An exposition of the crucial issues in China’s 
education informatization. Educational Technology Research and Development. 53, 89-101.  

 
  

https://doi.org/10.1080/01443410.2014.912260
https://www2.ed.gov/documents/coronavirus/reopening-2.pdf
https://doi.org/10.1016/j.poetic.2006.05.004
https://cdt.org/insights/cdts-comments-to-fcc-on-emergency-broadband-benefit-program/
https://cdt.org/insights/cdts-comments-to-fcc-on-emergency-broadband-benefit-program/
https://doi.org/10.1007/s11528-017-0207-z
https://files.eric.ed.gov/fulltext/ED610659.pdf


 

TESL-EJ 27.1, May 2023  Burgin et al. 18 

Appendix 1 Interview Questions 

Interview questions – March 2020 

Please describe the bilingual population that you serve. 
What platform (e.g., google classrooms) do you use to deliver your instruction online? 

Did you feel supported by your school administration during the initial transition to online learning in March 
2020? Please explain your answer. 

Were there issues with your school administration during the transition to online learning in March 2020? Please 
explain your answer. 
Did you receive enough guidance from your district to meet educational goals? Please explain your answer. 

Were your knowledge, skills, and experience ready to transition to online learning in March 2020? Please explain 
your answer. 

What type of professional development did you receive to teach online before the March 2020 transition? 
How easy/difficult was it to teach bilingual students in an online environment during the transition? Consider 
educational materials needed to teach bilingual students. 
What is your perception of students’ technology literacy? 
What are your takeaways from the transition? 

 
Interview questions – November 2020 and May 2021 
 

Did you feel supported by your school administration while teaching online? Please explain your answer. 
Did you experience any issues/challenges/obstacles with the school administration while teaching online? Please 
explain your answer. 
Did you have enough guidance from your district to meet educational goals? Please explain your answer. 

Was the professional development you received sufficient to teach online? Please explain your answer. 
Do you think that teaching bilingual students online is the same as teaching them face-to-face? Please explain the 
differences and/or challenges. 
How did you spend most of your teaching time (e.g., online meetings with students, developing materials, finding 
materials, and figuring out the online platform) while teaching online? 

How easy/difficult was it to teach bilingual students in an online environment after months of teaching online? 
Consider educational materials needed to teach bilingual students. 
After several months of teaching online, were students’ technology literacy (being able to log in, access apps, 
access the online learning platform, receive assignments, submitting homework, etc.) still a challenge? Please 
explain your answer. 
After several months of teaching online, what are your take-a-ways from teaching online? 

Are your knowledge, skills, and experience ready to teach online now in May 2021? 

 
Copyright of articles rests with the authors. Please cite TESL-EJ appropriately. 
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