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Introduction

What Is Project ELITE??

Project ELITE? is a model demonstration project sponsored by the Office of Special Education Programs in the
U.S. Department of Education. The project operates within the Language for Learning Institute of The Mead-
ows Center for Preventing Educational Risk at The University of Texas at Austin. Project ELITE? is one of three
research projects funded in September 2016 by the Office of Special Education Programs, and together, these
projects make up a cohort for research on multitiered systems of support (MTSS) for English learners (ELs).
Each site works to improve the outcomes of ELs in the upper-elementary grades (grades 3-5), including ELs
with or at risk for a learning disability, by implementing tiered approaches to meeting their language and
literacy needs.

The goal of Project ELITE? is to develop, implement, and evaluate a multitiered instructional model for ELs in
the upper-elementary grades that focuses on language and literacy development and aligns with dual-lan-
guage and English-as-a-second-language approaches.

Multitiered Systems of Support for ELs

The MTSS and response to intervention (RTI) frameworks are commonly used in schools to support students’
academic and behavioral needs. The latest reauthorization of the Individuals with Disabilities Education

Act recommended RTI as an alternative method for identifying students with learning disabilities. Though
the terms RTIand MTSS are often used interchangeably, MTSS is a more comprehensive framework for docu-
menting the performance of all students, providing high-quality instruction, identifying students early who
need additional support to meet grade-level academic and behavioral expectations, delivering interventions
matched to students’ needs, and monitoring their progress to inform further instructional decisions.

Within a multitiered instructional framework, academic instruction is typically provided at three levels. Tier 1
refers to the core curriculum and instruction that all students receive, Tier 2 refers to supplemental support
that some students receive, and Tier 3 offers an even more intensive level of instruction for students who do
not respond adequately to Tier 1 and Tier 2 instruction.

Project ELITE? enhanced this multitiered model to meet the unique language and literacy needs of students
developing bi/multilingualism, or English as a second language. The five key components of the ELITE? model
are shown in Figure 1.

Figure 1. The Five Components of Project ELITE?
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Overview of This Report

The purpose of this document is to report major project activities, accomplishments, key outcomes, and
dissemination efforts. We begin by providing an overview of the project design and activities. We then de-
scribe the model development process, including key personnel and leadership characteristics that facilitated
successful model implementation, resources necessary for coordination, and strategies used for continuous
quality improvement and model sustainability.

Additionally, this report describes the professional learning framework that was implemented at model
demonstration sites and key implementation findings. Finally, this publication features key project outputs,
including each of the tools and deliverables developed by Project ELITE?, and a summary of dissemination

activities.

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Project Overview

Model Demonstration Sites and Timeline

The goal of model demonstration projects is to bridge educational research and practice to improve student
outcomes. Since 2012, the ELITE research team has collaborated with three model demonstration campuses in
Del Valle Independent School District (DVISD) in Central Texas. The number of ELs served by DVISD increased
153% between 2004 and 2014, and the district is among those with the highest enrollments of ELs in Central
Texas. During the ELITE? project period, approximately 35% of DVISD students were identified as ELs, with the
three participating campuses ranging from 44% to 59%. The district served ELs through a one-way (50/50)
dual-language model in the primary grades and then transitioned ELs to majority-English instruction in the
upper grades, with Spanish support.

Through the funded cooperative agreement in 2016, Project ELITE? extended our previous model demon-
stration work in the primary grades (see Project ELITE, 2016) to the upper-elementary grades (grades 3-5).
This second iteration involved developing and piloting practices at the demonstration sites and using initial
implementation findings to further refine the model components. We aimed to build on our previous work in
kindergarten to grade 3 by carefully documenting the development and full implementation of a model for
upper-elementary educators of ELs, gathering evaluative feedback and evidence of its feasibility, usability,
and ability to achieve desired outcomes.

This collaboration addressed the following questions related to MTSS in the upper-elementary grades:

* Whatis needed at the district, school, and classroom levels to optimize a multitiered instructional
framework for ELs?

* How can data best be used and interpreted when making instructional decisions for ELs?

* When high numbers of ELs are identified for interventions, what steps can educators take to evaluate
the core curriculum to ensure that it is high quality and responsive to the language and literacy needs of
ELs?

* What professional learning components are feasible, valuable, and effective in raising the quality of
teachers’ practice, specifically in meeting the instructional needs of ELs?

Table 1 gives an overview of the project scope and major activities of the 2016-2021 model demonstration.

Table 1. Project Scope and Major Activities

YEAR AND PHASE ACTIVITIES

Years 1-2 Form a campus technical advisory group and meet regularly

(2016-2018) . —
Collect baseline data and identify target areas based on need

Model development
and pilot
implementation

Develop a pilot model, test initial implementation of pilot practices, and col-
lect feasibility and usability data

Develop prototypes of practitioner tools
Refine the model

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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YEAR AND PHASE ACTIVITIES

Year 3 Provide technical assistance and job-embedded support to educators to sup-
(2018-2019) port full implementation

Model full Implement a professional learning model for increasing fidelity to model
implementation practices

Collect feasibility and usability data
Measure fidelity to model components

Make model refinements

Year 4 Make final specifications to the model

2019-2020
( ) Phasein a trainer-of-trainer model

Dissemination and

sustainability planning Provide technical assistance as needed

Publish final practitioner tools and resources

Refining MTSS to Meet the Language and Literacy Needs of ELs

When enhanced for ELs, the MTSS framework can be used to accurately identify ELs” unique language and
academic needs and to provide efficient and high-quality supports. When implemented well, a culturally and
linguistically responsive multitiered framework ensures that groups of students are not disproportionately
referred for supplemental interventions or special education services and that language is taken into consid-
eration when making instructional decisions.

Project ELITE?'s researcher-practitioner collaboration focused on optimizing the components of a multitiered
instructional model for ELs, including the following.

* High-quality, evidence-based core literacy instruction that integrates language development

* Consideration of students’ language proficiency, cultural background, and educational histories in
assessment

» Systematic, targeted supplemental (Tiers 2 and 3) instruction

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Developing the Model

Iterative Development Process With Stakeholders

Project ELITE? took a collaborative approach to building an MTSS model for ELs, with researcher and prac-
titioner knowledge informing model development, refinement, and implementation. During Year 1 of the
project, a technical advisory group (TAG) was established consisting of district leaders, campus leaders, and
teacher leaders. This group provided ongoing input during model development and led the implementation of
pilot practices at their campuses.

Project ELITE? used an iterative development process to refine model components. This process included (1)
engaging stakeholders and end-users in continuous dialogue regarding the components and structure of the
model (prototypes to final products); (2) using formative data to identify and document necessary adapta-
tions to the model; (3) documenting reasons for changes and the extent to which they may be conditioned on
district-, school-, classroom-, or student-level factors; and (4) specifying a final model, including any varia-
tions documented through the development process. Figure 2 depicts this iterative development process.

Figure 2. Iterative Development Process

DEVELOP
model components based on shared expertise and experience

Project researchers and school-based educators

REFINE IMPLEMENT
components and components and prototype instructional tools

specify a fully developed intervention
S Campus leadership:
Project researchers and site-based educators Instructional coaches and educators

EVALUATE
model’s usability, feasibility, and fidelity

Project researchers and school-based educators

Identifying Focus Areas Within MTSS Frameworks

Initial development activities centered on identifying focus areas for support and development for enhancing
the multitiered instructional model for ELs. As a result of ongoing consideration of data and collaboration
with the TAG, the following became focal components of the Project ELITE? model.

Focus Area 1: Enhanced Language and Literacy Instruction in Tiers 1 and 2

High-quality core (Tier 1) and targeted supplemental (Tier 2) instruction is the foundation of effective MTSS
frameworks for ELs. When high numbers of ELs fall below expected achievement levels or are identified as be-

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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ing at risk for academic difficulties, educators should first evaluate whether the core curriculum is high quality
and culturally and linguistically responsive.

Project ELITE? worked with the model demonstration sites to improve educators’ knowledge of how to enhance
grades 3-5 reading and language arts instruction to meet the specific needs of ELs. In collaboration with
practitioners, we developed and refined an instructional model that educators used to enhance both Tier 1
and Tier 2 instruction, with a focus on the following principles and practices.

Relevant content. Teachers integrate instructional content and texts that reflect features of ELs" cultural
backgrounds, linguistic knowledge, ethnicities, and lived experiences (Gay, 2010; Hammond, 2015; Nieto,
2013; Powell, Cantrell, Malo-Juvera, & Correll, 2016).

Students’ prior knowledge and lived experiences. Teachers understand and activate students’ prior knowl-
edge and facilitate connections between academic content and students’ lived experiences when constructing
knowledge and meaning from texts. Teachers facilitate use of students’ full linguistic repertoire (home lan-
guage and English) during instruction (Beeman & Urow, 2013; Cummins, 1996, 2000; Gay, 2010; Gutiérrez,
Baquedano-Lépez, & Alvarez, 2001; Hammond, 2015; Kroll & Bialystok, 2013; Nieto, 2013; Ortiz & Robertson,
2018; Otheguy, Garcia, & Reed, 2015; Powell et al., 2016).

Active and equitable participation. Teachers establish “intellectually safe” environments, meaning that they
provide equitable opportunities for all students” active participation and that students feel comfortable prac-
ticing the language they are developing (Hammond, 2015; Ladson-Billings, 1995; Nieto, 2013).

High-quality linguistic input and structured language practice. Teachers expose students to high-quality
linguisticinput and provide well-structured, text-based discussion opportunities for students to hear, use,
and practice academic language encountered in text (August, Branum-Martin, Cardenas-Hagan, & Francis,
2009; Baker et al., 2014; Howard et al., 2018; Shanahan et al., 2010; Vaughn et al., 2009).

High-quality instructional discourse. Teachers facilitate text-based discussions using strategies that have
been shown to promote higher-order thinking and reading comprehension (Klingelhofer & Schleppegrell,
2016; Michaels & 0’Connor, 2015; Michener, Proctor, & Silverman, 2017; Murphy, Wilkinson, Soter, Hennessey,
& Alexander, 2009; Rydland & Grover, 2018; Soter et al., 2008).

Example in Action:

Implementing a Text-Based Discussion Model

The following vignette describes one fifth-grade teacher’s Tier 2 lesson and demonstrates how she
targeted oral language development in Tier 2 instruction. For materials and practitioner resources,
see the Project-Developed Tools section of this manual.

To begin, Ms. Alma strategically forms reading groups of four to five students, selects culturally rele-
vant texts appropriate for students’ reading and language proficiency levels, and divides the texts into
chunks. Before independent reading, Ms. Alma delivers a focused mini-lesson targeting vocabulary
and comprehension.

For this text, Esperanza Rising by Pam Mufioz Ryan, Ms. Alma teaches the words ranch, crochet,
proposal, and strike, using student-friendly definitions, visuals, and nonlinguistic representations.
She also explicitly teaches and models a comprehension process—using text evidence to support
ideas. Finally, Ms. Alma reviews the criteria for successful text-based discussions she had taughtin

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



Project ELITE? Final Report ¢ 7

previous lessons and reminds students to use their language scaffolds (sentence-stem cards) as
needed during discussions.

During the Tier 2 intervention block, Ms. Alma provides guided supportin the vocabulary and com-
prehension practices targeted during the mini-lesson. She engages in guided reading of the text and
guided practice with students in word-learning strategies. During reading, students record new words
in their workbooks (see

sample pages). After Text Talks

completing a chunk, stu- Student Workbook [l
dents write a summary [c TRl B et ok ey e g
and respond to prompts

in their workbook in

preparation for group brrecamwrason
discussions. Next, using =

what they have writ-

ten, students engage y

in group discussion to I CHOSE TS B0 LS. B [ et A
advance their compre-

hension of the text and

practice language.

Through observation

of student interactions, Ms. Alma acknowledges and validates how ELs used language successfully to
negotiate meaning, demonstrate critical thinking, and present evidence to support their arguments
and ideas. She provides positive feedback to one student for using the new vocabulary words devious
and dishonestto support her argument about Tio Luis, a character in the book. She reinforces another
student’s use of text evidence to build on his peer’s ideas and add an argument. Ms. Alma also models
how to go back to the text and record the page number where the evidence was found and explains
how students can use text evidence in their writing. Students then practice communicating their argu-
ments in writing in their workbooks.

In summary, Ms. Alma integrates an oral language focus into her instruction by providing meaningful,
structured opportunities for ELs to use and practice language while negotiating meaning from the
text. The student workbook is a tool for students to organize their thoughts and enhance their discus-
sions. She incorporates culturally and linguistically responsive approaches into literacy instruction by
validating and building on students’ connections to text and language practices, providing supportin
extending their speaking to writing.

Focus Area 2: Language Proficiency in MTSS Decision-Making

Documenting a system for educational decision-making is an essential step in a culturally and linguistically
responsive MTSS framework. It is also key for building schools’ capacity to accurately identify students with
learning difficulties and provide interventions that match the needs of ELs.

Project ELITE? collaborated with the three model demonstration campuses to develop and implement a system
for structured data meetings that focuses on language in identifying students’ instructional needs and plan-
ning interventions.

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Key principles for assessment and data-based decision-making for ELs within MTSS (Project ELITE?, Project
ELLIPSES, & Project LEE, 2018) guided the development, including the following:

* Anasset-based approach to identifying students’ strengths and needs

e Linguistically aligned assessment practices that provide information about students’ learning within
and across languages (first language, second language, or both)

* Cross-analysis language proficiency data alongside literacy data to accurately determine intervention
needs

* Progress monitoring in appropriate language

* Collaboration and communication with parents and families

e Practitioner evaluation of students’ progress in interventions and data-informed instructional adjust-
ments

Using the tools developed at the demonstration sites, educators are guided through a series of procedures
for conducting beginning-, middle-, and end-of-year data meetings for determining students’ intervention
needs and working collaboratively to allocate resources accordingly. During data reviews, practitioners follow
meeting agendas and have critical discussions around data, using prompts to consider the role of students’
language development when grouping students for intensive interventions, establishing criteria for the
movement of students across tiers, and planning for instruction across tiers.

Table 2 provides example prompts educators can use during data meetings. For materials and practitioner
resources, see the Project-Developed Tools section of this report.

Table 2. Example Prompts for Data Meetings

PRACTICE EXAMPLE DISCUSSION PROMPTS

Identifying student Is a disproportionate number of ELs identified as needing Tier 3 intervention or
strengths and needs special education?
through multiple data ,
sources What do the data show about students’ strengths and needs after targeted and
intensive intervention?
What are students’ proficiency levels for each language domain?
Identifying On which skills do we need to focus our instruction?

instructional practices
to address student

needs Does this intervention address needs in the student’s native language and/or
English?

What intervention matches this student’s needs best?

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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PRACTICE EXAMPLE DISCUSSION PROMPTS

Evaluating progress In what concepts or skills did students show progress in Tier 3 interventions?
ininterventions and
making adjustments

What concepts or skills did we struggle to teach successfully?

What changes should be made to accelerate the progress of students, and how
will we determine adequate progress?

Making intervention Which students should continue at the current level of support, which students
decisions need more intensive intervention, and which students should exit the interven-
tion?

For students who are not responding to high-quality Tier 3 interventions, would
a referral be appropriate?

For ELs with disabilities who are not responding to Tier 3 intervention, what
changes need to be made to their individualized education program?

Focus Area 3: Reflective Professional Learning Communities for Practitioner Growth

Developing educators’ cultural and linguistic responsiveness is a key component in enhancing MTSS for ELs.
Project ELITE? worked collaboratively with professionals to create a framework for professional learning com-
munities (PLCs) that integrated systematic self-assessment and reflection for developing educators’ cultural
and linguistic responsiveness. This framework became key to successful implementation of model components
and is described in detail in the following sections.

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Professional Learning

High-quality professional learning for educators is a key component of effective multitiered models for ELs.
Project ELITE? focused on building practitioners’ knowledge base in culturally and linguistically responsive
pedagogy and practice, second-language acquisition, and effective multitiered literacy instruction for bi/
multilingual learners. In addition to formal professional development sessions, the model emphasized ongo-
ing, job-embedded learning through instructional coaching, practitioner collaboration, self-reflection, peer
observation, and data-informed instructional planning. The following sections describe the Project ELITE?
model for professional learning.

Developing a Professional Learning Model for Educators of ELs

Project ELITE? worked collaboratively with educators to develop a professional learning framework that ad-
dressed their specific needs. Project staff members collected baseline and needs assessment data to identify
topics for professional learning sessions, which connected research to practice. Table 3 describes each learn-

ing session.

Table 3. Professional Learning Topics

TOPIC DESCRIPTION PARTICIPANTS

Culturally
responsive
pedagogy and
practice

Second-language
acquisition and
linguistically
responsive
pedagogy

Effective data-
based decision-
making for ELs

Participants were introduced to the concept of cultural
responsiveness and worked in small groups to deepen
their understanding. Participants also discussed identi-
fying and addressing deficit orientations of bi/multilin-
gual learners and their families. Through collaboration,
participants identified ways to operationalize culturally
responsive practices in the classroom.

Teachers developed knowledge of the second-language
acquisition process and the components of linguistically
responsive pedagogy. Participants were guided in recog-
nizing bi/multilingual students’ strengths, including the
role of first-language knowledge in developing literacy.
Through applications to practice, participants developed
an understanding of instructional practices that support
ELs.

Self-paced training modules explored the purposes,
procedures, and materials needed to hold structured data
meetings at key assessment points (beginning, middle,

and end of year) for all educators serving ELs and monthly

for core (Tier 1) classroom teachers. Project-developed

tools included guides and protocols for leading successful

meetings and for documenting decisions about students
and instructional planning.

Grades 3-5 educators

Instructional specialists
and interventionists

Instructional
administrators

Grades 3-5 educators

Instructional specialists
and interventionists

Instructional
administrators

Campuswide

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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TOPIC DESCRIPTION PARTICIPANTS

Increasing ELs’ Teachers developed an understanding of the role of Grades 3-5 educators
engagement and expressive language in academic literacy development.

Instructional specialists

accountable talk Participants learned how to enhance instruction to ad- ] 2P
vance students” academic language development through and interventionists
low-risk response, feedback, and assessment techniques. Instructional
(See the Tools and Resources section of this manual to administrators

learn more about these strategies.)

Text Talks: A Teachers learned how to build vocabulary and compre- Grades 3-5 educators
strategic book hension skills through Text Talks, including group work . L
club routine to practice implementing the steps and plan instruction. Instr.uctmnal §pef:1allsts
for building (See the Tools and Resources section of this manual for a and interventionists
vocabulary and full description.) Instructional
comprehension administrators

Using a Reflective PLC Model to Promote Instructional Change

Successful implementation of model practices required ongoing job-embedded support responsive to edu-
cator needs. DVISD educators participated in a reflective PLC model that included collaborative inquiry and
strategic reflection on their use of new instructional practices in their classrooms. Educators received job-em-
bedded support at critical points in the implementation process in the form of instructional coaching, per-
formance feedback, and collegial supportin PLCs. The model stressed collaborative analysis, reflection, and
constructive critique as a means of improving knowledge, enhancing practice, and increasing effectiveness.
Figure 3 depicts this reflective PLC model.

Figure 3. Reflective PLC Model

Formal Learning:
Evidence-Based Practices

Coaching: Peer Collaboration

Observation and Feedback for Practice Refinement
High-Quality

Tools and

} Resources ;
Teacher-Driven Coaching:

Action Planning Observation and Feedback

Self-Assessment
and Self-Reflection
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Component 1: Formal Learning: Evidence-Based Practices

Teachers receive formal training that builds their knowledge base of evidence-based, culturally and linguisti-
cally responsive instructional practices, as outlined in Table 3 (Darling-Hammond & Richardson, 2009; Des-
imone, 2009; Desimone, Porter, Garet, Yoon, & Birman, 2002; Garet, Porter, Desimone, Birman, & Yoon, 2001;
Parise & Spillane, 2010).

Component 2: Peer Collaboration for Practice Refinement

Educators participate in collaborative PLC meetings to target obstacles or challenges to teachers’ initial
implementation, foster teacher leadership, and collaboratively plan lessons (Goddard, Goddard, & Tschan-
nen-Moran, 2007; Sato, Wei, & Darling-Hammond, 2008).

Component 3: Coaching: Observation and Feedback

Coaches observe teachers’ language and literacy instruction for ELs and provide meaningful, targeted feed-
back to improve the impact on student learning. Knowledge gained from the observation and feedback
process is shared in PLC meetings (Cornett & Knight, 2009; Desimone & Pak, 2017; Kretlow & Bartholomew,
2010).

Component 4: Self-Assessment and Self-Reflection

Teachers use self-captured videos and guided-reflection protocols to critically reflect on their teaching. Teach-
ers meetin PLCs to share insights from the self-reflection. Figure 4 shows the self-captured video reflection
and planning cycles (Center for Education Policy Research, 2015; McCombs, 2003; Ross & Bruce, 2007; Sato et
al., 2008; Sherin & Star, 2011).

Figure 4. Self-Captured Video Cycles
SELF-CAPTURED VIDEO SELF-CAPTURED VIDEO
—CYCLE 1— CLASSROOM —CYCLE 2—

IMPLEMENTATION
INDIVIDUAL COLLABORATIVE INDIVIDUAL COLLABORATIVE
PHASE PHASE PHASE PHASE

Self- Connection Self-
observation observation Peer

of insight . .
Self- to action of action steps observation

assessment of
teaching

Interpretation
of lesson
events from
multiple lenses

Collaborative
problem-
solving

Instructional
planning

Implementation
of action steps

Instructional
adjustments

Progress
monitoring

Interpretation
of lesson
events from
multiple lenses

Collective
problem-
solving

Instructional
planning
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Component 5: Teacher-Driven Action Planning

Based on the critical reflection process, teachers meet in PLCs to connect their new learning to instruction
and plan next steps to refine their instructional delivery. Teachers share video examples of successful lessons
and receive feedback from their colleagues (Calvert, 2016; Hargreaves & Fullan, 2012; Mezirow, 1997).

Example in Action:

Self-Reflection and Collaborative Inquiry as Drivers of Instructional Change

Imagine if educators could press the “pause button” on their teaching, step out of the moment, and
analyze what worked and what could be improved in their lessons. As part of their participation in
Project ELITE?, DVISD educators worked collaboratively to increase their knowledge and skill through
self-observation and reflection. Through each PLC model component (Figures 3 and 4), teachers
engaged in collaborative inquiry, self-reflection, and constructive critique to improve knowledge,
enhance practice, and increase effectiveness.

PLC meetings typically began with teachers sharing the “glows and grows” of their lessons. Teachers then
worked collaboratively to problem-solve around their implementation challenges. For example, educa-
tors worked through initial obstacles in implementing a group text-based discussion model, such as
classroom management, scheduling, and structure of the lesson components. In particular, teachers
were unsure of how and when to incorporate whole-group, direct instruction (the comprehension
mini-lessons) into the text-based discussion model. Colleagues who had demonstrated successful
implementation of this practice discussed how to implement the mini-lesson and provided support.

As teachers progressed in theirimplementation of new practices, they used video self-observation and
reflection to evaluate their instruction. PLC meetings included structured time for teachers to share in-
sights from their self-reflections, present video lesson examples for peer observation, and collectively
apply their new learning to instructional planning. Through reflection, teachers noticed and addressed
aspects of their teaching that could be enhanced for ELs and worked together to plan effective lessons.

Over time, teachers became increasingly comfortable with the practices and more skilled at applying
insights from self-reflection to instructional planning. By the end of the model demonstration, all
participating teachers improved their implementation of the instructional practices.

Teachers described the reflective PLC model as useful and valuable to
their professional learning, saying it led to important insights about
their teaching that were difficult to gain while “in the moment.”

As one teacher putit, “I always see from my vantage point, so it is
good to see what students are doing [while I'm teaching]. I get more
perspective.” A fourth-grade teacher reported that, “Seeing your-
self teach is beneficial, as you gain a perspective you don’t naturally
have. It informs your teaching and helps you to see what’s going

well and what areas still need attention.” One fifth-grade educa-

tor described how self-video reflection became a powerful tool for
gaining a deeper understanding of her teaching: “You can see things
when you watch yourself that you can’t understand when you are just
teaching. Like, ‘Oh, I need to fix that.” Or ‘This person wasn’t engaged enough. I thought I had them
but actually I missed somebody.” So I thoughtit was ... powerful.”

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Documenting Implementation Findings

Broadly, the goal of model demonstration research is to bridge the research-to-practice gap by testing “a
single new and promising practice, procedure, program, or technology that is deemed to have high potential
for improving outcomes,” documenting its implementation in typical education settings, and assessing its
outcomes (Shaver, Lenz, Wagner, & Greene, 2015, p. ii). The challenges of moving from research settings to
full model implementation have been well-reported (Cook & Odom, 2013; Domitrovich et al., 2008; Fixsen,
Naoom, Blase, Friedman, & Wallace, 2005).

We aimed to carefully document the development and full implementation of a PLC model for upper-elementa-
ry educators of ELs, gathering evaluative feedback and evidence of the model’s feasibility, social validity, and
ability to achieve desired professional learning outcomes. The following evaluation questions guided Project
ELITE? model development, refinement, and final specification:

* To what extent do schoolinstructional leaders and educators find the PLC model components to be use-
ful and feasible?

* How do educators perceive the PLC model components and to what extent do educators find the compo-
nents to be instructionally valuable?

* Inwhatways does the PLC modelincrease educators’ confidence and ability in implementing evi-
dence-based practices for ELs?

Feasibility of Model Practices

Data on the feasibility of the model were collected at regularintervals during development, pilot implemen-
tation, and full implementation. During the development and pilot phases, leaders and educators were intro-
duced to prototypes of model components and practitioner tools. We collected input on the model’s feasibility
to determine the degree to which practices or tools could be easily and efficiently used in practice. Data on
the practitioner-friendliness of materials and products (i.e., the extent to which they were easy to use and
clearin format) were also collected through teacher debriefs and focus group interviews. These data informed
model development and refinement and ensured that the final model was feasible to implement.

Quality and Usefulness of Site-Based Trainings

During Years 2 through 4 of the model demonstration, participants received formal training on key topics for
building educators” knowledge of effective language and literacy instruction for ELs within MTSS (see Table 3
above for descriptions of professional learning sessions). After each site-based training, participants evaluat-
ed the quality and usefulness of sessions. Overall, participants rated professional learning sessions as useful
or highly useful to their teaching practice (99% of participants in Year 2; 97% in Year 3; 97%in Year 4). The
majority of participants also rated the different professional learning sessions as of high quality (99% in Year
2; 94%in Year 3; 94% in Year 4).

Social Validity of Model Practices

Educators participated in a focus group interview and completed an anonymous survey focused on the useful-
ness and likely sustainability of different model components, rating each component of the model on a Likert
scale (e.g., not useful to very useful). The purpose of collecting these data was to inform model development
and refinement and ensure that the final, specified model had high social validity.
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Social Validity Scale

Overall, educators of ELs rated the overall MTSS process for ELs as having high social validity (82% at the end
of Year 2; 85% at the end of Year 3). Participants rated the special education component of MTSS for ELs as
having high social validity, and their rating increased from Year 2 to Year 3 (72% at the end of Year 2; 83% at
the end of Year 3; data could not be collected at the end of Year 4 due to the COVID-19 pandemic).

Project ELITE? has focused professional learning and technical assistance on specific components of the mod-
el, including high-quality culturally and linguistically responsive core and supplemental (Tier 2) instruction
and data-based decision-making in the design and delivery of instruction. By the end of Year 3, the percent-
age of educators rating these components as having high social validity are as follows:

* High-quality culturally and linguistically responsive core instruction: 88%
e High-quality culturally and linguistically responsive supplemental Tier 2 instruction: 88%
* Data-based decision-making in the design and delivery of instruction: 92%

Analysis of Qualitative Data

At the end of Year 2, Project ELITE? conducted focus group interviews with participating teachers at each of
our three campuses. The teachers reported that the professional learning sessions Features of Effective In-
struction for ELs, Culturally and Linguistically Responsive Pedagogy, and Self-Reflective Videos made a signif-
icant difference in the learning and growth of their students, as well as in the quality of theirinstruction. They
mentioned that incorporating vocabulary development, using kinesthetic learning, and providing students
with multiple opportunities to use language during class helped students “speak in more complex sentences”
and improved their academic language use. Teachers also felt that the self-reflective videos were useful in im-
plementing their newly learned strategies and made them more aware of the quality of their interactions with
students and the quality of interactions students had with each other.

At the end of Year 3, Project ELITE? conducted focus group interviews with participating teachers at each of
our three campuses. The teachers shared that the professional learning sessions Increasing Student Engage-
ment and Accountable Talk, Implementing Text-Talks: A Strategic Book Club Routine for Increasing Vocabulary
and Comprehension, and Self-Reflective Videos made a significant difference in the learning and growth of
their students. Analysis of qualitative data (interviews, field notes, teacher reflections, and research debriefs)
corroborated the results of the anonymous surveys, highlighting the model’s usefulness, feasibility, and
instructional value to professional learning in the targeted areas. One campus leader reported, “I think [the
Project ELITE? PLC model] goes with everything we are trying to do as a campus ... We are trying to build this
culture of literacy, talking about ‘collective efficacy.” We want to move into student autonomy, student self-ef-
ficacy.”

Participating educators reported that the job-embedded professional learning increased their understanding
and implementation of the target practices for ELs. One teacher described, “PLC discussions help me gain a
better understanding of what “text talks’ should look like. Also, hearing from other teachers regarding what
works for them helped me tweak my approach.”

Several teachers reported on the value of the self-reflective video process. For example, one educator stated,
“Seeing yourself teach is beneficial, as you gain a perspective you don’t naturally have. It informs your teach-
ing and helps to see what’s going well and what areas still need attention.”

Overall, data from a smaller case study of teachers showed that the study participants perceived the reflective
PLC model as feasible and valuable for increasing the quality of their teaching practice, and teachers demon-
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strated observable shifts in their perceptions and teaching after participating. Data from the educator surveys
showed that model practices had high social validity, as all the case study teachers rated the components of
the PLC model as useful or very useful to their teaching practice. Further, all of the educators reported that
the reflective PLC practices increased their confidence level in implementing text-based discussions for their
students.

Teacher Knowledge and Quality of Instruction

Project staff members, in partnership with site-based instructional coaches, observed teachers’ classroom
instruction periodically throughout each project phase, documenting implementation of model practices.
Observational data were used to inform ongoing coaching, performance feedback, and model development
and specification.

Additionally, teacher learning artifacts were collected for analysis throughout the project. Artifacts included
teachers’ written assessments and reflections of their self-captured video lessons and enhancements to their
lesson plans. Project staff members also took detailed, descriptive observation notes during formal PLC meet-
ings. Data from learning artifacts and PLC notes were used, along with observation data, to document teach-
ers’ learning and developing knowledge of cultural and linguistic responsiveness and effective instruction for
ELs.

Narrative Summary of Teachers’ Behavioral Change

Analysis of teacher-level data (interviews, formal classroom observations, and teachers’ written reflections)
showed that through reflexive activities, teachers benefited from opportunities to think critically about their
teaching.

Self-reflection represented an opportunity for educators to not only evaluate their own teaching behaviors,
but also observe evidence of their students’ linguistic strengths and progress in language development.
Among the themes that emerged as critical to teachers’ learning was self-reflection as a transformative tool
in developing increased responsiveness to their bi/multilingual students” needs. Through analysis of lesson
events, teachers gained a deeper understanding of their teaching behaviors, recognizing areas of needed
change they were not fully conscious of during real-time teaching (e.g., unconsciously relying on too much
teacher-centered talk, reacting negatively to students’ contributions). As one educator described, “You think
you know what you are like as a teacher ... but you don’t.” Another reported that she was able to “see the
behaviors that I have, which may affect the learning of the students.”

The data also showed instances in which teachers re-evaluated their deficit assumptions about ELs’ language
ability and developed a more nuanced understanding of their students’ language skills. Teachers who were
initially hesitant to give students autonomy to lead discussions observed evidence of how their students
become engaged, agentive, and capable communicators of knowledge during theirindependent discussions—
sometimes at higher levels when teachers removed themselves from the group. For example, one teacher de-
scribed how she “never expected” the benefit of self-reflection to be learning about how her students manage
discussions for themselves and explore substantive topics without prompting from the teacher. As she put it,
“Ididn’t know that before. That was a really interesting insight.” Through self-reflection, teachers examined
evidence that prompted them to re-evaluate their prior assumptions, and, with guidance, they applied that
new knowledge to future lessons.
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Fidelity of Implementation

Project staff members periodically conducted formal observations of selected teachers’ classroom instruction
and documented the extent to which model practices were implemented with fidelity. Observational data were
used to inform ongoing coaching and feedback and model development and specification. Fidelity data were
also used to identify facilitators and obstacles to successful implementation, so that the MTSS model could be
adjusted to address the specific needs of campus personnel.

As the model demonstration progressed, participating teachers increased in their fidelity of implementation
of key model practices targeted through job-embedded professional learning support.

Year 2

Project ELITE? researchers delivered the formal professional learning sessions Second-Language Acquisition
and Features of Effective Language and Literacy Instruction for ELs. Teachers of ELs received job-embedded
professional learning through PLCs and participated in self-captured video reflection to increase their imple-
mentation of these target instructional practices.

By the end of Year 2, 82% of teachers formally observed were implementing evidence-based practices with
moderate to high fidelity, an increase from the fall semester. Data showed that all participating educators in-
creased their fidelity to target instructional practices after participating in job-embedded professional learn-
ing, guided self-reflection of teaching, and teacher-driven action planning. By the end of Year 2, the number
of teachers implementing the practices at high fidelity increased from three teachers (fall) to seven teachers
(spring). The number of teachers who were not implementing the practices, orimplementing at low levels,
decreased from six teachers (fall) to three teachers (spring).

Year 3

Project ELITE? researchers delivered the formal professional learning sessions Increasing Student Engagement
and Accountable Talk and Implementing Text Talks: A Strategic Book Club Routine for Building Vocabulary and
Comprehension. Teachers of ELs received job-embedded professional learning through PLCs and participated
in self-captured video reflection to increase their implementation of these target instructional practices.

By the end of Year 3, 100% of the teachers formally observed were implementing the target practices with
high fidelity. Data showed that all participating educators increased their fidelity to target instructional
practices after participating in job-embedded professional learning, guided self-reflection of teaching, and
teacher-driven action planning. By the end of Year 3, the number of teachers implementing the practices with
high fidelity increased from four (fall) to nine (spring). Observation data could not be collected at the end of
Year 4 due to the COVID-19 pandemic.

Student Measures

Student-level measures of growth included the State of Texas Assessments of Academic Readiness (STAAR) and
the Texas English Language Proficiency Assessment System (TELPAS). The STAAR measures reading achieve-
mentin grades 3-8 in English and in grades 3-5 in Spanish. The STAAR A is available for students with disabil-
ities who meet eligibility requirements. The TELPAS assesses the English language proficiency of kindergar-
ten to grade 12 ELs in four language domains—listening, speaking, reading, and writing. English language
proficiency assessments are federally required to evaluate ELs’ progress in academic English. Ongoing analysis
of student achievement guided model development, refinement, and implementation. See Appendix D.
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Facilitators of Successful Implementation

Collaborative Partnerships

As described earlier in this report, Project ELITE? approached model development through a collaborative
lens. Project staff members engaged site leaders and key stakeholders in a conversation about their current
successes and ways they might improve services for ELs, as well as the organizational, practitioner, and stu-
dent factors that they thought were important to consider during model development. Frequent site visits,
observation, and participation in campus activities (e.qg., staff training, data meetings, classroom instruction,
schoolwide community events) supported the collaborative relationship. This collaborative partnership is
shown in Figure 5.

Figure 5. Collaborative Model
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These collaborative efforts helped the project to develop a model with high social validity—that is, a model
thatis appropriate, useful, and valuable to the community it directly serves. This approach also allowed Proj-
ect ELITE? to provide early support that aligned with site-specific needs and that facilitated buy-in among ad-
ministrators and educators working with ELs. Partnerships and collaborative approaches to educators’ profes-
sional learning were drivers of successful implementation. Table 4 details educational leaders” key practices.

Table 4. Professional Learning and Partnerships: Guiding Practices for Leaders

PROFESSIONAL LEARNING PARTNERSHIPS

Create opportunities for teachers to provide input Establish a firm university-district partnership,

in the dissemination of the professional learning complete planning, and obtain buy-in before
plan beginning MTSS reform efforts (initiating too soon
may lead to short-term results but fail to maintain
long-term sustainability)

Engage in various professional learning activi-
ties, such as classroom observation and feedback

sessions, coaching, peer observation, and video Discuss with classroom teachers best methods for

recording with self-reflection incorporating new literacy practices into existing
. L . . ) curricula

Provide opportunities for discussion around refin-

ing instructional practices and establishing next Engage district and school administration, mas-

steps ter teachers, and school teams in discussions and

planning for sustaining implementation
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Example in Action:

Capitalizing on Campus Assets to Increase Practitioner Collaboration

Project ELITE? used the TAG model to better understand how school resources could be coordinated
and optimized to support educators’ collaboration in raising the quality of instruction for ELs. A
framework for grade-level planning meetings was already established at the campuses before the
model demonstration began, and teachers had access to a conference room used regularly for PLC
meetings. Additionally, the campus instructional coaches were accustomed to leading planning
meetings, observing teachers, and providing performance feedback. Capitalizing on what was working
well, Project ELITE? built on existing practices to develop a job-embedded framework that included
critical reflection and collective action planning.

The iterative development approach increased educator buy-in and
feasibility of implementation, as practitioners felt that theirinput
was valued and that the PLC model aligned with the broader literacy
initiatives in which they were already invested. Implementation data
showed that study participants perceived the PLC model as feasible
and valuable forincreasing the quality of their teaching practice.

Analysis of teacher surveys, reflections, and interviews revealed that
teachers felt the PLCs improved their teaching practice. One teach-
er said, “PLC discussions help me gain a better understanding of
what [the instructional model] should look like. Also, hearing from
other teachers regarding what works for them helped me tweak my
approach.” As another educator put it, the PLCs helped to “clear up” misunderstandings and address
questions that came up during implementation. She described how it was valuable to hear “how oth-
ers have been successful with this strategy and ways they made it more meaningful for their students.”
Another teacher reported that the PLC meetings helped her to “know what others are doing and how
they solve problems.”

Formative Data to Engage Stakeholders

Project ELITE? shared data from formal classroom observations, educator interviews, and surveys, along with
student achievement data, to engage stakeholders in model exploration and development. Sharing data that
showed the model’s initial positive impact supported stakeholder buy-in and fostered early adoption of the
practices. Further, this data sharing supported site-based practitioners’ enthusiasm for the model and al-
lowed for early sustainability planning.

Responsiveness to Local Needs

In the development phase, the project devoted resources to understanding needs and implementation factors
that were unique to the students, teachers, and other stakeholders DVISD served. Piloting the model on a
small scale was critical to feasibility and social validity. As educators began to build their knowledge and im-
plement the components, project staff members collected data on their early implementation experiences to
identify additional areas of need and to adapt practices and procedures. For example, during teachers” initial
implementation to enhance core and Tier 2 instruction, project staff members conducted frequent observa-
tions and solicited feedback on ways the instructional system could be adapted for different grade levels,
ages, and levels of language proficiency.
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This responsive approach was also essential in developing the prototypes for practitioner tools and student
materials (described in the next section). Educators tried the different lesson plans, materials, and tools. The
project refined instructional products with consideration of the feedback educators provided on the proto-
types, thus optimizing their usability and capacity to serve site-specific needs.

Effective Site Leadership and Collaboration

School leaders who valued professional collaboration were key to developing a highly feasible model and
successfully implementing it. Leaders’ willingness to identify and address deficit beliefs about students, and
to reflect on their own stance, fostered a collaborative culture. This approach also emphasized collaborative
coaching and performance feedback, and PLCs were seen as safe spaces for educators to analyze their teach-
ing practice and engage in collective action planning. Establishing a culture of trust and collegial support
increased teachers’ confidence and comfort levels in implementing change in their classrooms, and it fostered
their autonomy in working toward their professional learning goals.

Through peer observation, teachers worked together to reach shared goals and to identify evidence of prog-
ress toward those goals. Through active learning and collective participation (Desimone, 2009), teachers built
a professional knowledge base to draw upon for improving their instruction and deepening their understand-
ing of research-to-practice applications.

Support for Instructional Leaders

Direct and ongoing support for campus instructional leaders was essential to improved implementation and
model sustainability. Leaders’ feedback informed adaptations to the model, and this collaborative approach
fostered ownership of the model and motivated leaders to sustain its implementation. During dissemination
and sustainability planning, the last phase of the project, a training-of-trainers model supported site leaders
in taking responsibility for learning model practices and leading professional development with teachers at
their campus.

Throughout the project, cross-site collaboration was facilitated through monthly leadership meetings, in
which instructional coaches from each campus met with project staff members. These meetings allowed in-
structional coaches to debrief on project model implementation and collaborate on refinement.

Practitioner-Friendly Resources

High-quality educator resources are essential to successful implementation and continued use of the model.
Throughout each phase, Project ELITE? designed clear, user-friendly, and engaging resources that direct-

ly support educators in implementing model practices. For example, the project designed a flip book that
teachers use to plan and deliver the text-based discussion lessons that build vocabulary and comprehension
skills. Web-based materials were developed to support continued implementation, including a teacher toolkit
forincreasing high-quality classroom discourse, self-paced training modules, videos of model lessons, data
meeting protocols and guides, and model lesson plans. (See the Tools and Resources section and Appendices
B and C of this report for information about each tool.)
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Tools and Resources

Project-Developed Tools

Project ELITE? collaboratively developed tools and deliverables that provide guidance for educators in imple-
menting the different components of the model.

Text Talks Flip Book

In collaboration with the practicing professionals at partnering schools,
Project ELITE? developed and refined an instructional model that educa-

tors use to enhance core language and literacy instruction for students TeXt

in grades 3-5. Teachers strategically set reading groups of four to five

students, select culturally relevant texts appropriate for reading and Talks
language proficiency levels, and divide the textinto chunks. Teachers A Strategic Book Club Routine
then deliver a focused mini-lesson that includes previewing the text and for d‘*gggggeﬁg;‘;;‘ﬁ%ns
explicitly teaching academic vocabulary and reading comprehension. in Third Through Fifth Grades

While students read independently, they practice word-learning strate-
gies and record the meaning of new words. Students write a summary of
the reading and respond to prompts in their journals to prepare for their
group discussions. Next, students engage in structured, text-based
discussion to advance their comprehension of the text and practice S —
academic language. )

Extensions

Teacher Toolkit for Increasing Student Engagement and Accountable
Talk

Project ELITE? designed and collaboratively developed this toolkit and implementation

Teacher Toolkit
fjﬁfg;§§§:i§§deni guide with teachers to improve students’ academic language development through low-risk
and Accountable Talk response, feedback, and assessment. The toolkit guides teachers’ use of the various tools

presented as part of the “Increasing Student Engagement and Accountable Talk” teacher

training. This resource offers practical guidance for implementing the tools systematically.

Structured Data Meetings: Protocols and Materials

Project ELITE? collaborated with district leaders to design a structured da- _

ta-meeting process that facilitates effective decision-making for ELs. The tools )
include (1) a guide for year-round structured data meetings, (2) educator Implementing
protocols and tools for effective meetings and instructional planning, and (3) Structured

self-paced training modules that guide educators in implementing effective Data Meetings
data meetings for ELs.

A Year-round Tool

for Optimizing
Instructional Planning
for English Learners
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ELITE? Implementation Manual
Project ELITE? developed an Implementation Manual that provides guidance

for future replicators, which may include district leaders, educators, and other . . . . .
stakeholders interested in implementing MTSS for ELs in grades 3-5. The
manual includes a description of the model and how it was developed, tested, Multitiered

and adapted; key personnel necessary to support the model; professional de- Instructional Models
velopment required to implement the model; resources necessary for coordi- for English Learners
nation; and strategies for implementing and sustaining the model over time. in Grades 3-5
Formative and summative evaluation measures used are also included. The
manual also describes all project-designed tools and deliverables, including . . .
a complete roster of the available professional development training and the
instructional guides required for implementation, support, and sustainment.

. | el

Cohort-Developed Tools

A total of three model demonstration projects focused on MTSS for ELs with and without disabilities were
funded in September 2016 by the U.S. Department of Education’s Office of Special Education Programs. Three
research teams worked collaboratively to develop educator resources and tools for optimizing multitiered
instructional models for ELs the upper-elementary grades.

Practice Brief Series

The three model demonstration projects developed a series of guidance briefs to assist
administrators, educators, policymakers, and other stakeholders in implementing a
campuswide multitiered instructional framework to optimize outcomes of ELs in grades
3-5. The briefs address key issues in model implementation, such as strategies for
enhancing core and supplemental (Tiers 2 and 3) instruction for ELs in bilingual and
English as a second language instructional settings, family-school partnerships, and
effective leadership practices to support MTSS for ELs.

MTSS for ELs: Literacy Implementation Rubric and
Accompanying Documents

'ORTS FOR ENGLISH LEARNERS:

This rubricis intended for individuals or teams who are responsible for
monitoring school-level fidelity of MTSS for ELs, including MTSS, bilin-
gual, literacy, and English language development specialists or coach-
es; school principals; and teacher leaders. The rubricis aligned with
the essential components of MTSS for literacy and the infrastructure
that is necessary for successful implementation. It is accompanied by a
worksheet and action planning document with guiding questions. The
worksheet can be used to record ratings and notes for each section,
and the action planning document can be used to summarize and track
strengths, areas of need, goals, and progress.

These tools and guidance briefs are available on the Multitiered System of Supports for English Learners web-
site: www.mtss4els.org
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Model Dissemination and Impact

Project ELITE? collaborated with stakeholders locally, nationally, and internationally to disseminate model
resources and guidance for optimizing MTSS for ELs. Appendix A of this manual describes the impact of model
components as they were implemented through various professional learning and technical assistance initia-
tives beyond the model demonstration sites. Below, we describe our web-based dissemination activities.

Project ELITE? Website

Project ELITE? developed a website (www.elitetexas.org) to
house resources related to program objectives. Practitioners
can access a variety of project-developed tools and resources
that support implementation of high-quality culturally and
linguistically responsive instruction for elementary-grade stu-
dents. Educators can visit the website to browse teacher tool-
kits, lesson plans, and professional development trainings.

Since 2016, the Project ELITE website has garnered more than
237,000 hits, and the practitioner resources have been down-
loaded more than 67,000 times. As shown below, downloads
have steadily increased each year of the project, as project-de-
veloped deliverables have been published and disseminated.

(What is Project ELITE? )

Resource Downloads

YEAR DOWNLOADS

2016 144
2017 4,936
2018 6,741
2019 8,294
2020 16,908
2021 30,627
TOTAL 67,650

MTSS for ELs Website

In collaboration with our fellow research sites and OSEP, we also developed a model demonstration website
(www.mtssé4els.org) to highlight current and future work across the projects. These projects developed and
implemented culturally and linguistically responsive models for MTSS for ELs, including those with or at risk of
having a disability. Features of these models include the following:

* Appropriate research-based reading instruction and intervention for ELs
e Culturally responsive teaching strategies and principles

* Professional development and strategic coaching for teachers

* Linguistically aligned progress-monitoring and screening measures

» Data-based educational decision-making
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Educators can visit the joint project website to learn more about the projects and explore MTSS for ELs tools
and resources developed in collaboration with demonstration sites.

The Meadows Center for Preventing Educational Risk

The Meadows Center for Preventing Educational Risk (MCPER) dissemination network is well established, with
a long history of disseminating research findings, training materials, and teaching resources. Broadly, the
network includes (a) the main MCPER website (www.meadowscenter.org), (b) social media channels, (c) an
email listserv, (d) marketing materials (e.g., infographics, brochures), (e) The University of Texas College of
Education Office of Communications (including Texas Education Magazine), and (f) partnerships with related

organizations.

MCPER has a longstanding commitment to distributing materials to all key stakeholders—including teachers,
parents, and educational leaders—at no cost. Further, MCPER’s social media presence continues to have a di-
rectinfluence on education across Texas and the nation by sharing high-quality resources, research findings,
and free professional development opportunities with roughly 30,000 followers. In addition, the MCPER email
listserv delivers regular email “blasts” announcing new research findings, resources, and support opportuni-
ties to more than 16,000 users, including local, state, and federal contacts.

During the project period, key Project ELITE? deliverables have been disseminated through MCPER's social
media channels, and they continue to be accessed by stakeholders through web-based communications.

ra The Meadows Center for Preventing Educational Risk @, - Oct15 -

HVE  EL PRACTICE BRIEF #3 focuses on a culturally and linguistically responsive
#MTSS framework, with an emphasis on effective interventions and
decision-making for ELs with significant learning difficulties or disabilities.
elitetexas.org/files/download...

MEETING THE NEEDS OF ENGLISH LEARNERS
WITH AND WITHOUT DISABILITIES

| ¥V | The Meadows Center for Preventing Educational Risk
HVE @WMCPER EDU

““ EL PRACTICE BRIEF #1 supports school leaders,

- educators, and other stakeholders who implement or
support effective INSTRUCTIONAL PRACTICES for
English learners (ELs) with and without disabilities.
#MTSS

Link to Brief: elitetexas.org/files/download...

MMM&M%M ELs
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Appendices

Project ELITE? collaborated with local, national, and international stakeholders to disseminate resources and
guidance for optimizing MTSS for ELs. Appendix A describes the impact of model components, as they were im-
plemented by educators through various professional learning and technical assistance initiatives beyond the
model demonstration sites. Appendices B and C provide samples of Project ELITE? presentations and profes-
sional development modules. Appendix D provides scores of participating students on standardized tests. All
products and resources are available at www.elitetexas.org.

Appendix A: Model Impact and Dissemination

Parent and Family Partnerships: Home-School Literacy Connections
Deliverables:

* Parentread-aloud routine bookmark (see Project ELITE, 2016)
* Parent read-aloud routine workshop

International conferences: Through work with Bridge Multimedia, more than 1,500 bookmarks were dissemi-
nated atinternational conferences of the National Association for Parents of Children Who Are Visually Im-
paired and other similar conferences throughout the United States.

San Antonio schools: Through work with the nonprofit San Antonio Reads, the bookmark was disseminated to
San Antonio schools as part of a communitywide literacy initiative to support local families.

Texas school districts: Various school districts, including Round Rock, Arlington, Hutto, and San Antonio, led
community training on the parent read-aloud routine and disseminated the bookmark to families.

Distance learning support for families: The parent read-aloud routine and bookmark were included as part
of online modules through The University of Texas at Austin to support families and their children for distance
learning during the COVID-19 pandemic.

Linguistically Aligned Data-Based Decision-Making for ELs

Deliverable: Implementing Structured Data Meetings: A Year-Round Tool for Optimizing Instructional Plan-
ning for English Learners

Districtwide use: DVISD used the practitioner guides and tools to support MTSS at K-5 campuses districtwide.

Statewide online training and technical assistance: The Tiered Interventions Using Evidence-Based Re-
search project, funded by the Texas Education Agency, included the manual and tools in statewide online
training and technical assistance for educators.

Educational decision-making resource bank: The Building Capacity for Response to Intervention project,
funded by the Texas Education Agency, disseminated the manual and tools statewide and nationally as part of
a web-based resource bank focused on using an educational decision-making model for RTI in reading, math,
and behavior.

Texas Literacy Achievement and Reading to Learn Academies: The tools and resources were included in this
statewide training and technical assistance for K-5 educators, funded by the Texas Education Agency.
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Evidence-Based Culturally and Linguistically Responsive Literacy Instruction
Deliverables:

* Flip book series (read-aloud routine and text talks)
* Training-of-trainers professional learning and resources
e Lesson plans and student resources

Translation and dissemination in Mexico: Through work with the nonprofit Subelee Biblioteca Mévil in Mex-
ico City, the teacher toolkit series and educator resources were translated and disseminated to local teachers
as part of a communitywide literacy initiative to support local families.

Texas Literacy Achievement and Reading to Learn Academies: The tools and resources were included in this
statewide training and technical assistance for K-5 educators.

Use in statewide literacy initiative: Through work with the Institute for Public School Initiatives at The Uni-
versity of Texas at Austin, the read-aloud routine teacher tools, professional learning session, and instruction-
al resources were disseminated across Texas for school districts that were part of a statewide literacy grant
funded by the Texas Education Agency.

Use in statewide technical assistance: Through work with the Texas Literacy Initiative at The University of
Texas at Austin, the read-aloud routine teacher tools and instructional resources were included in statewide
technical assistance to K-5 educators funded by the Texas Education Agency.

Integrating Language Development Into Literacy Instruction

Deliverable: Increasing Student Engagement and Accountable Talk: Teacher Toolkit

Statewide online training and technical assistance: The Tiered Interventions Using Evidence-Based Re-
search projectincluded the tools in statewide online training and technical assistance for educators.

Implementing a Culturally and Linguistically Responsive MTSS
Deliverable: MTSS for ELs: Literacy Implementation Rubric

Statewide online training and technical assistance: The Tiered Interventions Using Evidence-Based Re-
search projectincluded the toolin statewide training-of-trainer modules.
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Presentation: Meeting the Literacy Needs of ELs With and Without Learning Disabilities

Meeting the Literacy Needs of
English Learners with and without
Learning Disabilities

THURSDAY, NOVEMBER 19, 2020

Goals for this Session

[
- ———

Showcase the work of two model demonstration projects

Explore job-embedded professional development models
designed to prepare teachers to meet the literacy needs of
their English learners with and without learning disabilities

Highlight the use self-reflective videos as professional
learning tools and evidence-based practices for English
learners as integral components of the JEPD framework

Providing Literacy Instruction to Students with Disabilities » November 19, 2020

VO®

Overview of Model Demo Projects

Three model demonstration projects were funded by the Office of
Special Education Programs at the Department of Education in
August 2016, to assess how the models can:

improve literacy outcomes for English Learners disabi
grades three through five or three through six, within a mul
supports (MTSS) framework;

(ELSWDs) in
ier system of

use culturally responsive principles; and

be implemented by educators and sustained in general and special education

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

X XS]

Project ELITE

€nglish Learne L

Contact

Providing Literacy Instruction to Students with Disabilities » November 19, 2020

VO®

Context

Central Texas school school district that serves much of southeast Travis County
One of the highest enroliments of ELs in Central Texas

[ | Schoolt | Seooiz | _Scooi3 | _Disvict |
639 700 650 11,169

2% 9% 13% 9%
American

88% 79% 82% 84%
[White ] 9% 9% 3% 6%

Econ 92% 90% 97% 82%
Disadvantaged

English 57% 54% 42% 37%
Learners

Special 10% 13% 13% 12%
Education

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

V0@

/’/’__—'

Collaborative Development of A Reflective
PL Model for Instruction

- —

DEVELOP

PLC model components

Project researchers in collaboration
with

REFINE
prototype model components and
specify a fully developed intervention

IMPLEMENT

prototype model components

Researchers and site-based educators

EVALUATI
model’s usability, feasibility, and fidelity

Project researchers in collaboration with
school-based educators

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

20@
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Target Areas:

[
- ee——

Implementation of:

High-quality, culturally and linguistically
responsive language and literacy instruction

« High-quality classroom
o cvs el discourse practices.

can anyone tell
we...?

Systematic structured data meetings and

o ! * Meaningful expressive
decision-making procedures

language opportunities.

Job-embedded professional development and

. f « Student-centered
reflective coaching

discussions around
academic texts.

T Btk b Unknow Autoris caraed under CC5Y

Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @ @ Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @
Instructional Tools: Classroom Level Project ELITE Read Aloud Routine (PK-3")
// ——————
Project ELITE Flip Book series Enhancing Teachers’ Read-Aloud Practices
— Text Choice
Read- — Focus on language development with multiple exposures to new
Aloud language structures (vocabulary)

Routl‘ne — Equitable opportunities for meaningful interaction

— Integrate all four language skills

— Planning for meaningful connections between content and students’
lived experiences

For more information: Giroir, S., Grimaldo, L. M., Vaughn, S. R., & Roberts, G. (2015).
Interactive read-alouds for English learners in the elementary grades. The Reading Teacher,
68(8), 639-648.

— - -
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Read Aloud Routine Educator Tools Project ELITE Text Talks Routine (3 — 5th)

— Transitioning from teacher-led read alouds to independent text talks

— Text Choice
Read' — Focus on language development and advancing students’
Aloud bulary knowledge and comprehensi
Routine - . — Multiple opportunities for meaningful interaction

for Building Vocabulary
and Comprehension Skills

Integrate all four language skills

M mmen — Planning for meaningful connections between content and students’
lived experiences

Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @ @ Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @ @
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Materials: www.elitetexas.org

Read Aloud Routine

« Flip Book for Grades K-3

« Flip Book for Pre-Kindergarten

+ 20 Lesson Plan Sets in English

+ 9 Lesson Plan Sets in Spanish

+ Video Models of Implementation

« Materials for Professional Development

Text Talks Routine

« Flip Book for Grades 3-5

« Text Talks Student Workbook in English and Spanish
+ Text Talks Bookmark in English and Spanish

«+ Lesson Plans in English and Spanish

0@
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Instructional Tools: Classroom Level

Teacher Toolkit

for Increasing Student
Engagement
and Accountable Talk

[c | i tich

(€ M

Providing Literacy Instruction to Students with Disabilities » November 19, 2020

Instructional Tools: School and District Level

Implementing
Structured
Data Meetings

Implementing

a Multitiered
Instructional Model
for English Learners

A Year-round Tool

for Optimizing
Instructional Planning
for English Learners

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

Implementing Structured Data Meetings

Implementing
Structured
Data Meetings
A Year-round Tool

for Optimizing

Instructional Planning
for English Learners

V0®

Providing Literacy Instruction to Students with Disabilities » November 19, 2020

Culturally and Linguistically Responsive
MTSS

Modifying
MTSS
to meet the

language and

literacy needs
of CLD

Students

« High-quality, Evidence-Based Core
and Supplemental Instruction

« Students’ language proficiency, cultural
background, and educational histories
informing academic instruction

« Linguistically Aligned Instruction and
Assessment Practices

V0@

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

Getting to Know our CLD Students

What are my
students cultural,
linguistic, and
academic
strengths?

What educational
opportunities have my
students had prior to
my class (e.g., prior

schooling, literacy
instruction)?

What types of
programs have served
my multilingual
students until now?

o,

Providing Literacy Instruction to Students with Disabilities « November 19, 2020
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Cultural and Linguistic Assets Reframing the Questions

Learning about the diverse backgrounds of students is a
first step toward effective instruction.

=
Why are the
students

Students’ diverse languages and cultures are assets to failing?
learning, not obstacles to learning.

How are the
learning
experiences
provided by our
district, school, or
classroom failing
our students?

English learners may have strengths and proficiencies in
their native language that are not apparent to English-
speaking teachers.

=
Providing Literacy Instruction to Students with Disabilties + November 19, 2020 @ @ @ Providing Literacy Instruction to Students with isabilies + November 19, 2020 @ @ ‘

Evaluation of Instruction for CLD Use of Multiple Sources of Data
Students

During reviews, educators provide information beyond screening
and progress monitoring, such as the following:

— Cross-analysis of language proficiency data with academic
achievement (for multilingual students)
Quality of core and supplemental instruction
— Home and community factors

What can we adjust to better address the language needs of students? = Information from parents and families
— Past educational placement

How did students respond to the intervention? What can we modify to improve
the effectiveness of the intervention?

Providing Literacy Instruction to Students with Disabiliies + November 19, 2020 @ @ @ Providing Literacy Instruction to Students with Disabiliies + November 19, 2020 @ @ @

Job-embedded Professional Development Framework for Professional Learning
and Reflective Coaching

Formal Learning:
Evidence-Based Practices

Peer Collaboration
for Practice Refinement

Coaching:

Observation and Feedback

High-Quality
Tools and
Resources

Teacher-Driven
Action Planning

Coaching:
Observation and Feedback

Self-Assessment
and Self-Reflection

Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @ @ Providing Literacy Instruction to Students with Disabilities « November 19, 2020 @ @ @
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Guided Reflection and Planr“ng Meetlngs Self-Captured Video as a Tool for Teacher Behavioral

Change
/_”4 /—/——’—_
+ Video-record an ELAR/SLAR lesson. » For participating teachers in the study, self-video was a viable

learning tool that opened opportunities for self-assessment,

« Independently use reflection tool for self-assessment. reflection, and focused instructional planning.

« Teachers were able to identify missed opportunities for
meaningful student talk, due to their own reliance on teacher
talk, bringing aspects of their practice into “sharper focus” (Sato
etal., 2008).

+ Meet in professional learning communities to:
— Share insights from self-captured videos
— Identify strengths of lessons and share successes
— Identify areas of growth noticed during self-observation
— Plan action steps to increase the effectiveness of future lessons

0@

Providing Literacy Instruction to Students with Disabilities * November 19, 2020 Providing Literacy Instruction to Students with Disabilities » November 19, 2020

Essential Features of JEPL and Partnerships

Professional Learning Partnerships
Develop a partnership with an instructional .

leader on the campus who works closely with
teachers to build capacity.

Create opportunities for teachers to provide
input in the dissemination of the professional
learning plan to build relationships and
establish buy-in.

Engage in various professional learning
activities, such as: classroom observations and
feedback sessions, coaching, peer
observation, self videoing with self reflection,
efc.

Provide opportunities for discussion around
refining instructional practices and establishing
next steps.

Providing Literacy Instruction to Students with Disabilities « November 19, 2020

Establish a firm university-school district
partnership prior to beginning MTSS reform
efforts (initiating too soon may lead to short-
term results yet fail to maintain long-term
sustainabilty)

Engage in the process of change to a more
effective MTSS for ELs ONLY after significant
planning, buy-in and support are embedded
into the partnership (TAG Group)
Continuously engage classroom teachers in
discussions about best methods for
incorporating new literacy practices into
existing curricula

Engage district and school administration,
master teachers and school teams in
discussions and planning for sustaining
implementation

X XS]

Promotion of teacher-
leadership within grade-
level teams

Building on teachers’
instructional strengths to
enhance literacy
instruction for ELs

Additional
Features of
EPD

High-quality educator tools
and resources: clear, user-
friendly, and engaging

Providing Literacy Instruction to Students with Disabilities » November 19, 2020

Framework for “anytime”
educator support: video
models; web-based tools
and trainings

VO®

Project ELITE

WWW.ELITETEXAS.ORG
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Presentation: Project ELITE Model Dissemination

Project ELITE
Model Dissemination

Letti Romero Grimaldo
Shannon Giroir

Office of Special Education Programs
Model Demonstration Cross-Cohort Call

January 28, 2020

Introduction: Project ELITE

Project ELITE is a model demonstration project sponsored by the
Office of Special Education Programs in the U.S. Department of
Education. Our project operates within the Language for
Learning Institute of The Meadows Center for Preventing
Educational Risk at The University of Texas at Austin.

- Improve literacy outcomes for English Learners with disabilities
(ELSWDs) in grades three through five, within a multi-tier
system of support (MTSS) framework;

One of three model demonstration sites collaborating to
optimize outcomes for ELs

Collaborative Development of A Reflective PLC Model for Instruction

Professional Learning Model

- The Project ELITE Model

DEVELO}
PLC Model Components

REFINE
prototype model components and
specify a fully developed intervention

Researchers and Site-based Educators

MPLEMENT
prototype.
model components.

Campus Leadership: Instructional
Coaches and Educators

N

VALUAT
del’s usabilty,
feasibility, and fidelity

IProject Researchers in collaboration with
School-based Educators

www.elitetexas.or;

Professional Learning and Partnerships

High-Quality
Tools and
Resources

Teacher-Driven

Action Planning

4

www elitetexas.org

Website: www.elitetexas.org

Professional Learnine

= Develop a partnership with an instructional leader
on the campus who works closely with teachers to
build capacity.

= Create opportunities for teachers to provide input
in the dissemination of the professional learning
plan to build relationships and establish buy-in.

Engage in various professional learning activities,
such as: classroom observations and feedback
sessions, coaching, peer observation, self videoing
with self reflection, etc

= Provide opportunities for discussion around
refining instructional practices and establishing
next steps.

Partnerships

« Establish a firm university-school district
partnership prior to beginning MTSS reform efforts
(initiating too soon may lead to short-term results
yet fail to maintain long-term sustainability)

+ Engage in the process of change to a more
effective MTSS for ELs ONLY after significant
planning, buy-in and support are embedded into
the partnership (TAG Group)

« Continuously engage classroom teachers in
discussions about best methods for incorporating
new literacy practices into existing curricula

= Engage district and school administration, master
teachers and school teams in discussions and
planning for sustaining implementation

www.elitetexas.or;

Text
Talks

Teacher Toolkit
A Strategic Book Club Routine for Increasing Student
for Bullding Vocabulary Engupsinent

‘and Comprehension Skills

in Third Through Fifth Grades and Accountable Talk

WEPGERETETR

www.elitetexas.org

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



38 * Project ELITE? Final Report

Instructional Tools: Classroom Level

Project ELITE Flip Book series

Read-
Aloud
Routine

Instructional Tools: School and District Level

Implementing
Structured
Data Meetings

Implementing

a Multitiered
Instructional Model
for English Learners

Instructional Plan
for English Learne

Instructional Tools: Classroom Level

loud Routine

Teacher Toolkit
for Increasing Student

Engagement
and Accountable Talk

[c | I ticl

™M

Instructional Tools: School and District Level

PRACTICE BREIF
SERIES

9
o1 ¢ o ! e b ecos
Dissemination Findings Facilitators of Successful Dissemination
- m Core reading/literacy instruction and Culturally Responsive m Consistency and capacity of site leadership
Practices i . - .
I i o i . m High social validity and impact

Rl ered supports/intensive intervention m Clear and accessible tools and resources

m Using data for decision-making

m Job-embedded professional learning with self-reflective video
l 11 l 12
BRI o7 e ety of T s T e o elitetexas org EREEEY: ww elitetexas org
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Dissemination During and After Project is Finished

Bridge Multimedia- Parent Read Aloud Routine Bookmark

SA Reads- Parent Read Aloud Routine Workshop and Bookmark

Del Valle ISD- Implementing Structured Data Meetings Manual district wide

Various school districts implementing Parent Read Aloud Routine Bookmark and the Read Aloud Routine

Institute of Public School Initiatives at the University of Texas at Austin- Read Aloud Routine

Texas Literacy Initiative- Read Aloud Routine

Building Capacity for Response to Intervention- Implementing Structured Data Meetings Manual

Tiered Interventions Using Evidence-Based Research (TIER)- Teacher Toolkit for Increasing Student Engagement

Texas Literacy Achievement Academies- Read Aloud Routine, Lesson Plans and Structured Data Meeting Manual

Subelee Biblioteca Movil, Mexico City- Read Aloud Routine, Text Talks, Parent Read Aloud Bookmark 13

2 €nolish Leomer 20

t e .

www.elitetexas.org
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Presentation: Reflection in a Different Way: Self-Captured Videos

“Reflection in a different way”

Self-captured videos as professional
learning tools for DL teachers.

La Cosecha Annual Conference, 2019
Shannon Giroir & Letti Grimaldo

University of Texas at Austin

Introduction: Project ELITE?

Project ELITE? is a model demonstration project sponsored by the
Office of Special Education Programs in the U.S. Department of
Education. Our project operates within the Language for
Learning of The Meadows Center for Preventing Educational Risk
at The University of Texas at Austin.

Develop, implement, and evaluate a multitiered instructional
model for ELs in grades 3-5

One of three model demonstration sites collaborating to
optimize outcomes for ELs

Warm-Up Activity

Think about an instructional strategy,
campus initiative, or a new curriculum you
have found difficult to implement. What
were some things that you did to improve
the implementation of that practice?

Teacher Professional Learning: Gaps in Typical Practice

Professional learning for teachers is still typically focused on
one-shot, sit-and-get approaches, but not much evidence they
are effective (Desimone, et al., 2002; Desimone, 2009 ).

Research supports ongoing, job-embedded professional
learning that involves active and collective participation of
teachers applying new knowledge to their teaching (e.g., Kaplan
etal, 2015)

Teacher agency in professional learning
Teacher-driven approaches (vs. expert driven)

Commonly implemented framework: PLC
(Calvert, 2016; Kelly & Churkowski, 2015 ; Pirtie & Ed Tobia, 2014 )

Goals for This session

- m Share findings from the implementation of a reflective PLC
framework with upper elementary teachers of dual-language

. learners.
' m Develop an understanding of the role self-reflection plays in
m Consider ways in which collaboration and collective
participation can enhance teacher learning.

teacher development.
' m Develop our toolkit for implementing self-reflection

approaches to teacher development.

m Collaborate with colleagues to share expertise and strategies

for effective PLCs. a

PRRE

Model Demonstration Setting

Major suburban school district in the southeastern U.S.
District serves 40% ELs
Participating Elementary Campuses serve 40% - 55% ELs

District Instructional Model: One-way Dual-Language
50/50 Spanish/English in Grades K-2

Transition to English instruction with Spanish support in
Grades 3-5

Participating teachers were in Grades 3-5

c | NS
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Addressing Dual-Language Educator Needs

Typical Practice Reflected Challenges Documented in the Research:
High-quality, text-based discussion is still rare in U.S. public schools .

High-quality instructional discourse opportunities are particularly
absent for culturally and linguistically diverse students.

Deficit views of ELs and immigrant students.

Entrenched status of low-level, teacher-centered discourse in U.S.
schools.

Requires shift in teachers’ thinking about the “role of talk in learning
and its potential benefit for students” (Wilkinson, 2015).

(Adair, Colegrove, & McManus, 2017 Applebee et al., 2003; Corden, 2009; Michaels &
O’Conner; 2015; Nystrand, 1997; Powell et al., 2016)

The Text-Based Model: Instructional Tools

Project ELITE? Final Report * 41

Implementation of:

\Who oaw tell we... * High-quality classroom

discourse practices.

can anyone tell
we...?

» Meaningful expressive
language opportunities.

+ Student-centered
discussions around

academic texts.

Collaborative Development of a Reflective PLC Model for Instruction

Teacher Toolkit
for Increasing Student
Engagement
and Accountable Talk

Text
Talks

A Strategic Book Club Routine
for Bullding Vocabulary

‘and Comprehension Skills

in Third Through Fifth Grades

The Reflective PLC Model

9

Formal Learning:
Evidence-Based Practices

Peer Collaboration
for Practice Refinement

High-Quality
Tools and

Resources
Teacher-Driven
Action Planning

www.elitetexas.org

11

. The Project ELITE Model

; °

DEVELOP
PLC Model Components

REFINE
prototype model components and

specify a fully developed intervention model components

Campus Leadership: Instructional

Researchers and Site-based Educators, Coaches and Educators

‘ IMPLEMENT ‘

EVALUATE
the model's usabilty,
feasibility, and fidelity

Project Researchers in collaboration with)
School-based Educators

10

www.elitetexas.org

Think-Write-Turn-Talk

What is your experience with self-

reflection in teaching? What has been
beneficial in your practice? What have
been obstacles?

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Think-Write-Pair-Share Organizer

Self-Video Reflection: Theoretical Perspectives

Question (Open-ended) | What | think What my partner What we thought
thought Consensus/
king Listening ting
What is your experience | It seems to me that... I hear you saying that... | We both thought that...

with self-reflection in
teaching? What has
been beneficial in your
practice? What have
been obstacles?

www.elitetexas.org

Self-Observation: Implementation of High-
Based Discussions

Self-Video Self-Video
Cycle 1 Cycle 2

Self-Assess / Reflect Plan for Implemention| Self-Assess / Reflect Share Evidence

Teachers review lesson #1
from teacher and
student perspectives.
They identify lesson
strengths and
instructional gaps.

Teachers connect their Teachers review lesson
insights to planning and video #2 to evaluate
identify action steps of the
that address action steps.
instructional gaps.

Teachers share videos of
enhanced lessons in PLC

forp
collaboration.

Research Questions

(Adapted from Soto, 2012) 13

- m Teachers' own classrooms are powerful sites of new learning.

m Systematic and critical self-reflection of one’s teaching
represents highly-contextualized learning opportunities for
educators to restructure their prior understandings about
teaching and refine their pedagogical thinking.

m Transformative Reflection: push beyond evaluation and connect

i
. to action.

(Calandra & Dias, 2013; Putman & Borko, 2000; McFadden et al., 2014; Naido & Kirch, 2016; van Es &
Sherin, 2002)

14

B

www.elitetexas.org

The Reflective PLC Model

Formal Learning:
Evidence-Based Practices

Peer Collaboration
for Practice Refinement

High-Quality

l Tools and
e —
. Resources

Teacher-Driven
Action Planning

ent

flection

16

o | i [ o ekt ; gt

www.elitetexas.org

Data Collection Measures

. ® RQ1: To what extent do school instructional leaders and
educators find the PLC model components to be useful and

. feasible?

m RQ2: How do educators perceive the PLC model components
and to what extent do they find them instructionally valuable?

® RQ3: In what ways does the PLC model increase educators’
. confidence and ability in implementing culturally responsive,
evidence-based practices for English learners?

17

www.elitetexas.org

. Measure and RQ Development Year | Full Implementation
(17-18) Year (18-19)
. Educator Interviews 1x/year 2x/year
Lesson Observations 2x/year 3x/Year (1 video)
Teacher Learning Artifacts Collected 2x/Year Collected 3x/Year
Teacher Surveys 1x/Year
. Field notes from PLC Meetings 2x/Year 3x/Year
Researcher Debriefs Monthly; Ongoing Monthly; Ongoing
18
¢ | Nidtich ' ” www.elitetexas.org
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Case Study Participants (N=6)

Certifications | Race/

19)

- Grade Additional | Years
Degrees Experience Ethnicity
Level (as of 2018-

Teacher 1 Third 5 ESL -
oS
Teacher 2 Fourth M.A. 23 ESL b o
Teacher 3 Fifth 4 ESL oan—
. Teacher 4 Fifth 4 ESL P e
Years in Leadership Race/Ethnicity
Role
Instructional Coach 2 Non-Hispanic/White
Principal 1 Non-Hispanic/White

o | Niticl

www.elitetexas.org

Developing a Valuable and Feasible Model for
Instructional Change

19

. - Overall, findings from the data showed that the study
participants perceived the reflective PLC model as feasible,
useful, and valuable to increasing the quality of their teaching
practice.

Model practices had a high social validity.

Increased confidence-level in implementing text-based

. discussions for their students.

Increased comfort-level and skill developing a reflection-
action practice.

www.elitetexas.org

Educator Perceptions Around Change

“l was nervous”: Change as Risk
Teachers articulated concerns about:
Giving students more autonomy in student-led discussions

Managing multiple independent text-talk groups
simultaneously

Scaffolding talk for ELs with different confidence levels and
proficiency levels

21
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Self-Captured Video Reflection Packet: Round 1

How might the use
of a guided self-
reflection tool
enhance or improve
the quality of a
teachers’ self-
reflection?

Collaborative Vision for Change

“Culture of Literacy”
/I think [the PLC model] goes
with everything we are trying
to do as a campus. So, ... we
are trying to build this culture
of literacy, talking about this
“collective efficacy.” We want
to move into that student
autonomy, student
self-efficacy.
--Principal

etexas.org

Educator Perceptions Around Change

‘I didn't want to do it": Change as uncomfortable
Self-Captured Video: initially daunting, “embarrassing,”
Time consuming; additional task to already demanding job

“I didn’t want to do it [laughing]. | didn’t want to set up an
iPad [for video-recording]...To get the tripod and set up
the iPad,’ as it was seen as another task to add to the
already demanding daily aspects of the job.

--Fourth Grade Teacher

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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PLCs as a Space for Navigating Teaching and Learning Challenges

® Gain clarification on new practices
u Learn how colleagues address implementation challenges
“[The] PLC discussions help me gain a better understanding of what text talks

should look like. Also, hearing from other teachers regarding what works for
them helped me tweak my approach.”

“[It was valuable to hear] how others have been successful with this strategy
and ways they made it more meaningful for their students.”

“[PLC meetings helped me to] know what others are doing and how they
solve problems.”

www.elitetexas.org

PLCs as a Source of Support for Taking Instructional Risks

PLCs as a Space for Navigating Teaching and Learning Challenges|

Observed areas:

how to facilitate equitable student
participation in the discussion,

how to explicitly teach students to
demonstrate effective discussion
behaviors, and

BRI Fngs.
ACOLEABORATION:
m'ﬁ;é;é;i E?%é‘éﬁﬁw
how to manage the logistics of multiple

reading and discussion groups occurring

simultaneously.

SCVR as a Transformative Tool

Theme: PLCs as a source of support for taking instructional
“risks” and receiving feedback

m Teachers' receive targeted feedback on their instructional
decisions from colleagues and instructional leaders

m Validation of instructional decisions

u Teachers' developed pedagogical knowledge through critical
observation of colleagues’ lessons

m |dentified evidence for pedagogical features they were
working toward

m Draw conclusions about their impact on student learning

www.elitetexas.org

SCVR as a Transformative Tool

u Affective Response: “a different perspective” on teaching.

“It's like you feel more empathy when you look through their eyes,
and that's what | felt. And then [to see] how | react [to them] and
thinking about that."

\ﬁ\/g are more demanding then they are. We ask them to do a lot
all day.”

u Identify and address unconscious behaviors

“It's is how you look when [students] are saying something
confusing. Are you looking thoughtful or are you lookin
confused? Because a lot of times | had the confused look on my
face. And the other kids react to that. Then they look at that
other child [the one with the original response] a different way."

! &

V-NCND 40

www.elitetexas.org

Focus on Students

m Self-captured video reflection as a means to evaluate
teaching behaviors and enhance the instructional value of
lessons.

“I don't know if | would have noticed this if not for the video.”
“I may not be doing what I think I am.”

“[Self-video] helped in terms of holding myself accountable to
being conscious about what | do- whether good or bad."

“[SCVR] helped me recognize that | was doing too much of the
talking and see how some students overtake the conversation, so |
can take steps in the future to help give equitable talk time to all
students.”

www.elitetexas.org

. m Focus on students and students’ learning contributed to the
value of self-captured video

“I never expected that benefit to be more me seeing what those

kids are talking about when | walk off. And if they get stuck, how

they fix it for themselves or how they don’t. And that was super
invaluable. | didn't know that before”

www.elitetexas.org
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Connecting Insights to Action

Self-Captured Video Reflection: Educator Tools

How might the

Sef-Assess / Reflct | [Plan for mplemention| | SelfAssess / Reflect | [ Share Evidence the quality of their

Teachers review lesson #1
from teacher and student
persepectives. They
identify lesson strength
and instructional gaps.

Teachers connect their Teachers review lesson Teachers share videos of

et e || T eniesen [ Teschers shre ideosof action steps and
identify action steps of the d - —
that address action steps.

instructional gaps.

.
collaboration

instructional planning?

. — collaborative process
' seffVideo et Video help teachers’ increase
Cycle 1 Cycle 2

31
[c | it ich www.elitetexas.org
Increased Skill in Translating Insights to Pedagogical Actions Insight to Action: Round 2

Teachers’ Action Steps Teachers’ Action Steps Qualities [o | N ¢ o =
Year 1 (Pilot Year) End-of-Study End-of-Study What do B EB el

“Example / Non example” “Give each student the partner | Specific: Communicates a Self-Captured Videos: Reflection Packet of the benefits of this
talk sentence stems for use in defined action

discussion” o second round of

Solut.ion Focused: Add.resse.s as reflection?

“Interactive listening and “Use Discussion Rubric and ‘5°I""°“ to a problem identified

learning.” model mini-lesson over the in the lesson.

individual sections of the

rubric” Identifies a specific pedagogical

concept or instructional tool for

“ " B ) immediate implementation
‘Change table groups.’ ‘Start next Text Talk Lesson with

a ‘rich discussion’ anchor chart
[Collaborate with Ms. Culver].”

v.elitetexas.org

Increased Comfort Level and Confidence Increased Implementation of Targeted Instructional Practices

. u Self-Captured Video Reflection: Initially “embarrassing” and .
uncomfortable - “easier” “less distracted by the “camera”

m | felt it was more natural. | just did my thing.”

m (1) meaningful integration of all four language domains
effectively into literacy instruction,

m (2) students’ discussions demonstrate features accountable talk

Y
' (e.g., academically productive talk),
m (

' u Increased confidence level in providing high-quality instruction

3) teachers use instructional scaffolds to advance students’
in the domains of listening and speaking

academic language use, and

1 Increased confidence level in implementing the text-based . B (4) teachers' facilitate equitable student participation in student-
discussion model (“text talks") centered classroom discourse.

35

36
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Facilitators of Successful Change Gallery Walk

u Collaborative and Teacher-Driven : . . .
. Approaches o What are 2-3 practices you could see yourself implementing
X L. . - moving forward?
u "Collective Participation” salient s .
driver of change (Desimone; 2009) What are some things you would add or change to our self-
reflective process?

u Role of leadership was critical

. u Well-designed instructional tools
and resources key in supporting
change

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Presentation: Implementing Job-Embedded Professional Development

CEC Annual Conference, February 7, 2020 Overview of Model Demo Projects

Three model demonstration projects were funded by the Office
of Special Education and Rehabilitative Services, Department of
Education in August 2016, to assess how the models can:

Implementing Job Embedded
Professional Development to

Meet the Instructional Needs E : : ;
of ELs/ELs with Disab * improve literacy outcomes for English Learners with
disabilities (ELSWDs) in grades three through five or three
Presenter Names; through six, within a multi-tier system of supports (MTSS)
Gra Durén, Ed. D. (moderator) framework;
Leticia Grimaldo, Ph.D. « use culturally responsive principles; and
saiza Brow, E6. D * be implemented by educators and sustained in general and

Amanda Sanford, Ph.D. special education settings.

Components of Model Demo Project

framework that includes universal screening, progress mon d effective tiered
struction

@] eroect e (T IQE AR ) [poiec .-

Job-Embedded Professional
Development for Meeting the
Needs of ELs/ELWLDs

Multitiered Systems of
Support for English
Learners

wrss /- ets (@)
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Model Demo Context

* Central Texas school school district that serves much of
southeast Travis County

Spmrsses (@D

Essential Features of JEPD

Develop a partnership with an instructional leader in the schools who
ual Language, 50/50 (K-2) works closely with teachers of ELs to build capacity through PD.

nglish Instruction with Spanish support; Sheltered Create opportunities for teachers of ELs to provide input in the
Instruction (grades 3-5) dissemination of the PD plan to build relationships and establish buy-in.

Engage in various PD activities (e.g., classroom observations, feedback
sessions, team teaching, coaching, peer observation, self-videoing with
self-reflection).

Provide opportunities for discussion around refining EL best
instructional practices and establishing next steps.

Framework for Professional Development

learning processes: observation,
assessment; and reflection

omal P’:’::’h‘;’::l:’:"’e""”“'"‘ Provides a “time for reflection rather than action”, allowing educators to
J press pause and focus on various aspects of instruction (Sherin & Han,
2004; p. 164)

Peer Collaboration

o E it o Remerent) Allows teachers to analyze components of their instruction that could be

“hard to pinpoint otherwise”: (Sato et al, 2008):

Provides educators the opportunity to re-experience details of lesson, not

Peer Collaboration :
having to rely on'-memory

for Practice Refinement

* Tied to educators” individual learning goals

Self-Observation and Reflection « Greater access to video recording and sharing technology

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Guided Reflection and Planning Meetings

« Video-record an ELAR/SLAR lesson. . :
Autonomy in planning

« Independently use reflection tool for self-assessment.

* Meet in professional learning communities to: . .
Strategic text selection

« Share insights from self-captured videos

« Identify strengths of lessons:and share successes Awareness of inequitable patterns in class

« Identify areas of growth noticed during self-observation participation

« Plan action steps to-address areas of need
Type and quality of student interaction

Type and Quality of Student Interactions Type and Quality of Student Interactions

Teachers with Mod to High 1
®Round 1 (N=21)  *Round 2(Ne2)

Teachers Not Implementing

Round 1 (N-21)  Round 2(N-24)

13
6
6
4
3 3
ol dtal

their lved experiences.

Usefulness to Practice dding Self-Captured Video in a Collaborative Coaching Model

Professional Development Training with
Peer Videos: 98%

pecific parameters for video-capture focused teachers attention on specific even
of interest and learning goals.

Collaborative Coaching: 94%

Self-captured Video and Reflection
Activities: 95%

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



50 * Project ELITE? Final Report

: f All JEPD includes Strategies for Increasing English Language
Selecting JEPD Topics DevelopreT

* Needs Sensing Survey Sample strategies include:

« Teachers identify PD topics Provide ample opportunities for ELs to use language and showcase what
they have learnel

* Group needs are prioritized Structure academic discussions around content
« JEPD * Allow ELs to talk about content with partners, groups, whole class
Teach ELs to answer in complete sentences and avoid one word responses
Keep students accountable (accountable talk)
* Follow-up supports * Provide sentence stems
« Virtual Supports Model correct responses
* Paraphrase incorrect responses
Provide corrective and affirming feedback

 Recursive cycle |Let students summarize key concepts and vocabulary before closing a
esson

* Evaluations

¢ Anytime Learning

Intended Outcomes of JEPD

Increase Teacher

Job-Embedded.
ContentKnowledge Pt

Virtual Support

principles forEls

‘Guided Reading.

Small Group.
Instruction

Responsive
Teaching

improve the Ensure language
Special Education supports are ‘
improvement P
Referral Process oA foreL ;
m1ss /- Els MTSS /i ELs 9

rogress
Monitoring

Overview Overview of Re

* District and School Demographics

e An : * School district i
* Guiding Principles of JEPD and Coaching Slcjbz?barl,sdri'sctr;zﬂn the

* Outcomes-Driven Coaching Model Portland, Oregon region.

* Collaborative Coaching Cycle in Project LEE
* Considerations & Challenges

MTSS /- ELs

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Overview of School A

SCHOOL PROFILE
Bg!.l.laﬂ'mﬂ

* resers 0 groups afess an 6 stuens. '>95 incicates that a perentage s greater than 96%.

Job Embedded Professional Development: Coaching

* Guiding Principles

* Knight (2007) describes the coaching process as
collaboratively planning, learning, observing, sharing ideas,
examining data, and working towards goals.

* Our goals are to increase the achievement of EL students in
grades 3 — 5 by increasing leadership and instructional
capacity.

* We use and reflect on data that drives our coaching cycle.

* The leadership team and the instructional staff are involved
in identifying priorities for coaching and professional
development.

Project ELITE? Final Report » 51

Two-Way Immersion Program

*TWI in our research district is:

* an equity focused program with native Spanish
speakers learning English and

* all students becoming academically successful as
bilingual/biliterate learners.

*It is @ 90/10 model in kindergarten leading to 60/40
in Grade 5.

Coaching universal systems to support all learners

“Coaching works hand-in-hand with a
fluid and responsive. Multi-tiered e 3:
System of Supports framework FEw stuoes
(Vermont Reads Institute and

Statewide Steering Committee on

RTII, 2014). Instructional coaching
enhances quality instruction

delivered at the universal level. By
effectively coaching at the universal

level, schools can reduce the number

of students needing more targeted
interventions.”

Project LEE Coaching Model — based on Outcomes Driven Model

At o G, R¥H. G, o, R 202

1. Student data analysis: DIBELS and IDEL
Buildi N

all PD and coaching is

collaboratively planned and = f
implemented with the school Validate Need 1. Classroom & intervention observations
leadership team (with district for Support -

2. Teacher, coach, principal surve
support) | princip 1

Implement PD

Planning & \- Grade-level team planning sessions, model
I Coaching lessons, peer observations
Support

2. Systems analysis: CLR RTI Fidelity Rubric

or in other words

Collaborative Coaching Cycle

Review Outcomes
(Annually)

Leadership Matters in JEPD

The principal is the o GEREr ew G 8

Instructional leader and coach knows, and no matter
must fully support how effective a coach is, the

principal’s voice is ultimately
the one most important to
teachers (Knight, 2006).

coaching activities.
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materials «language

spanish
Context content
teach vocab
o Siratcgies

senténceggihm
e szataé”r‘]ts
frames:.. .
Se nte n Ce mathtrategIESmatenals
- ! “\readlngcurr\culumt

“chartsene assessmer

1SS /-l tirﬁepart teach —writing

Based on teacher feedback we wnII

. Schedule a Monday Plannlng Se55|on
* Provide sentence frame flip charts for all students
* Follow-up “planning time” PD where
« Teacher will integrate content into their lessons
* Researchers, ELD teachers, and coaches will support teacher
fJIannln to integrate use of sentence frame flip charts into
iteracy/intervention instruction
* Coaching support offered in the form of:
« Co-teaching (researchers, ELD teachers, coaches)
* Peer observations
* Model lessons (researchers, ELD teachers, coaches)
* Follow-up with leadership team on implementation at
schoolwide data team meetings

* Follow-up PD to be scheduled based on survey feedback

* Time (for professional development & coaching)
* Teacher resistance
* Fit to context
« Skill of coaches
* Competing priorities
* District priorities
* New curriculum adoption
« Day-to-day “putting out of fires” that require teacher and
administrative attention

MTSS /- ELs

QUESTIONS

5 miss - eis (@)
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Presentation: Culturally and Linguistically Responsive MTSS for ELs

oELA 2017 Project Directors Meeting
S In Pursuit of Higher Education for All Overview of Model Demo P roj ects

Three model demonstration projects were funded by the
Office of Special Education Programs, Department of
Education in August 2016, to assess how the models can:
— improve literacy outcomes for English Learners (ELs) and
ELs with disabilities (ELSWDs) in grades three through six,
within a multi-tiered system of support (MTSS)
framework;

— use culturally responsive principles; and

Culturally and Linguistically Responsive — be implemented by educators and sustained in general
and special education settings.
Multi-Tiered Systems of Support for
English Learners

Julie Esparza Brown, Ed.D.
Linda Cavazos, Ph.D.
Letti Romero Grimaldo, Ph.D.

JELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

Components of Model Demo Projects

Components of Model Demo Projects
(cont.)

Each project includes:
. o . Valid and reliable practices that ensure appropriate identification of
— a framework that includes, at a minimum, universal
screening, progress monitoring, and effective tiered

instruction Standardized measures of literacy outcomes when applicable, and

teacher and systems outcomes, when appropriate;

— culturally responsive principles within each

component of the framework Measures of language proficiency in the child’s first language and

English;
— scientifically-based interventions that meet the
needs of ELs and ELSWDs Measures of the model’s social validity

‘“ OELA 2017 Project Directors Meeting ( OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All 4 In Pursuit of Higher Education for All

OSEP Model Demo Projects MTSS for ELs Website

https://www.mtss4els.or;
Project ELITE Project ELLIPSES Project LEE

—

(OSEP GRANT NUMBERS

Multitiered Systems of Support

for English Learners 4% MTSS /- ELs

Project LEE - H326M160008

Model Demonstration Grantees

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All
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Evidence Based Practices

[ An activity, strategy or intervention that
demonstrates a statistically significant effect
on improved student outcomes or other
relevant outcomes based on either strong,
moderate, or promising evidence from
research studies.

EVI D E N CE BASE D Every Student Succeeds Act
PRACTICES

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

What Works Clearinghouse Evidence Based Practices for ELs

* Academic Instruction
strong at least 1 well designed and well- — Provide ELs the opportunity to develop academic oral language

- implemented experimental study while simultaneously teaching literacy and other content areas

— Teach vocabulary across content areas

moderate at least 1 well designed and well- — Provide instruction and/or instructional support in the primary
evidence implemented quasi-experimental study language as needed

— Provide appropriate interventions for ELs who need support
promising at least 1 well designed and well- beyond Tier 1 instruction
P implemented correlational study with

. A . — Implement culturally responsive instruction
statistical controls for selection bias

Richards-Tutor, Aceves, Reese, 2016

OELA 2017 Project Directors Meeting %) ofELA 2017 Project Directors Meeting

SascEel In Pursuit of Higher Education for All o mee—— In Pursuit of Higher Education for All

) . Academic Content and Literacy for ELs
Evidence Based Practices for ELs ¥

* Progress Monitoring B B g e
— Implement purposeful and appropriate assessment practices taking M
into account ELs’ primary language, English-language proficiency,
and ongoing linguistic and academic progress Oral and written English instruction in content-areas
— Utilize curriculum-based measurement to determine risk and

monitor progress across tiers with ELs as part of a school site or . v "
district’s comprehensive MTSS model Structured opportunities to develop writing skills

— Employ an ecological approach when evaluating ELs’ possible
learning difficulties and to develop appropriate and culturally

] Small-group interventions in literacy and English
responsive supports

Gersten et al., 2014
Richards-Tutor et al., 2016

OELA 2017 Project Directors Meeting OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

In Pursuit of Higher Education for All
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Foundational Reading Skills

* Academic language skills (inferential and narrative language, and
vocabulary knowledge)

* Awareness of segments of sounds in speech and letters
Decode words, analyze word parts, and write words

* Read connected text daily for accuracy, fluency, and comprehension

Foorman et al,, 2016

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All
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Supporting the Needs of ELs

Explicit instruction

Differentiated instruction

Frequent opportunities to use language

Structured academic discussions

Student-centered instruction

Accountable talk

Paraphrase student responses

Model correct responses

Sentence stems and frames, graphic organizers, etc.

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

DATA-BASED
INSTRUCTIONAL PLANNING

In Pursuit of Higher Education for All

Data-Based Instructional Planning

OELA 2017 Project Directors Meeting

3timesa | *100% meetings EBIS team *Analyze grade level trends in differentiated supports
year reading - *identify foundational skill
focus *Identify instructional
agreements * plan
Quarterly | * 20% Meetings EBIS team *How to analyze data *problem differentiated supports

solve for intensive student by
focusing on ICE

Continual Improvement Plan Academic Focus
Data Review ~ Academic Emphasis -+ Goals ~+ High Leverage Actions — PD/Action/Evidence Plan

e
emplasis andour Proem of racice s et Readingwith  more n-dephfousan
and Compasite) de level
it i ith fidelity, wit

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

100% Meetings — Snapshot of Fifth
Grade TWI

297
437
77
507
637
657
757
757
77
807
837
857
887
897
897

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



56 * Project ELITE? Final Report

What did the data tell us about.... Data Meetings

[Tier 3:

Individual Problem Solving Meetings Every 8-12 weeks

— Core instruction in English FEW STUDENTS

— Core instruction in Spanish Tier 2/3
20% Meetings @ every 8 weeks

— Next steps? OME STUDENTS
er1: Howisit warking?, 3 times/year
1100% Meetings 2 times month
ALL STUDENTS

(PLCs/SATs)

OELA 2017 Project Directors Meeting OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All 4 4 In Pursuit of Higher Education for All

20% Meetings
 The Problem Solving Process -

P -
_h ot EFFECTIVE TIERED

working?
4. Plan Improved 2. Problem
Implementation &; Student Analysis
Eval
o e Ach.evemev INSTRUCTION
at are we i
Why is the
3. Plan Y
going to do abou Development problem

the problem?

occurring?

OELA 2017 Project Directors Meeting i ELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All e N In Pursuit of Higher Education for All

Culturally and Linguistically Responsive RTI Model

Tier 1 Characteristics

“ instriiction mm

All students District core General education Screening,
(including curriculum and classroom continuous
students with instructional progress
disabilities and practices that are monitoring for
learning research based some students,
A o S W, differences) and incorporate and outcome
differentiated measures or
instruction summative
assessments

intermediate

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All
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What is Tier 1: Core Instruction for ELs? Tier 2: Supplemental Instruction
High-quality, scientifically based instruction, ) “mmm
differentiated to meet the needs of all
students who are screened on a periodic ?tUdéqts TEIEEEE, Genera.l ng.ress.
basis to identify struggling learners who need jdeputicd .suPplen}ental ezt "’omtonpg‘
additional support through mstlructlon classroom or diagnostic

screening, and delivered to small other general
verified with roups in education
Includes daily linguistic accommodations and others gddigon to Tier 1 location within
L language support in English and native assessments, as the school
language, if possible at risk (not

meeting grade
level cut-score)

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

What is Tier 2: Supplemental Instruction . . .
pp Tier 3: Intensive Intervention

for ELs?
ECElceazed lntervgntlon(s), including Students who Intensive Intervention Progress
Frogra‘ms and/or practices, of moderate have not intervention (Tier classroom, other  monitoring and
intensity tha}t address the learning challenges adequately 3) delivered to general education  diagnostic
of most at-risk students responded to small groups (two location within assessments (e.g.
core- and or three students) the school running records,
T o 7 supplemental or individually by skilled based math
Includes daily Ilngl.nstlc a.ccommoda.tlons and s (i 2) | il Sl tests)
language support in English and native oHIES
language, if possible

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

What is Intensive Intervention for ELs?

Intensive intervention is designed to address severe

rk and persistent learning difficulties. *‘

N

e
[ Intensive interventions should be:
1. Driven by data

2. Characterzed by increased ntensy (., maller g, xpanded time) JOB-EMBEDDED PROFESSIONAL
3. Proven effective for ELs DEVELOPMENT FOR ENHANCING
PRACTICE

Includes daily linguistic accommodations and language
support in English and native language, if possible

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All
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Essential Features of JEPD for Teachers of ELs

Develop a partnership with an instructional leader in the schools who
works closely with teachers of ELs to build capacity through PD.

Create opportunities for teachers of ELs to provide input in the

dissemination of the PD plan to build relationships and establish buy-in.

Engage in various PD activities (e.g., classroom observations, feedback
sessions, team teaching, coaching, peer observation, self-videoing with
self-reflection).

Provide opportunities for discussion around refining EL best
instructional practices and establishing next steps.

In Pursuit of Higher Education for All

OELA 2017 Project Directors Meeting

JEPD for Enhancing Practice

Ongoing job-embedded support that is responsive to

* PD with modeling

e Coaching

* Classroom observations

¢ Demonstrations as needed
* Virtual support

¢ Data and planning meetings

* Mini-workshops (virtual- mini lessons on strategy, mini videos for
anytime learning; i.e. making connections, inferencing)

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

JEPD Recursive Cycle: One Example

Formal Professional
Development and Modeling

Peer Collaboration for
Practice Refinement

Peer Collaboration for
Practice Refinement

Self-Captured Video
and Reflection

OELA 2017 Project Directors Meeting

Building on teachers’
instructional strengths to
enhance literacy instruction

Promotion of teacher-
leadership within grade-level
teams ‘

Additional
Features of JEPD

Framework for “anytime”
educator support: video
models; web-based tools and
trainings

High-quality educator tools
and resources: clear, user-

oELA 2017 Project Directors Meeting

e In Pursuit of Higher Education for All

Critical Attributes for Successful JEPD

* Leadership is key.
« Capitalize on existing structures.

* Take an iterative approach to implementation.

* Plan collaborative JEPD to support sustainability such as the following:

- Implementation, team teaching, and coaching
- Self-observation and peer observation
- Sharing of findings
- Planning of next steps
* Foster self-reflection.

« Build capacity by supporting teacher leadership.

OELA 2017 Project Directors Meeting

RS In Pursuit of Higher Education for All

CULTURALLY AND
LINGUISTICALLY
RESPONSIVE PRACTICE

OELA 2017 Project Directors Meeting

S In Pursuit of Higher Education for All

In Pursuit of Higher Education for All
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Culturally and Linguistically Responsive
Model

CLRP Instruction

Teachers know their students well and establish stroni relationships

Teachers have high expectations of all students, providing them with
needed sugﬂorts to reach their Eotential.

Teachers use linguistic scaffolds to ensure access to rigorous curricula
and instruction.

Curricula and instruction validate literacy practices and funds of
knowledge from students’ homes and communities.

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All

CLRP Data-Based Decision Making CLRP Professional Development

Strengths-based data analysis
P T
= - - ~_

Self
reflection
on videos
or practice

Shift the unit of analysis toward
Instruction

Emphasis
on
coaching

Build and apply knowledge of
language proficiency

— TELPAS/WIDA

— Language Proficiency

Students’ educational history:

— Review of educational Critical Classroom
opportunity in L1 and L2 dhellemie observatio
— Language and literacy trajectories & n feedback

OELA 2017 Project Directors Meeting i OELA 2017 Project Directors Meeting

In Pursuit of Higher Education for All e = e In Pursuit of Higher Education for All
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Appendix C: Professional Development Modules

Creating Culturally Responsive Classrooms

DVISD
‘ Creating Culturally Responsive

| Classrooms

Del Valle ISD
Del Valle
Independent
Ec.?t?.ilt Letti Grimaldo, Ph.D.

Shannon Giroir, Ph.D.
el : : .. oS rersspesesersssenssesesspassasesssss R ....Wwv.v..e.h[e[;x.;sorg_.

Objectives

Understand the impact of culture on individuals and systems
Recognize why culture and language matter
Develop an understanding of how teachers become culturally

responsive _ Dimensions of Culture
Develop an understanding of what cultural and linguistic
f responsiveness looks like in practice

c | EE

What Does It Mean to be Culturally Responsive? Dimensions of Culture

Language Family Roles
Space and Proximity Family Ties
Time Education

Gender Roles

[

e | lE@

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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How Might Teacher Self-Awareness Promote Students’ Opportunities
to Learn?

Body Mapping

Teacher Perceptions... Teacher Perceptions
- .
b Teacher Perceptions...

Family history Tradition

Shaped by our background
knowledge and life
experiences

Education

www.elitetexas.org

Danger of a Single Story » Reflect

Take 2 minutes and free write what comes to
mind after listening to The Danger of a Single

Story

e | e

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Get Into a Group and Share...

Talking Points

Features of Culturally
Responsive Pedagogy

1. Share some of the points in your free write.
2. Talk about a time when you have bought into a single story.

3. How do you see Adichi’s words relevant in our schools today?

What Does It Mean to be Culturally Responsive? Students bring funds of knowledge to their learning communities, and recognizing this, teachers and teacher educators must
incorporate this knowledge and experience into the classroom.
- Using an assets based approach when working with students A is a gold

)& 2 i g mine, a reservoir, of knowledge
and families - ‘ ! ' °

. unique to you.
' Communicating high expectations

Why is it important?

. . \'= < Because when we come to an:
Learning about the cultures represented in your classrooms : i ive wi y

experience we arrive with
and translating that knowledge into instructional practice gg%eg}'ﬂg of worth to offer.

Positive perspectives on parents and families of culturally
and linguistically diverse students

dapted from NCCREST “Practitioner Brief: Culturally Responsive Literacy Instruction " (2006).

c |l tiel ; www.elitetexas.org

Activity: Getting to Know Students

Reflect and discuss with your partner: Becoming CuIturaIIy and

Linguistically Responsive
What specific activities can | apply in order to get to know the g ) ) y ) P
assets students bring into my classroom? What does it look like in action?

What types of data can | consult regularly that will inform me of
my students’ cultural and linguistic identities?

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Culturally Responsive Classrooms: What They Are... Culturally Responsive Classrooms: What They Are NOT...

English learners communicating in their native language with children from

similar cultural and linguistic backgrounds Teaching one lesson Celebrating Cinco de
Beyond heroes and holidays, it is about

i » . MLK during Black Mayo or other
Calling on all students frequently, giving ample feedback and praising understanding students’ home Ife, their @ LA Gl [k holidays with dance
language, music, dress, behavior, jokes, History Month q
Implementing a challenging curriculum ideas about success, the role of religion and special foods
and community in their lives, and more. It
Providing intensive time on task is bringing the experiences of their 24-
hour day into the seven-hour school day

Genuine respect for students and belief in student capability ey 1" Only having books of ~ Believing that children

Students seeing themselves reflected in the stories being read to teach prominent cultural are empty vessels
critical concepts leaders (MLK, Cesar ready to be filled with

Chavez), etc. knowledge...
Utilizing families’ funds of knowledge

Culturally Responsive Classrooms: Where Do | Begin?

Ask yourself questions:

Scenario Activity

Have | made a conscious effort to get to know the cultural background of each of
my students?

Do | integrate literature and resources from the cultures of my students into my
lessons?

Do | begin my lessons with what my students already know from home, community,
and school?

Do | understand the differences between academic language and my students’
social language, and do | find ways to bridge the two?

Scenario #1 Scenario #2

A second-grade teacher scolded a A third-grade teacher informed
Vietnamese girl for low motivation and Mexican immigrants their daugh
falling back on her first language. The was “insecure and overly

teacher didn’t understand that the child dependent.” The teacher didn’t

was confused and uncertain about the realize the parents taught their little
assignments, and she didn’t know the girl girl to be quiet and obedient and to
was saying, in her language, “I am politely seek approval while working on her
listening to you.” assignments.

c | te

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Scenario #3 Scenario # 4

A teacher viewed the Pacific Islander A teacher was angry with a Southeast
children in her classroom as “lazy and Asian student who, she said, “smirked
non-compliant.” The teacher didn’t disrespectfully” when she disciplined
him. The teacher didn’t understand

that in the boy’s culture, a smile was

understand why these students, raised to

value peaceful interpersonal relationships,

were reluctant to participate in spelling bees .. .
P P Relg an admission to guilt and also

and other classroom competitions. . . .
conveyed “no hard feelings.

e | e g e | IiNte

Classroom Vignettes Reframing the Question

Vignette: Mrs. Arbenz

Vignette: Mr. Yusuf Why al“e'StUdentS
failing?

experiences provided

by our district, school

or my classroom failing
our students?

Cultural Responsiveness

Activity: A process which includes cultivating an open attitude

What do you already do? and acquiring new skills
Having the capacity to function effectively in cultural
contexts that differ from your own

Developing the ability to be culturally responsive is an
ongoing process

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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“The first step toward cultural responsively is building self-
awareness and developing a sense of one's own cultural identity”

- Lynch & Hanson

“Cultural identity is fluid and highly nuanced, so that no two

families may share the same values or levels of acculturation”

- Jim Banks

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



66 * Project ELITE? Final Report

Second-Language Development: Implications for Practice

Stand Up — Hand Up — Pair Up

Second Language [ | Whegr:lzay go:

. m Stand up
Development: IMPLICATIONS Y o sl up n the i
— FOR PRACTICE

m Find a close partner from a different grade level or content
Independent Shannon Giroir, Ph.D.

area
School L
District Letti Grimaldo, Ph.D

u Give a high five
u Sit together

m Talk about the ELs you have worked with, and strategies you
have used to facilitate their learning in class.

2

Session Objectives Who Are English Learners?

“ A person who is in the process of acquiring English and has
another language as their first language.”

Gain awareness of the linguistic diversity of DVISD and the
differences within EL groups

Recognize and identify the different stages of second language
acquisition and associated student behaviors

(Texas Education Code
89.1203)
Recognize the role of students’ L1 knowledge in acquiring
English “Students who come from language backgrounds other than

Develop an understanding of instructional practices that . English and whose proficiency is not yet developed to the p”oint
support English language development where they can profit fully from English-only instruction.

(NRC Report, 1997)

www.elitetexas.org

Getting to Know Our ELs ELs: A Diverse Group With Different Needs
——— %%
Central Texas School Districts g ELs differ in their current development in all four language domains: Listening,
- Basirop § Englfsh Language Speaking, Reading, and Writing.
Meaae e Proficiency
Forence Eod
= ha) Educational ELS differ in their development of literacy skills and prior formal schooling in
S i their native language.
Georgetown % Background
-3 ki ELs differ in the instruction or formal schooling in English they have received.
Sierger To%
Mrcos £
. | — Cultural and ELs differ in their first languages and language varieties.
Bt ) . . There are differences in culture and lived experiences, even within L1 groups.
H Linguistic Identities
5
l“s}‘yrpﬂw*“
o
o B 0 c

2015 Ten

o Partner Activity: How can teachers gather information about each of these
|E3 ALLIANCE 5 student characteristics? Use Handout 1. 6

www.elitetexas.org
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Getting to Know Our ELs The Double Load

ELs process Form s process
Meaning
What educational opportunities What types of

have my students had prior to programs have served
my class (e.g., prior schooling, my ELs until now? Structure of
literacy instruction)?

Language

New Academic

New Sound Concepts

System

What functions do my
What are my students’ linguistic students’ languages serve
and academic strengths? in and out of school?

New Vocabulary Comprehension
B

Second-Language Development Second-Language Development s

- m Learning a second language is a complex and challenging 2

cognitive and social task for ELs. gr—

Intermediate

and Advanced Fluency
m Becoming familiar with second-language development is crucial Speech

Ei
for teachers of ELs. W

i m ELs can learn literacy skills even at the early stages of English Early Production

development.

Preproduction
(Francis, Rivera, Lesaux, Kieffer, & Rivera, 2006; VGC, 2006, 2008, 2013) _ 1

(Krashen & Terrell, 1983;
Lake & Pappamihiel, 2003) 10

www.elitetexas.org ¢ | lihtel o Vaughn ross Cntr

s Te

www.elitetexas.org

Preproduction Early Production
- m Common characteristics:
. m Having little English competency
m Using simple words and phrases
m Using telegraphic speech
m Using formulaic chunks of language
. m Instructional focus:
m Making language comprehensible
® Planning for ELs to work in small groups

Common characteristics:
Having little or no English competency
Entering a silent period or using only L1
Using nonverbal responses
Gathering information about the new language

Instructional focus: Making language comprehensible

(Krashen & Terrell, 1983; Lake & Pappamihiel, 2003; VGC, 2006, 2008, 2013)

(Krashen & Terrell, 1983; Lake & Pappamihiel, 2003; VGC, 2006, 2008, 2013)

e | e

PR o Vaughn Gross Centrfor Reacing and Language Asa The UniversiyofTeas at Aus To

Education Agency/The Universty of Texas Syste * www.elitetexas.org

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



68 * Project ELITE? Final Report

Speech Emergence Intermediate and Advanced Fluency

Common characteristics:
Building sentences
Trying new vocabulary

m Common characteristics:

. m Beginning to engage in extended discourse
® Answering complex questions

m Building their academic English

Understanding more language than they can produce

Instructional focus:

m Instructional focus:
Planning meaningful opportunities to speak m Providing contextual support
Providing sufficient contextual support ® Emphasizing academic English development

(Krashen & Terrell, 1983; Lake & Pappamihiel, 2003; VGC, 2006, 2008, 2013) (Krashen & Terrell, 1983; Lake & Pappamihiel, 2003; VGC, 2006, 2008, 2013)

14

e reais of TS SEALE * www.elitetexas.org,

Activity: Stages of SLA Activity: Analyzing Student Profiles

. u Read one of the student profiles. With your table, use

= Review each card that poster paper to record your answers to the following

describes a student . questions:

3 i Intermediate . H H
bgnan\gfra\e,\gghe){gur Grecch and Advanced Fluency - At which stage of language development is this student? What
\zhich sltagelof SILA Emergence evidence helped you come to that conclusion?
would a student be oy - What are this student’s areas of strengths and linguistic
likely to demonstrate production . resources?
that behavior. - What are this student’s possible needs?

Lake & Pappaminiel, 2003)
15 16
[c |l tel G o i o Sy e st £ 20150y elitetexas.org [c | litech 3 sl Groe, Cotrfor R o Langusge At The Uty of Toas st st www.elitetexas.org

SLA: Interlanguage

- m An interlanguage is an emerging linguistic system
developed by an L2 learner in the process of acquiring L2.

m Positive Transfer and Negative Transfer

m |t is not fully proficient yet; It preserves some features of L1
in speaking or writing and creates innovations.

GALLE RY WALK . m "Errors” vs. Transfer of linguistic knowledge

Selinker, 1972

(ben T, 983
Like s Ppomivel 203)

e | e

P e G Vouoin Gros oo Reading and anguge v T
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Transfer Between L1 and L2

Additional Features of L2
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Negation:
. ® "I no understand.”

Word Choice:
' m "How old are you?" "I have 9 years."

Syntax:
® "He happy." “She living in Austin.”
m "His dream is to become teacher, not lawyer."

Receptive vs. Expressive Language

19

Overgeneralization:
. m “She goed to school.”

m “We went to the market to buy foods.”

m "Do | must do that?”

Simplification:

. m “Going there! Late. Brother coming!”

20

What Supports Second Language Development?

/" Receptive Expressive
Oral j Listening Speaking
Text-based . Reading Writing

For ELS, receptive language typically
develops first.

21

* www.elitetexas.org

Making Language Comprehensible

- m Make language comprehensible when content demands are
high
® “Message abundance” (Gibbons, 2015)

23

e

www.elitetexas.org

Comprehensible input

. acquiring new Language

= Learning is situated
' = Context is high
= Learners receive

. comprehensible input

Nonlingustic Representations

courage

Definition: Language one level
above what can be understood
by a second language learner

i+l

Different for different learners

www.elitetexas.org
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Nonlinguistic Representations

tor

e b
nook

=2

nmxlmo, Mevm;,Tambten ’ P’

THINK — WRITE — TURN — TALK

Features of Effective Instruction for ELs

m Build and activate students’ background knowledge.
m Use modeling and think alouds.

m Strategically make connections between students L1 and
English.

m Use nonlinguistic representations (visuals; nonverbal cues).
m Use manipulatives.

m Create concrete examples and non-examples that connect to
students’ experience or knowledge.

m Make connections between social and academic language.

26

DEBRIEF: What We Can Observe

m |dentify or think about a lesson you have planned.

. m Consider some of the ways you will incorporate the features of
effective instruction for ELs.

m Record your ideas on Handout 4.
m Discuss your ideas with your tablemates.

Development: What

About Output?

Turn to your Partner:
Why do English learners need to speak and write?

e | e

27

= Stated instructional focus = Multiple examples

= Teacher modeling » Multiple grouping formats

= Consistent language = Manipulatives

= Active participation

i
. = Student talk

= Visual aids/cues

e | ICEH v Vel e Ceer fr g anuage At The Uiy of Tt A © 201 T

www.elitetexas.org

Receptive vs. Expressive Language

Receptive -Expressive

Oral Listening Speaking

Text-based Reading Writing

High quality, meaningful opportunities for students to
use and practice language are necessary to progress
to higher levels of language proficiency.

30

e iy o Tt At € 2015 Tesyy eltetexas.org

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



Why Do ELs Need to Speak and Write?
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Example: Classroom Discourse

. m Teaches ELs to initiate talk for real communicative purposes

' m Allows ELs to test hypotheses about the language

m Pushes ELs beyond “getting the idea” from what is heard or read
to using English syntax to communicate ideas

. m Provides opportunities for ELs to become more fluent and
automatic in English

Partner activity: How do you provide “output” opportunities for your
students? What are specific practices you use in your classroom to
support students in developing expressive language?

Encourage Extended Discourse

Methods to enhance classroom interactions for ELs include the
following:

m Empower students to initiate talk, not just respond to teacher questions.

l m Use open-ended prompts that encourage extended discourse.

m Provide and allow peers to provide L1 support to
beginning-level ELs.

m Use strategically-selected small groups and pairs for interactive activities
(for example, think-turn-talk; “overhead accountability”).

l m Promote students’ diverse ideas, asking for evidence to support their

ideas.

Points to Remember

- m Social language is a building block for academic language
development.

m Students come to our classroom linguistic resources that they
use in developing a second language.

m As students learn English, they need a lot of contextual support
to make the content comprehensible.

. m Structured, meaningful opportunities to use and practice
language is necessary for second language acquisition.

B5}

www.elitetexas.org

PR G Vaso Gos Conefor eadingand Longa

-| m Teacher: Ok, we just read about the water cycle. Who can tell me
what it's called when water leaves the river or ocean and goes
into the air?

R® Student: Evaporation.
g™ Teacher: Yes, that's right! Evaporation. Evaporation is when the
sun heats up water in rivers or lakes and turns it into vapor or

. steam.

Partner Activity: If you were the teacher, how would you
enhance this example of classroom discourse to provide more

meaningful, extended student talk?
32

Examples: Open-Ended Prompts and Sentence Stems

x x:?;sm..;‘r.
i)

I The Double Load

ELs process Form EI'; process
leaning

Structure of
Language

New Academic

New Sound e

System

New Vocabulary Comprehension
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INCREASING STUDENT
ENGAGEMENT AND
ACCOUNTABLE TALK

Advancing Language Development for English
Learners

Del Valle
Independent

School
District

Fall 2019

Shannon Giroir, Ph.D. Letti Grimaldo, Ph.D.

Session Objectives

Increasing Student Engagement and Accountable Talk

Quick Write + Quick Draw

What does accountable talk mean?

2

Your Materials

m Develop an understanding of how to advance oral language
development for ELs and assess progress.

m Practice applying strategies for increasing student engagement
and accountable student talk.

m Develop our teacher toolkit to include knowledge and resources
for increasing assessing accountable talk.

m Collaborate with colleagues to learn about effective instructional
practices and their implementation.

www.elitetexas.org

Using Appointment Cards

Appointment Card
l Time Meet With:
18:08 AM

. 12:08 PM
c B 2 ¢

B

Sentence / Discussion stems:

= "Are you available at [time]?”
= "Yes, | am free. See you then!”

= "Sorry I'm booked then.

2:08 PM What about [time]?”

5

www.elitetexas.org

e / it Ao A

m Increasing Student Engagement and Accountable Talk Toolkit
. m Folder with slides, handouts, and tools
m Tools:
Pinch Cards; Processing Tent;
Appointment Card;
Think-Pair-Share Organizer;
Shoot-Rebound Cards

www.elitetexas.org

Grouping Students for Collaboration — Considering Our
anlich Learners

g > E

“THINK-TURN-TALK-WRITE
What factors do you take into consideration when

pairing or grouping students, particularly ELs?

Quesion (Opeanded) | What 1 think

www.elitetexas.org
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Think-Write-Pair-Share Organizer

who can tell me...?

Question (Open-ended) | What I think What my partner What we thought
can anyone tell - . thought
me..2 Speaking Listenfing
What factors do you take | It seems to me that... I hear you saying that... | We both thought that...

into consideration when
pairing or grouping
students, particularly ELs?

www.elitetexas.org

Classroom Discourse: Example Facilitating High-Quality Interactions

-| m Teacher: Ok, we just read about the water cycle. Who can tell me Ask students to make connections between the concepts they are
. what it's called when water leaves the river or ocean and goes learning about and their effect on the world around them.
into the air?

/ Use wide-open questions:
'Rl Student: Evaporation. In what ways...

g™ Teacher: Yes, that's right! Evaporation. Evaporation is when the How might things be different if...
sun heats up water in rivers or lakes and turns it into vapor or

. steam.

Initiation - Response - Evaluation

Whyis impo“tant?

Locate and recall Integrate and interpret . Critique and evaluate -
Locate specific facts or details; identify Make connections across gt
important information and supporting  text; compare and contrast

details; find story elements suchas  information or story elements; use
characters and setting.

Assess a text from various
Not enough for our ELs! perspectives; synthesize what's in one
text; decide on what’s significant
mental images; consider alternative within a text; judge whether a text and
ideas or explanations for what’sina its features effectively accomplish a

text. purpose.

2 o
www.elitetexas.org

#1 #1

Where does this How does the

story take place? character feel ana
#2
what does this story
remind you of and
whg?

how do you know? #2 ) )
Who Ls the main
character of this
storg?

e | e
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#1L

what are the effects
of the author’s word
choice on Yo as a

#2
what happens to the
character?

reader?

High-Quality Classroom Discourse: What Research Says

- m Students use full linguistic repertoire to construct meaning
from text = Use of first and second language.

. u Students provide explanations to open-ended prompts
u Students elaborate on explanations
' m Students contribute a relevant argument
. m Students offer a counter-argument

m Students make extratextual connections (connections to other
texts, works, or ideas)

(Michener et al.,, 2017; Orellana & Reynolds, 2008; Rydland & Grover, 2018; Soter et al., 2008)

www.elitetexas.org

Text Talks: Example 1, Esperanza Rising

5

Pinch Cards

Use your pinch cards to respond to the following question:

True — Not True — True with Conditions

When students talk to each other about a text it
increases their compgehegion of the text.

Not all talk is high-
quality talk!

Read — Think — Write — Talk
Processing TENT

Students use full linguistic repertoire to construct meaning from text
= Use of first and second language.

Students provide explanations to open-ended prompts.
Students elaborate on explanations.

Students contribute a relevant argument .

Students offer a counter-argument.

Students make extratextual connections (connections to other texts,
works, or ideas).

e | IGS

Text Talks: Example 2, Esperanza Rising

Student 1: | was also surprised when the mother had said yes.

Student 2: | was surprised whenever the house had burned down
because it just came at random whenever she was sleeping. And her
mother already knew who it was.

' Student 3: How did they know that it was Tio Luis that like burned the

house down?

Student 4: Because he was devious, something like that.
Student 2: Uh huh!

Student 4: Because he was sneaky and dishonest.

Student 2: And ...whenever they were talking before, whenever he first
asked her...he was saying that something, some things were going to
happen if she didn't sayyes. &

o | it o R : e o

www.elitetexas.org

. Student 1: Do you think Tio Luis is going to catch them sneaking out?
Student 2: What if Tio Luis follows them?

. Student 3: OR, what if they don’t make it to the United States?
' Student 4: No, because remember in the Power Point that it said...it
showed you the farms in the United States. Maybe they did make it.
Student 3: What do you think will happen if they don’t make it?
Student 2: He's [Tio Luis] going to do bad things to them.
Student 3: Yeah.

Student 5: Yeah he's going to threaten them, make their life horrible.

18

www.elitetexas.org
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- ® Student 1: But what's going to happen to the old lady?
m Student 2: Yeah, what's going to happen to Granny.
. m Student 1: Are they gonna...leave her there?

m Student 2: Yeah, why didn’t Abuelita go with him to the United
States?

m Student 1: La van a dejar?
. m Student 3: They left her because she, her leg is broken.
m Student 1: So they did leave her?
l u Students: Yes.

m Student 2: Yeah, but she said that she was gonna go when she got

Checklist for Effective and Productive Student Collaboration

- Setting and Modeling Student Expectations:
Q Prepare as required and contribute to the discussion.

Q Reply to your classmates’ ideas, using responsive and respectful
language.

0 Be clear in your ideas, and use evidence to support them.
Stay focused on the task and on your own group.

0 Remember your own goals and challenge yourself!

[m]

Implementation Examples
74
— /
\ . om
friend o participX B
o Text Talk distussion &
1 Make eye contact and

ask for a friend's thought
on the subject.
ot

1Come ¥0 Yoor
Fscssion (@03 S
Fechicnons, Quesvians o Geens Yo made
V\‘ :‘d o Yoor OFooP memb
s im0 questione Gae
Connants WL w wanisissyas

S o0 You lnad

Yn 100

Q‘x et S Lz
(@ rons Yoo can MaKe 30 6 Charotk

better. 19

21

Accountable TalkfasEeEnie=lll
Productive

Talk”

"Accountable talk is classroom
talk that is accountable to a

community, to rigorous
reasoning, and to accurate
knowledge.”

O’Connor, Michaels, & Chapin, 2015

www.elitetexas.org

Example Anchor Chart

t am prepared and contribute .
to the discussion when ;-9 Q%‘ 2,
L4545
Oread the text to be discussed. /I l l ?{’I«
Ucomplete my reader’s response.
Qcome to the discussion with Ldeas
about the reading.
Ustay ow topic.
U7y to understand what my
classwmates are communicating about
the topic / text.
QAsk questions, ask for assistance,

www.elitetexas.org

Raising the Bar — Classroom Language

Which one of these is right?
Which of the following is correct?

Draw lllustrate

Pass out (papers)

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
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Accountability: Considering Our ELs

Share out to the entire group/class
Amplify student voices [reduce risk]:
Pinch Cards / Thumbs-up-down
Overhead accountability
"“To quote from” and include students names
Gallery Walk
White Board Responses
Consensus Reporting
Exit Tickets

Supporting Our Multilingual Students

- m Recognize and validate students linguistic assets (home
language and English).

m Encourage participation in language they feel comfortable.

m Foster a learning environment in which all languages are
respected, and students feel comfortable to take risks.

m Make cross-linguistic connections whenever instances arise.

and the native language.

. ® Model and scaffold appropriate grammar use in both English

www.elitetexas.org

Advance Organizers

27

Let’s Review

Pinch Cards:

Think-Write-F

re Organizer

Use pnch

True, Not True, Tr

With Conditions

not true

true with
conditions

2 | i ol

‘Overhe:

White Boards / —_—
Accountability

Advance Organizers: Example

Qrganizer
=l

Think-Write-Pair-Share

Scaffolding Expressive
Language for ELs

www.elitetexas.org

- m are statements, activities, or graphic organizers that help the
learner anticipate and organize new information.

m are used at the beginning of lessons in which new information is
to be learned.

m often call on prior knowledge, so as to connect new learning to
an existing cognitive structure.

. ® indicate to the learner what information from a lesson will be
important.
m can be simple or complex to be effective.
(Hill & Bjork, 2008)
29

www.elitetexas.org

could ever return?

would be an extreme
situation for someone to
leave their country if they
didn’t know they could
return. Maybe the person
feels unsafe?

not a little reason that
someone would leave and
not return, and that
maybe it's because they
are unsafe.

PRE-READING ACTIVITY FOR TEXT: Esparanza Rising, by Pam Muiios Ryan
e
Question (Open-ended) | What I think What my Partner Thought | What we thought
(Speaking) (Listening) (Consensus / Writing)
It seems to me that it I hear you saying that it's | We both thought that

someone would leave
their country and never
return due to an extreme
situation.

What would make a
person leave their country
without knowing if they

PG

(Adapted from Soto, 2012) 30

www.elitetexas.org

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



Project ELITE? Final Report * 77

Advance Organizers: Example Shoot — Rebound Cards

- Anticipation-Reaction Guide

- \ Q’ 2 “[The shoot-rebound cards]
. | Befre | swtement [ Afer | . 4L SHOOT-REBOUND DISCUSSION PROMPTS || were really useful because it

5 . gave them the autonomy within
Agree or Disagree? reilc):(;cs)l!ls)la;r?m Agree or Disagree? exmessnG o oEa | NSTONONGTOYoUR sancron the discussion...It gave them
2 - — B the ability to know how to start
protecting studgnts i gt bt :M:;wm.:; talking. Because when people
from cyberbullying. oy cpron [ Ureforiimoeiated are nervous because they are

o o JI—— on the spot period. If there is a
I thing there, they can

. Information Learned: . IDEA DE TU COMPARERD ACLARACION be more nervous. So if |
e e already know how to come out
g - vl of the gate, it can ease all of
. = e that.”

Evidence or New

por avnrs e

oo e o marmts | e - Fourth Grade Teacher
31 32
www.elitetexas.org c | i U o S www.elitetexas.org

Sentence StemS' Implementation Examples

K‘th Dlscusswn DISCUSSION | | AssisTANT
SI00 15 uben ooy S

yg. | T S
@:\: ﬁkﬁﬂwh " E

¥ # T Gmiods /e o

Re
Respectful, %‘ o Similar pmuerf when..

T agree with

T i e hhﬂadqldt R 3. L L wfhz/\

Can'yp show e ahere o Fnd k10 gel3.whep
Jhe foa? 5

% ' an ool

s becavse..
T toticed Hat 4he Choracter- ..

I notced 4he story Changes. whin
6. I {oeshadow Wit happe,
boseduon e}
oL L\w Cheeriouions, qurs: ons, Tm{«/@
LRE0S, (0.4 1005.0C oty
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Checklist: Successful Collaborative Discussion Checklist Fishbowl! Technique
o [ Use the fishbow! technique.

+  As students develop specific skills, have the whole class observe
one group conducting their discussions.

Prompt the student observers to notice which criteria the
model group is using successfully.

+ Facilitate discussion about which student behaviors could
. improve the quality of the group discussion. |

35 '
R

.elitetexas.org.
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ELONS: English
Language Oral
Narrative Scale

www.elitetexas.org

What We Used and Practiced Today

What We Used and Practiced Today

- m Partner and Group tools for Classroom Interaction
. m Appointment Cards
m Think-Turn-Talk-Share Organizer
® Whole Class, Low-Risk Response and Feedback Techniques
m Pinch cards
m Processing tent [Still Deliberating; Ready to Report]
m White Boards / Card Stock
m Overhead Accountability / To Quote From
m Exit Ticket / Gallery Walk

www.elitetexas.org

EXIT TICKET

Review the definition of accountable talk that you created
the beginning of this session. Is there something you
would like to add to it? Revise? Change?

www.elitetexas.org

39

m Scaffolding Academic Language Use
® Sentence stems
. m Shoot-Rebound Cards
m Advance organizers
m Assessment tools
. m Checklist of student behaviors / Student self-assessment
m ELONS

40

prem/Tess Educaton Agen

s BYNCND. www.elitetexas.org
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Implementing Text Talks

Project ELITE Flip Book Series

Implementing Text Talks

A Strategic Book Club Routine for Building
Del Valle Vocabulary and Comprehension Skills in 3rd

Independent through 5t Grade
School

Read- Read- Text
Aloud A‘fgud Talks

Routine Routine B
St i i

Letti Grimaldo, Ph.D.

Shannon Giroir, Ph.D.

c | lihticH ¢ 9 Usvaslly of Tacas SyshwtTunas Ehcation fgend www.elitetexas.org

Think-Write-Share Goals for This Session

Quick Write....

Review the steps of the Text Talks
Routine using the flip book tool

See an example plan

. How do you ensure that students have eyes on text during your
l reading block?

Reflect on and discuss the process

. What are the activities and strategies that you use to increase the Explore ways to implement the Text Talks
amount of time students are reading? Routine in your classroom

c |l tiel : www.elitetexas.org

Purpose of the Routine

Materials Needed
Collaborative

Text Talks Workbook Bookmark Discussion Checklist

This particular framework or approach is meant to advance
students’ vocabulary knowledge and comprehension.

Text
Talks

A Strategic Book Club Routine
for Enhancing Vocabulary
and Comprehension

of English Learners

Research emphasizes the systematic development of these
skills for ELs.

This framework for Text Talks is meant to be a flexible
approach, but keep in mind these two important goals!

Sample Lesson Plan

e | e

www.elitetexas.org
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Preparing for Text Talks Text Talk: Example 1 - Teacher Generated

Text Talks The teacher can show the title of the book and read the synopsis
on the back cover of the book to create interest in the book.

harlas del Texto

Book Talk: Example 2 - Student Generated

Are you an animal fan? This book is for you! Meet Ivan! Ivan is StUdent‘

a silverback gorilla who lives in a glass and metal enclosure at G t d
the Big Top Mall and Video Arcade. Ivan lives there with an old

elephant named Stella and Bob, a stray dog. Ivan watches TV, eénerate
and draws pictures that are sold to visitors. This story is told by

Ivan gets even more interesting with the arrival of a new baby BOO k Ta | k
elephant. This book is based on a true story of a gorilla. Read

about Ivan and his animal and human friends in “The One and

Only Ivan.”

Example

Focused Mini-Lesson

Provide a whole-class, short mini- Text Talks Cycle
lesson and create an anchor chart on
one skill or strategy for students to
apply in their group work:

Teach a comprehension process.

Teach the characteristics of a
good book discussion.

Teach the characteristics of a
strong readers’ response.

Repeat until the text is completed.

After Reading
PR e——

www.elitetexas.org

e | e

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



Project ELITE? Final Report » 81

Before Reading During Reading

g

www.elitetexas.org

After Reading Extensions

nd Comprehension

After Reading Checklist:
Successtl Cotlaborative Discussion | (What are Probable
Pageages?

Probable paseages help
sfudente access and use
voeabulary while integrating
writing.

This ie also a comprehengion
strategy and a way to
aggeqe a ehudent’s
understanding of key
vocabulary.

www.elitetexas.org

Reflection and Next Steps

Remember! The routine is flexible and can be adapted based on
the needs in your classroom.

- What questions do you still have about implementing Text Talks
in your classroom?

+ What additional mini-lessons do you anticipate your students
would benefit from?

+ How can you implement Text Talks in your current classroom?
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Appendix D: STAAR and TELPAS

State of Texas Assessments of Academic Readiness: Reading

The State of Texas Assessments of Academic Readiness (STAAR) Reading test is a standardized assessment of
reading ability that all K-12 students in Texas take at the end of each academic year. Results are putinto four
categories that indicate students’ reading proficiency relative to grade-level benchmarks: Does Not Approach,
Approaches, Meets, and Masters. Scores are disaggregated by grade and English learner (EL) status.

Notably, STAAR scores were restandardized in 2017, while the present study was ongoing, which may account
for some of the variation in scores. Also, per direction by the Texas Education Agency, the STAAR was not ad-
ministered during the 2019-2020 academic year because of the COVID-19 pandemic. Descriptive statistics for
the STAAR Reading data are displayed in Table 1 below.

Table 1. STAAR Reading Scores, 2017-2021

# OF DOES NOT
DATE STUDENTS | APPROACH | APPROACHES MEETS MASTERS

May 3 45.9% 27.9% 12.4% 13.6%
2017 (365) (222) (99) (109)
No 406 44.3% 27.0% 13.7% 14.7%
(180) (110) (56) (60)
Yes 388 47.6% 28.8% 11.0% 12.3%
(185) (112) (43) (48)
4 Al 815 47.8% 28.9% 12.8% 10.3%
(390) (236) (105) (84)
No 431 48.4% 26.6% 12.2% 12.5%
(209) (115) (53) (54)
Yes 384 47.1% 31.5% 13.5% 7.8%
(181) (121) (52) (30)
5 Al 731 43.5% 31.0% 14.3% 11.0%
(318) (227) (105) (81)
No 388 41.2% 29.1% 16.2% 13.4%
(16) (113) (63) (52)
Yes 343 46.0% 33.2% 12.2% 8.4%
(158) (114) (42) (29)
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# OF DOES NOT
DATE STUDENTS APPROACH | APPROACHES MEETS MASTERS

May 42.6% 39.0% 9.2% 9.1%
2018 (318) (291) (69) (68)
No 631 41.9% 38.3% 10.1% 9.6%
(265) (242) (64) (61)
Yes 114 46.4% 42.9% 4.3% 6.1%
(53) (49) (5) (7)
4 Al 879 46.9% 28.5% 14.5% 9.8%
(413) (251) (128) (87)
No 754 47.0% 28.9% 14.1% 9.8%
(355) (218) (107) (74)
Yes 125 46.4% 26.4% 16.8% 10.4%
(58) (33) (21) (13)
May 3 All 160 43.1% 35.6% 6.8% 14.3%
2019 (69) (57) (11) (23)
No 103 41.7% 33.9% 7.7% 16.5%
(43) (35) (8) (17)
Yes 57 45.6% 28.0% 15.7% 10.5%
(26) (16) (9) (6)
4 Al 262 44.6% 32.4% 16.4% 6.4%
(117) (85) (43) (17)
No 132 42.4% 34.0% 15.1% 8.3%
(56) (45) (20) (11)
Yes 130 46.9% 30.7% 17.6% 4.6%
(61) (40) (23) (6)
5 All 277 24.1% 45.8% 17.6% 12.2%
(67) (127) (49) (34)
No 145 22.7% 43.4% 20.6% 13.1%
(33) (63) (30) (19)
Yes 132 25.7% 48.4% 14.3% 11.3%
(34) (64) (19) (15)
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# OF DOES NOT
DATE STUDENTS APPROACH | APPROACHES MEETS MASTERS

May 64.2% 15.4% 10.7% 9.5%
2021 (54) (13) (9) (8)
No 61 65.5% 13.1% 11.4% 9.8%
(61) (8) (7) (6)
Yes 23 52.1% 30.4% 8.6% 8.6%
(12) (7) (2) (2)
4 Al 99 56.5% 26.2% 9.0% 8.0%
(56) (26) 9) (8)
No 68 64.7% 20.5% 4.0% 10.2%
(44) (14) (3) (7)
Yes 31 38.7% 38.7% 19% 3.0%
(12) (12) (6) (1)
5 All 110 51.8% 24.5% 6.3% 17.2%
(57) (27) (7) (19)
No 64 59.3% 9.3% 10.9% 20.3%
(38) (6) (7) (13)
Yes 46 30.4% 56.5% 0.0% 13.0%
(14) (26) (0) (6)
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Texas English Language Proficiency Assessment System

The Texas English Language Proficiency Assessment System (TELPAS) is a standardized assessment of English
language proficiency that is administered to K-12 students in Texas identified as having limited English profi-
ciency. For the purpose of this report, we refer to these students as ELs. The TELPAS consists of four subtests,
each administered to students separately: Listening, Speaking, Reading, and Writing. Results are disaggregat-
ed by subtest into one of the following criterion-referenced categories: Beginning, Intermediate, Advanced,
or Advanced High. Students who did not take a subtest or who were unable to complete a subtest were given

a score of No Rating. The TELPAS is administered in the spring of each school year; therefore, most of the as-
sessments were under way or completed when schools closed in 2020 due to the COVID-19 pandemic.

In 2018, the TELPAS went through a complete redesign, and the assessment of three of the four TELPAS
domains changed. The Reading test was redesigned to be shorter, and the Listening and Speaking tests were
administered as item-based standardized assessments for the first time. Prior to the 2018 redesign, the teach-
er holistically scored the Listening and Speaking tests. The composite scores are also weighted differently
between the two tests. Table 2 below reflects these changes.

Table 2. Differences in TELPAS Composite Score Weights

LANGUAGE DOMAIN 2017 COMPOSITE SCORE WEIGHT 2018 COMPOSITE SCORE WEIGHT

Listening 10% 25%
Speaking 10% 25%
Reading 50% 25%
Writing 30% 25%
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Descriptive statistics for the TELPAS data are displayed in Table 3 below.

Table 3. TELPAS Scores, 2017-2021

# OF NO ADVANCED
DATE STUDENTS SUBJECT RATING INTERMEDIATE ADVANCED HIGH

March 3 Listening  0.0% 5.3% 25.2% 33.7% 35.0%
2017 (0) (24) (113) (151) (157)
Speaking  0.6% 8.9% 32.5% 31.0% 26.7%
(3) (40) (146) (139) (120)
Reading  0.2% 24.3% 22.9% 29.4% 22.9%
(1) (109) (103) (132) (103)
Writing 1.7% 15.1% 36.1% 30.3% 16.5%
(8) (68) (162) (136) (74)
4 446 Listening  1.1% 3.3% 14.5% 36.0% 4s.8%
(5) (15) (65) (161) (200)
Speaking  1.1% 4.4% 20.6% 40.8% 32.9%
(5) (20) (92) (182) (147)
Reading  0.6% 11.4% 33.4% 41.9% 12.5%
(4) (51) (149) (187) (56)
Writing 1.7% 5.8% 28.2% 45.5% 18.6%
(8) (26) (126) (203) (83)
5 412 Listening  0.7% 4.1% 6.0% 27.1% 61.8%
(3) (17) (25) (112) (255)
Speaking  1.2% 4.8% 6.0% 34.9% 52.9%
(5) (20) (25) (144) (218)
Reading  0.0% 13.5% 25.2% 36.8% 24.2%
(0) (56) (104) (152) (100)
Writing 1.4% 4.3% 26.2% 37.6% 30.3%
(6) (18) (108) (155) (125)
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# OF NO ADVANCED
DATE STUDENTS SUBJECT RATING INTERMEDIATE ADVANCED HIGH

March 3 Listening  0.0% 1.9% 18.5% 41.0% 38.4%
2018 (0) (3) (29) (64) (60)
Speaking  0.0% 6.4% 38.4% 41.6% 13.4%
(0) (10) (60) (65) (21)
Reading  0.0% 16.6% 40.3% 25.6% 17.3%
(0) (26) (63) (40) (27)
Writing 1.2% 11.5% 37.1% 31.4% 18.5%
(2) (18) (58) (49) (29)
4 135 Listening  0.0% 5.9% 34.0% 41.4% 18.5%
(0) (8) (46) (56) (25)
Speaking  0.0% 3.7% 39.2% 51.8% 5.1%
(0) (5) (53) (70) (7)
Reading  0.0% 8.1% 29.6% 33.3% 28.8%
(0) (11) (40) (45) (39)
Writing 2.2% 5.9% 31.8% 33.3% 26.6%
(3) (8) (43) (45) (36)
5 146 Listening  0.0% 2.0% 17.8% 39.7% 40.4%
(0) (3) (26) (58) (59)
Speaking  0.0% 5.4% 23.9% 47.2% 23.2%
(0) (8) (35) (69) (34)
Reading  0.0% 3.4% 15.0% 32.8% 48.6%
(0) (5) (22) (48) (71)
Writing 1.3% 6.8% 21.9% 35.6% 34.2%
(2) (10) (32) (52) (50)
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# OF NO ADVANCED
DATE STUDENTS SUBJECT RATING INTERMEDIATE ADVANCED HIGH

March 3 Listening  0.0%  6.2% 11.6% 30.2% 51.9%
2019 (0) 8) (15) (39) (67)
Speaking  0.0%  15.5% 54.2% 24.0% 6.2%
(0) (20) (70) (31) (8)
Reading ~ 0.0%  14.7% 34.8% 28.6% 21.7%
(0) (19) (45) (37) (28)
Writing  0.7%  10.0% 49.6% 23.2% 16.2%
(1) (13) (64) (30) (21)
4 161 Listening ~ 0.0%  19.2% 35.4% 32.2% 13.0%
(0) (31) (57) (52) (21)
Speaking  0.0%  11.1% 52.7% 28.5% 7.4%
(0) (18) (85) (46) (12)
Reading ~ 0.0%  14.9% 40.3% 21.1% 23.6%
(0) (24) (65) (34) (38)
Writing  1.20%  9.2% 25.4% 40.3% 23.6%
(2) (15) (41) (65) (38)
5 143 Listening  1.3%  8.3% 24.4% 41.2% 25.1%
(2) (12) (35) (59) (36)
Speaking  1.3%  16.0% 43.3% 30.7% 8.3%
(2) (23) (62) (44) (12)
Reading ~ 0.6%  4.8% 25.1% 25.8% 43.3%
(1) (7) (36) (37) (62)
Writing ~ 2.0%  6.2% 22.3% 41.9% 27.2%
(3) (9) (32) (60) (39)
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# OF NO ADVANCED
DATE STUDENTS SUBJECT RATING INTERMEDIATE ADVANCED HIGH

March 3 Listening  1.9% 4.6% 12.8% 33.0% 47.5%
2020 (8) (19) (52) (134) (193)
Speaking  1.9% 12.8% 56.8% 20.6% 7.6%
(8) (52) (231) (84) (31)
Reading  0.7% 28.0% 32.5% 18.4% 20.1%
(3) (114) (132) (75) (82)
Writing 39.4%  13.7% 23.6% 15.5% 7.6%
(160) (56) (96) (63) (31)
4 370 Listening  2.4% 9.4% 29.7% 33.7% 24.5%
(9) (35) (110) (125) (91)
Speaking  2.4% 8.9% 42.1% 44.0% 2.4%
(9) (33) (156) (163) (9)
Reading  0.2% 17.2% 28.1% 26.7% 27.5%
(5) (64) (104) (99) (102)
Writing 39.4%  4.8% 20.8% 21.8% 12.9%
(146) (18) (77) (81) (48)
5 428 Listening  9.3% 7.7% 18.6% 33.1% 31.0%
(40) (33) (80) (142) (133)
Speaking  9.3% 9.1% 42.5% 34.8% 4.2%
(40) (39) (182) (149) (18)
Reading  1.1% 11.6% 29.4% 21.9% 35.7%
(5) (50) (126) (94) (153)
Writing 21.9%  8.4% 14.9% 27.8% 26.8%
(94) (36) (64) (119) (115)
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# OF NO ADVANCED
DATE STUDENTS SUBJECT RATING INTERMEDIATE ADVANCED HIGH

March 3 Listening 0.0% 16.5% 14.6% 18.3% 50.4%
2021 (0) (18) (16) (20) (55)
Speaking 0.0% 24.7% 45.8% 25.6% 3.6%
(0) (27) (50) (28) (4)
Reading 0.0% 40.3% 31.1% 14.6% 13.7%
(0) (44) (34) (16) (15)
Writing 1.8% 24.7% 48.6% 22.0% 2.7%
(2) (27) (53) (24) 3)
4 123 Listening 0.0% 47.9% 21.1% 21.1% 9.7%
(0) (59) (26) (26) (12)
Speaking 0.0% 39.0% 31.7% 27.6% 1.6%
(0) (48) (39) (34) (2)
Reading 0.0% 40.6% 30.0% 13.8% 15.4%
(0) (50) (37) (17) (19)
Writing 4.0% 13.0% 34.1% 31.7% 17.0%
(5) (16) (42) (39) (21)
5 99 Listening 0.0% 31.3% 18.1% 29.2% 21.2%
(0) (31) (18) (29) (21)
Speaking 0.0% 28.2% 19.1% 49.4% 3.0%
(0) (28) (19) (49) (30)
Reading 0.0% 28.2% 22.2% 16.1% 33.3%
(0) (28) (22) (16) (33)
Writing 4.0% 2.0% 21.2% 43.4% 29.2%
(4) (2) (21) (43) (29)
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Scores by Student Cohort

Figure 1 shows STAAR scores of ELs and non-ELs for the first 3-year cohort that received instruction from
educators who participated in Project ELITE?. In Cohort 1, there were relatively few differences between ELs
and non-ELs based on STAAR Reading scores, as distribution across the four score ranges was similar for both
groups of students. By Year 3 of implementation, when students in Cohort 1 were in fifth grade, the percent-
age of ELs and non-ELs who scored Does Not Approach dropped by more than 20%. This clear change in level
indicates thatinstruction positively affected students’ reading scores by fifth grade.

Figure 1. STAAR Scores for Cohort 1 (2016-2019)
Grade 3 Grade 4 Grade 5

ELs Non-ELs ELs Non-ELs ELs Non-ELs

. Does Not Approach . Approaches . Meets . Masters
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Figure 2 shows STAAR scores of ELs and non-ELs in the second 3-year cohort to receive instruction from edu-
cators who participated in Project ELITE?. Only data from students’ third- and fourth-grade assessments were
reported due to the COVID-19 pandemic. In Cohort 2, non-ELs performed slightly higher on the STAAR Read-
ing test across both assessed grades. Although the percentage of students who scored Does Not Approach
remained stagnant, both groups saw progress in the total percentage of students who scored Meets or Masters
between grades 3 and 4. Because the most significant change for Cohort 1 occurred in fifth grade, it is possi-
ble that the absence of a fifth-grade assessment masked similar growth in the third year of implementation for
Cohort 2.

Figure 2. STAAR Scores for Cohort 2 (2017-2020)

Grade 3 Grade 4

ELs Non-ELs ELs Non-ELs

. Does Not Approach . Approaches . Meets . Masters
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Figure 3 shows STAAR scores of ELs and non-ELs in the third 3-year cohort to receive instruction from educa-
tors who participated in Project ELITE?. Only data from students’ third- and fifth-grade assessments were re-
ported due to the COVID-19 pandemic. Cohort 3’s third-grade performance was similar to that of the previous
two cohorts. The most significant difference between ELs and non-ELs in third grade was that non-ELs scored
Masters at a higher rate. Importantly, the discrepancy between how the COVID-19 pandemic affected ELs" and
non-ELs’ reading outcomes is clear in Figure 3. Based on the state achievement data of our sample, it seems
that the challenges of the pandemic (e.g., pauses ininstruction, virtual learning, changes to instructional
plans) took a larger toll on non-ELs’ reading performance than that of ELs. In fifth grade, the percentage of
ELs that scored Does Not Approach decreased relative to third grade, and the percentage for non-ELs across
the same timeframe increased by nearly 20%.

Figure 3. STAAR Scores for Cohort 3 (2018-2021)

Grade 3 Grade 5

ELs Non-ELs ELs Non-ELs

Does Not Approach Approaches Meets Masters
pp pp
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Figure 4 shows STAAR scores of all the participants who were enrolled in third grade during the 5 years of
ELITE? implementation. Scores for the third-grade class during the 2019-2020 academic year were unavail-
able due to the COVID-19 pandemic. Results indicate that before the pandemic, non-ELs in third grade out-
performed ELs. However, consistent with the findings for Cohort 3, non-ELs experienced a marked decrease in
reading scores following the return to school, as demonstrated by the most recent STAAR scores.

Figure 4. STAAR Scores for Grade 3
2016 - 2017 2017 - 2018 2018 - 2019 2020 - 2021

11.4%
7.7%

ELs Non-ELs ELs Non-ELs ELs Non—ELs ELs Non—ELs

. Does Not Approach . Approaches . Meets . Masters

© 2021 The University of Texas at Austin/The Meadows Center for Preventing Educational Risk
Licensed under Creative Commons BY-NC-ND 4.0



Project ELITE? Final Report * 95

Figure 5 shows STAAR scores of all the participants who were enrolled in fourth grade during the 5 years of
ELITE? implementation. Scores for the fourth-grade class during the 2019-2020 academic year were unavail-
able due to the COVID-19 pandemic. Reading scores were relatively stagnant for fourth-grade participants
prior to the pandemic. Following the return to school, the discrepancy between ELs and non-ELs was greater
than that between the third-graders. In the most recent round of assessments, nearly 65% of non-ELs scored
Does Not Approach, compared to 39% of their EL peers. However, non-ELs were more than three times as likely
to achieve a Masters score in fourth grade, indicating a trend toward the extreme ends of the spectrum for
non-ELs in fourth grade.

Figure 5. STAAR Scores for Grade 4

2016 — 2017 2017 - 2018 2018 - 2019 2020 - 2021

ELs Non-ELs ELs Non—-ELs ELs Non—-ELs ELs Non—-ELs

. Does Not Approach . Approaches . Meets . Masters
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Figure 6 shows STAAR scores of all the participants who were enrolled in fifth grade during the 5 years of
ELITE? implementation. Scores for the fifth-grade class during the 2019-2020 academic year were unavailable
due to the COVID-19 pandemic. In addition, data for fifth-graders in the 2017-2018 class were unavailable
due to challenges related to the data-collection system. There was a positive trend in achievement across all
fifth-grade participants before the pandemic. The 2020-2021 STAAR scores, the fifth year of ELITE? implemen-
tation, show an increase in both student groups scoring Does Not Approach; however, there is a notable gap
between the two groups, as fewer ELs than non-ELs scored Does Not Approach.

Figure 6. STAAR Scores for Grade 5

2016 —2017 2018 = 2019 2020 - 2021

ELs Non-ELs ELs Non-ELs ELs Non-ELs

. Does Not Approach . Approaches . Meets . Masters
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Figure 7 shows Cohort 1's scores from the fours subtests (Listening, Speaking, Reading, Writing) of the
TELPAS. Grade 3 assessments from Cohort 1 seem to indicate that the four subtests are ordered in terms of
difficulty, which keeps with the framework that students rely on listening and speaking skills to build upon
reading and, ultimately, writing skills. However, a clear change in trend occurred during grades 4 and 5, when
participants were older and gained more experience with the general curriculum and ELITE? implementation.
At older ages, participants experienced more success with Reading and Writing while simultaneously losing
ground on their Listening and Speaking scores.

Figure 7. TELPAS Scores for Cohort 1 (2016-2019)

Grade 3 Grade 4 Grade 5

. No Rating . Beginning . Intermediate . Advanced . Advanced High
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Figure 8 shows Cohort 2's scores from the fours subtests of the TELPAS. Notably, large percentages of stu-
dents scored No Rating in grade 5 due to incompletion of one or more subtests before the COVID-19 pandemic.
Cohort 2 followed a similar trend in growth in Reading and Writing as they moved through the three upper-el-

ementary grades.

Figure 8. TELPAS Scores for Cohort 2 (2017-2020)

Grade 4 Grade 5

Grade 3

. No Rating . Beginning . Intermediate . Advanced . Advanced High
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Figure 9 shows Cohort 3’s scores from the fours subtests of the TELPAS. Large percentages of students scored
No Rating in grade 4, particularly for the Writing subtest, due to incompletion of one or more subtests before
the COVID-19 pandemic. TELPAS results for Cohort 3 demonstrate the effects of the pandemic on students’
academic outcomes. In fifth grade, there was a significant increase in the percentage of students who scored
Beginning relative to previous grades. Notably, students” Writing scores did not follow this trend.

Figure 9. TELPAS Scores for Cohort 3 (2018-2021)
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