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OBJECTIVES

• Share resources
• Provide an overview of the state of 

research on long-term EL students 
outcomes and supportive and 
effective instructional systems
• You will be able to: Share and cite 

references and resources regarding 
long-term EL students

2



GETTING TO KNOW YOU:

1. Introduce yourself to your 
neighbors/table partners.

2. What question(s) do you 
have about how to better 
serve your EL students?
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GETTING TO KNOW YOU:

3. How many minutes of 
language (reading, writing, 
listening, speaking) instruction 
does a typical EL student 
receive in your school?
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GETTING TO KNOW YOU:

4. What’s working? Which 
aspects of your program do 
you have data to 
demonstrate effectiveness 
with students?
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AGENDA

Findings 
from current 
research 
study

MSELP

Our local 
context for 
Els & Long-
term ELs

Oregon

Instructional
Local 
Federal

Strategies & 
Resources
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MIDDLE SCHOOL 
ENGLISH LEARNER 
PROJECT (MSELP): 

PRELIMINARY 
FINDINGS

Dr. Erin Chaparro, University of Oregon

Drs. Barbara Gunn, and Keith Smolkowski, Oregon 
Research Institute



SUMMARY

• The students in the DISE classrooms outperformed the students in the wait-list classrooms on all 
measures across both years (meaning on average they received higher scores).

• An effect size of .46 can be interpreted as being of medium effect and one that can positively 
impact student outcomes

• Limitations: 

• These findings represent only 1/3 of the total students that will participate in the study, so 
the results are weakened by the number of students

• Measures like oral reading fluency and Woodcock Johnson Oral language subtests may not be 
sensitive enough to the changes in language and reading of students who are at this early 
English language development phase.

• We still need to examine the impacts on state level test such as the ELPA.



STATE OF OREGON
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STATE OF OREGON
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LONG-TERM ELS: 
CONTEXT

• But he sounds fluent…

• Content area teachers don’t 
know student is a long-term EL 
student

• Interventions are catered 
towards native speakers…

• Language development classes 
are for newcomers only

• Teachers feel underprepared 
for how to support students
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INCREASE THE 
INSTRUCTIONAL INTENSITY
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ALTERABLE VARIABLES TO INTENSIFY INSTRUCTION
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Alterable  
Variable Level  of  Specific  Enhancement  (example  reading)

Options 1. 2. 3. 4.

Program/
Instruction

•Use comprehensive  
reading program to  
systematically & expil-
citly teach priority skills

•Use intervention core  
with students well-
below grade level

•Add extensions of the  
core program 

•Pre-teach & reteach  
skills

•Add instructional 
templates - increase 
explicitness, corrections

Use supplement program with 
the comprehensive reading 
program

Place students not making 
adequate progress in compre-
hensive reading program into 
an intervention core program

Time
(Opportunities  
to  Respond)

Schedule & deliver 90 minutes 
of daily reading instruction 
during protected reading block

Increase OTR during 90  
minute reading block 
• choral responding 
• increase pace
• call more often on low 

performers

Increase reading block to 120 
minutes and/or add 
supplemental period daily (90 
min. + 30min. or 90 min. + 45 
min.)

Schedule two intervention 
sessions daily (a double dose 
of 90 min. + 90 min.)

Grouping  
for

Instruction

Within comprehensive reading 
program, check group 
placement & provide 
combination of whole & small 
group instruction

• Walk to read
• Schedule additional 

small group instruction     
(9-10 students) for 
specific skill practice

Reduce group size to 6-8 or to 
3-5.

Provide individual instruction if 
needed

INCREASING INTENSITY
Modification  of  Kame’enui,  Simmons,  Coyne  &  Harn ©  2003



VINCE  KNOWS  LEARNING
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Students  learn  new  skills  by  correctly practicing  
the  skills  repeatedly  until  the  skills  are  mastered.  

“Practice  does  not  make  perfect.      Only perfect
practice  makes  perfect.”    - Vince  Lombardi  

David  Howe
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Perfect  Practice  Events
Each time a teacher gets a student to practice
a skill correctly, it helps the student learn the skill!

WRRFTAC

That’s  right!    Joe  Torgesen calls  
each  practice  event  a  

positive  instructional  interaction.
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Perfect  Practice  Events
Each time a teacher gets a student to practice
a skill correctly, it helps the student learn the skill!
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Positive  Instructional  Interaction  (Pii)
Instructional  Interaction  -

• The  teacher  explicitly  explains  and  
models  a  skill  while  students  are  engaged

• The  teacher  guides  students  while  they    
practice  the  skill  and,  if  needed,  provides  
corrective  feedback

• The  teacher  provides  opportunities  for  
students  to  perform  the  skill  themselves
and  reinforces  their  correct  responsesPositive  -

• The  students  perform  the  skill  correctly
Howe,  WRRFTAC



INTENSITY  OF  INSTRUCTION
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Joe  Torgesen defines Intensity  of  instruction
as  the  number  of  Positive  Instructional  
Interactions  (Pii’s)  per  day.  

For  example:

WRRFTAC

A  day  of  instruction  that  includes  200  Pii’s is  
more  intensive  than  a  day  that  includes  only  
100  Pii’s.
How  are  you  helping  teachers  to  increase  the  
amount  of  positive  instructional  interactions  
per  day?  

Grade  6 7                                8                                 9



RESOURCES
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Olsen, L. (2014). Meeting the 
Needs of Long Term English 
Language Learners: A Guide for 
Educators. Washington: D.C., 
National Education Association.
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MEETING THE UNIQUE NEEDS 
(OLSEN, 2014)

• Targeted courses that includes writing, academic 
vocabulary, active engagement, and oral language.
• Explicit academic language and literacy development 

across the curriculum.
• Systems for monitoring progress and decision rules for 

support; master schedule designed for flexibility and 
movement as students progress.
• School-wide focus on study skills, metacognition, and 

learning strategies 22



MEETING THE UNIQUE NEEDS 
(OLSEN, 2014)

•Affirming school climate
• Effective educators emphasize oral language and 

active engagement; provide explicit instruction and 
models; build background knowledge, scaffold key 
concepts, and teach vocabulary; teach academic 
reading and writing skills, use graphic organizers; check 
for understanding, monitor progress
• Effective educators affirm language, culture, and 

maintain rigor.
23
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IES 
PRACTICE GUIDE: 4 
RECOMMENDATIONS

Teaching of 
Academic 
Vocabulary

Oral and 
Written English 

Language in 
Content-Area 

Teachings

Regular & 
Structured 
Language 

Opportunities

Small-group 
instruction in 

literacy & 
language when 

needed
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Teach a set of academic vocabulary words intensively 
across several days using a variety of instructional 
activities
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Ho  To Ste  2   
Choose a small set o  academic ocab lary or in de th instr ction  

re ently 
sed in the 

te t 

Central to 
nderstand

ing the te t 

A ears in 
other content 

areas 
A i es  

M lti le 
meanings 
and ses 

Cross
lang age 

otential 

Environment ; ; ; 

Exhibit ; ; ; 

Impact ; ; ; ; ; 

Investigation ; ; ; 

Option ; ; 

Pursuit ; ; ; 
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2  

E idence  Strong 

� Five randomized controlled trials met WWC 
standards 

� Positive impacts on content-area ac uisition 
measures developed by the researchers 

� Relatively broad range of grade levels 
– Four studies conducted at the intermediate  middle 

school level 
– One study involved students in pre-  thru 2nd grade 

� Classrooms contained both English learners  
native English spea ers 

28

Integrate  Oral  and  Written  Language  
in  the  Content  Areas
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ADDITIONAL METHODS FOR 
SUPPORTING ACADEMIC LANGUAGE 

DEVELOPMENT

• Explain and model all academic language 
activities.
•Provide sentence frames.
•Make it a habit for students to always answer in 
complete sentences.
•Have students practice extended discourse. 
•Record words and grammatical structures students 
have trouble with.
•Repeat student answers using proper English.

Oregon  Literacy  Framework,  2011



ROUTINE EXAMPLE
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   Procedures:   Use in Combination with Template #17. 
 

 

Step 1 

 

In troduce the Strategy 

a. Write the word on board. 
b. Read word.  Students repeat. 

c. Repeat for unfamiliar words. 

Example 

“This word is reluctant.” 

“What word?” 

 

Step 2 

 

Present a Student -Fr iend ly  Exp lanat ion 

a. Tell students explanation, or, 

b. Have students read explanation with you. 

“Reluctant means you are not sure you want to  

  do something.” 

“When you are not sure you want to do  

  something, you are …”  

 

Step 3 

 

I l lus trate the Word  w ith Examples 

      • Concrete examples 
      • Visual representations 

      • Verbal examples 

 

“If your mother asked you to try a new food,  

  you might be reluctant.” 

“You may be reluctant to watch a scary movie.” 

 

Step 4 

 

Check Students’  Understand ing  
 

   Option 1:  Deep processing questions 

   Option 2:  Examples/Nonexamples 
   Option 3:  Students generate examples 

   Option 4:  Sentence starter 
 

“Why would a student be reluctant to go to a new   

  school?” 
“Would you be reluctant to go to recess on a warm, sunny  

  day?” 

“Tell your partner something you would be reluctant  to do.” 

“Tell you partner something a cat might be reluctant to do.   

  Start your sentence by saying, ‘A cat might be reluctant to  

  .  .  . ’  Then  tell why.”   

Western Regional Reading First Technical Assistance Center 2008 

 

 

 

 

 

 

 

Instructional Routine for Teaching  

Critical,  Unknown Vocabulary Words 
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SOME THINGS HAVEN’T CHANGED…

• Because this type instruction is not currently common 
in many classrooms, teachers may struggle learning 
how to implement it (Baker et al., 2006; Gersten et 
al., 2006). 
• Therefore, concerted professional development and 

coaching will be necessary to ensure that all teachers 
learn to provide effective vocabulary and academic 
language instruction for English learners (IES, 2007). 
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http://oregonliteracypd.uoregon.edu/



RESOURCES
• http://dwwlibrary.wested.org/

• http://dwwlibrary.wested.org/media/explicit-vocabulary-instruction-
for-english-learne
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 ENGLISH  
LEARNER 
TOOL KIT

for  
State and Local Education 
Agencies (SEAs and LEAs)

U.S. Department of Education

ESSA  
UPDATES 

 INCLUDED

• https://www2.ed.gov/about/offices/list/oe
la/english-learner-toolkit/index.html
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OELA TOOL KIT PROGRAM EVALUATION
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REFERENCES: SOCIAL EMOTIONAL 
WELL-BEING

• Castro-Olivo, Preciado, J. A., Sanford, A. K., & Perry V. (2011).  The 
Academic and Social-Emotional Needs of Secondary Latino English 
Learners: Implications for Screening, Identification, and Instructional 
Planning. Exceptionality, 19 (3), 160-174.
• Demonstrated positive correlation between academic 

achievement and SEL.
• Students who have been in ELD for more than 5 years lower levels 

of SER, ethnic pride, GPA, and academic behaviors
• Castro-Olivo, S. M. (2014). Promoting Social-Emotional Learning in 

Adolescent Latino ELLs: A Study of the Culturally Adapted Strong Teens 
Program. School Psychology Quarterly.
• 102 middle and high school students
• Increased SEL knowledge and social-emotional resiliency (SER)
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REFERENCE – LTELLS DEFINED 

• Menken, K., Kleyn, T., & Chae, N. (2012). Spotlight on “Long-Term English Language 
Learners”: Characteristics and Prior Schooling Experiences of an Invisible Population. 
International Multilingual Research Journal, 6, 121-142.

• 3 high schools; interviews with students, teachers, and administrators

• Two main groups of LTELS: (a) students with inconsistent schooling in the U.S. and (b) 
transnational students.

• At the secondary level they identified students were:

• Newly arrived with adequate schooling

• Newly arrived with inconsistent schooling

• Long-term ELs 38



REFERENCE  - ACADEMIC LITERACY

• Short, D., & Fitzsimmons, S. (2007). Double the work: Challenges and solutions to acquiring 
language and academic literacy for adolescent English language learners – A report to Carnegie 
Corporation of New York. Washington, DC: Alliance for Excellent Education.

• Five Challenges: (1) common criteria for 
identification, (2) appropriate assessments, (3) 
inadequate educator capacity/training, (4) lack of 
appropriate program options, (5) limited research 
base, (6) lack of coherent research agenda.
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IES PRACTICE GUIDE

• http://ies.ed.gov/ncee/wwc/Practice
Guide.aspx?sid=19
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U . S .  D e p a r t m e n t  o f  E d u c a t i o n
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Making Connections 

Are two commonly used early  
warning indicators accurate 

predictors of dropout for English 
learner students? Evidence from 
six districts in Washington state 

Theresa Deussen  
Havala Hanson  

Biraj Bisht  
Education Northwest 

Key findings 

Students who drop out of high school are at increased risk of a range of negative social and 
economic consequences. School districts are using early warning indicators, such as attendance, 
course failures, grade point average, and suspensions or expulsions, to identify and provide 
supports for students at risk of dropping out. This study in six Washington state districts 
examined whether two commonly used early warning indicators work equally well for English 
learner students. It found that: 
•  Students who had ever been English learners had four-year graduation rates that were 

9.5 percentage points lower and dropout rates that were 0.7 percentage point higher than 
those of students who had never been English learners. 

•  Certain subgroups of English learner students had considerably different graduation and 
dropout rates from those of other English learner students; relative to long-term proficient 
English learner students, newcomer English learner students’ four-year graduation rates were 
33.8 percentage points lower and their dropout rates were 5.8 percentage points higher. 

•  The early warning indicators used by the districts were unable to accurately identify many 
future dropouts across the six districts, especially among newcomer English learner students. 

At Education Northwest

• https://ies.ed.gov/ncee/edlabs/projects/pr
oject.asp?projectID=402

• https://ies.ed.gov/ncee/edlabs/projects/pr
oject.asp?projectID=337

41



REFERENCES

• Preciado, J., Chaparro, E. A., Smith, J. L. M., & Fien, F. (2013). K-3 
school-wide reading model to improve literacy outcomes for 
Latino English learners. Educational Research Journal, 28, 51-84.

• Fien, H., Smith, J. L. M., Baker, S. K., Chaparro, E. A., Baker, D. L., & 
Preciado, J. A. (2011). Including English learners in a multi-tiered 
approach to early reading instruction and intervention. 
Assessment for Effective Intervention, 36, 143-157. doi: 
10.1177/1534508410392207 42



THANK YOU!

• Twitter @ErinChaparro

• echaparr@uoregon.edu

• Educational and Community Supports, University of Oregon: 
https://ecs.uoregon.edu/

• https://blogs.uoregon.edu/systemscoaching/ EBISS Systems Coaching 
Blog

• www.ori.org/mselp Middle School English Learners Project
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