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Abstract
English language learners (ELLS) are the fastest-growing population in California
schools, with a high percentage of students not meeting the standard of the English
language arts performance on the California Standardized Test (CST). This project study
investigated the problem in a California school district where it was unknown whether
the intervention strategies provided to teachers gave them the curricular skills needed to
address the instructional needs of ELLs. The purpose of this quantitative study was to
determine whether teachers’ self-reported instructional preparedness to teach ELLs was
related to ELLs language arts performance. The study was grounded in Marzano’s model
of teaching effectiveness, which guided the anonymous survey given by the district to
assess teacher instructional needs for ELL and helped define the independent variables.
Archival data from the teacher survey and the CST were analyzed by using a simple
linear regression and factor analysis in response to the research questions, which explored
whether a relationship existed between self-reported teacher preparedness and the
standardized test scores of ELLs students. Findings indicated no relationships between
teacher preparedness to instruct ELLs and language arts performance on the CST. A
significant finding on the teacher self-reported survey was that English language arts is a
topic of concern to teachers and warrants additional training. To address this, a
professional development project was created and influenced by Marzano’s model of
teaching effectiveness to address the best instructional practices for ELLs. Better
preparation of teachers to instruct ELLs may promote positive social change by
increasing student performance in English language arts and providing better

opportunities for college and career that ultimately benefit the community.
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Section 1: The Problem
Introduction

In 2016, the California Department of Education (CDE) reported that of
approximately 607,000 English language learners (ELL taking the new statewide
California Assessment of Student Performance and Progress (CAASPP) assessment, 89%
failed to meet the expected standard of proficiency in language arts. In comparison, the
ELL population in Gabilan Hills (pseudonym) constitutes 34% of the student population,
and 87% of these students failed to meet the proficiency level. ELL is the fastest-growing
subgroup of K-12 students in the United States (Laura-Brady, Laura, & Wendler, 2013:
Gwynne, Ehrlich, & Pareja, 2012). Consequently, the CDE (2016) reported a 20%
dropout rate for this ELL subgroup. Despite attempts to prepare teachers to instruct
ELLs, language arts proficiency has not increased, resulting in failure to perform on high-
stakes standardized assessments. The high number of ELLs failing to meet the
proficiency level in language arts and the amount of time and money spent on
professional development (PD) to train teachers for instructional best practices for ELLs
is questionable and requires exploration.

The Local Problem

In Gabilan Hills, California (a pseudonym), teachers were given PD opportunities
to increase the effectiveness of language arts instruction for ELLs. The local problem that
| addressed in this study is that it is unclear whether the intervention has given teachers
the instructional skills needed to address the instructional needs of ELLs. In Gabilan

Hills, 54% of students in Grades 2—8 scored below proficiency on the language arts



portion of the California Standards Test (CST) as reported by the CDE (2013). These
data indicated that half of the 8th-grade students were significantly behind in the
language arts content area in elementary grades and entered high school functioning
below the appropriate grade level. This information poses questions from both district
and community stakeholders about whether the curriculum and instructional practices are
adequately preparing ELLSs on the state assessments, and whether sufficient scaffolding
exists to provide an understanding of the appropriate knowledge. ELL subgroup data
illustrate the academic instructional challenges for teachers and the need to be adequately
prepared for intervention programs and specific instructional strategies to deliver
individualized instruction that will prepare students for future success in educational
opportunities such as skillfully completing high school requirements.
Evidence of the Problem at the Local Level

The Gabilan Hills District mission statement indicates that its priority is to
prepare all students for future success, whereas the vision statement states that the school
district is an extraordinary learning community (HSD, 2014). The district has the
following four guiding principles for all district employees (HSD, 2014; LCAP, 2015):

1. Employees set standards that promote high-student achievers.

2. Employees are accountable and collaborative team members.

3. Technology and innovation for diverse learners.

4. Safe and positive learning environments.

Despite the district guiding principles for accountability for instructors of all

student subgroups, 59% to 87% of the ELL subgroup tested in Grades 2-8 failed to meet



the language arts proficient standard on the CST (CDE 2014). The local newspaper
(Freelance, 2015) reported that on the new CAASSP test administered by teachers in
2015, only one-third of the students in Gabilan Hills met the proficiency level in
language arts after rigorous implementation of PD intervention strategies targeted for
English learners specifically.

In Gabilan Hills, despite teacher training initiatives, 87% of the ELL population
scored below standard in English language arts (Freelance, 2015). It concerning to the
board of directors and administration that after PD was designated in the district budget
and teachers completed the required training, high numbers of ELLSs still had not
mastered language arts curricula that needed to be taught in all classrooms in Gabilan
Hills. Despite PD and teacher training on instructional requirements that are aligned to
the English language development (ELD) standards (CDE, 2016), instruction in the
classroom has not increased assessment performance for English learners. ELL data are
concerning and raise questions about teachers’ delivery of ELD instructional practices to
prepare, support, and monitor expected student growth (Torlakson, 2016).

Data reported by the CDE (Dataquest & LCAP, 2014) indicated that instructional
practices implemented in classrooms are not adequately preparing students to meet
criteria for reclassification to redesignated fluent English proficient (RFEP) status.
Longitudinally, the lack of reclassification results in high numbers of ELL becoming
long-term English learners (LTELS) in the Gabilan Hills school district. Furthermore,
state- and district-level accountability records for student achievement reported by the

California Longitudinal Pupil Achievement Data System (CALPADS) in 2015 indicated
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that a significant proportion of students had attended school in the district for their entire
education. In addition, a self-evaluated teacher survey to determine teacher preparedness
to instruct ELLs was conducted and served as a necessary component of the LCAP
(2015). The LCAP describes the district vision for students, yearly goals, and expected
actions to achieve the desired results. The LCAP in Gabilan Hills was developed by
stakeholders, including a parent committee of ELLs (Gabilan Hills, 2014). Because of the
collaborative plan outcomes, instructional training for teachers and administrators
happened with the intent to increase the academic achievement and success of English
learner students.

Data from CDE (2016) also indicated that three in four students have attended
Gabilan Hill schools for all their schooling and are still without the skills necessary to
become proficient in English despite teacher training. This concern is further supported
by the lack of ELL academic progress in English proficiency which is evidenced by PD
sign-in logs specifically for ELD support, budget documentation for the purchase of ELL
PD materials and curriculum to be used in the classrooms, district monthly board meeting
agendas, and the LCAP plan, which explicitly indicates the need for improvement in
English proficiency (CDE, 2016; Gabilan Hills District, 2016; Freelance Newspaper,
2016).

The CDE (2015) and Harris (2013) indicated a gap exists in practice in addressing
academic achievement crisis for at-risk subgroups including ELL across the schools in
the state of California. In California, despite state and federal requirements that all ELLs

be proficient in language arts, there remain serious concerns with academic failure.



Current and historical data on English learner language arts proficiency in California
supports the need to explore what relationships may exist among teacher preparedness to
deliver ELD instruction and language arts performance on CSTs (NCES, 2012).
Moreover, researchers have observed that students’ language arts competency has
significant implications for the rest of their education. The CDE (2013) reported that only
57% of California’s eighth-grade students taking the CST (2013 was the last year of CST
administration in California) in English language arts (ELA) scored “proficient” per the
No Child Left Behind Act (NCLB, 2001) criteria, meaning that the remaining 43% did
not achieve proficiency. Eighth grade is a critical transition point in the educational
process, and these data indicate that 43% of the students not performing at proficiency in
language arts will enter high school already behind academically.

The CDE (2016) reported that regardless of PD efforts in the district, more than
half of the students in Grades 3-11 taking the new Smarter Balanced Assessment
implemented with Every Student Succeeds Act of 2015, did not meet academic standards
in ELA. Furthermore, of 607,000 ELLs in California tested in Grades 3-11, 11% met
standards, resulting in 89% of the English learner subgroup failing to meet standards
(CDE, 2016). California currently has approximately 470,000 English learners enrolled in
Grades 6-12.

Evidence of the Problem From the Professional Literature

According to Laura-Brady et al. (2013), the ELL population is among the fastest

growing in the United States K-12 system, and Zamora (2014) concurred that academic

achievement of ELLs in public schools is timely due to this statistic. Mvududu and



Burgess (2012) indicated that classrooms composed of diverse English language skills
and academic abilities could pose challenges for teachers as they present such a wide
range of academic background. With regard to successful performance in school,
understanding the barriers and needs that ELLs encounter in education is an important
first step in the process of eliminating disparities and changing instructional practices
implemented by teachers in schools. Aligning with the Dimensions of Learning
instructional model by Marzano, Pickering, and McTighe (1993), the delivery of
instruction provided by teachers must be specifically designed, as WELL as both rigorous
and relevant to individual needs.

In 2011, the National Center for Educational Statistics (NCES) reported that by
2025, it is projected that one in four U.S. students will be from homes where a language
other than English is spoken (Bravo, Mosqueda, Solis, & Stoddart, 2015). Shaw, Lyon,
Stoddard, Mosqueda, and Menon (2014) believed that two critical challenges face
education today: (a) improving instructional practices and performance for students who
are learning a second language and (b) preparing teachers who deliver instruction in
classrooms. Shaw, et al.(2014) indicated a need to improve the preparation of teachers to
instruct ELL, because few novice teachers feel prepared to teach be consistent students. It
IS necessary to correct the existing situation in which thousands of new teachers graduate
each year and are unprepared to teach this significant and vulnerable population. Benken,
Butt, and Zwiep (2013) concluded that more studies to examine the ability of college
faculty members to implement learning to teacher candidates specifically related to ELL

at the university level through PD are missing. In addition, they discussed how a



partnership between K-12 educators and institutions of higher education can support
future teachers during coursework preparation in second language acquisition.

The placement of English learners in mainstream classrooms raises questions
about how prepared teachers are to instruct them (Coady, Jong, & Harper, 2013). Many
mainstream educators lack the basic foundational knowledge about English learner issues
necessary for strategic instructional practices to be effective in the classroom, despite the
fact that more than 80% are currently teaching ELL in their classrooms (Coady et al.,
2013). This is the beginning stage for many states in defining PD supports for
mainstream teachers who are currently instructing English learners (Lyon, Menon,
Mosqueda, Shaw, & Stoddard, 2014). Coady et al. (2013) concluded that given the high-
stakes 21st-century educational learning environment, the enhancement of mainstream
teachers is essential and no longer an option. Bravo et al. (2015) concurred that several
pressing issues place new educational demands on institutions of higher education with
teacher preparation programs to rethink their models in support of ELL instruction.

Wright (2012) indicated that limited gains had been made in the ELL subgroup
toward meeting academic proficiency as WELL as minimal progress toward closing the
academic achievement gap between other subgroups. Furthermore, an important factor
regarding ELL reclassification as English proficient in the state of California is based on
their performance on standardized tests. Zamora (2014) pointed out that LTELS
experience lower literacy levels and tend to quit school at higher rates than native English
learners. A significant number of ELLSs fail in school and are falling through the cracks

academically (Zamora, 2014).



Horsford and Sampson (2013) reported that with more than 5 million ELLs
enrolled in public schools, many districts serving this population of students are not using
resources to create comprehensive programs for education and interventions needed.
Even with efforts in academic program improvement and use of best practices for
instruction, performance in language arts has changed little within the ELL population. A
need exissts to bridge the academic achievement gap by focusing on instructional
practices and disparities among subgroup populations including ELLs (Torlakson, 2016).
In the next section, | justify the problem and purpose to provide a rationale for this
project study.

Rationale
Justification for Problem

Evidence of academic disparities for ELLs is alarming and warrants exploration.
Identifying whether ELL language arts performance relates to the instructional
preparedness of teachers to deliver the ELD standards through instructional practices
(mandated by the State of California) is an important piece of information required to
raise the level of competency in the language arts content. Statistical data could reveal
trends and patterns and provide educators with reliable information necessary to address
achievement disparities and instructional needs of ELL population and better prepare
teachers in Gabilan Hills. These relevant data are needed to assist and better prepare
teachers to instruct English learners in language arts, so they can perform to standard in

the classroom, in daily life, and on California assessments.



Torlakson (2015) indicated that low language arts performance for the ELL
subgroup has existed for years continued to influence the community. In addition, a sense
of urgency exists in California for educational reform to close the gap in language arts
performance of various subgroup populations including ELLs (Torlakson, 2015).
Analyzing ELL data may help determine whether a relationship exists between ELL
student language arts performance on mandated assessments and the instructional
preparedness of teachers in the district. Data reported by the CDE (2013) may provide
necessary information to support the creation of a strategically designed reform plan to
assist with the instructional preparedness of teachers and administrators in ELD
instruction; therefore, the purpose of this project study is justified. Pertinent data could
inform next steps for district leaders toward school improvement related to the delivery
of language arts instruction by qualified teachers to English learner subgroups.

Purpose

The purpose of this quantitative study was to determine whether teachers’ self-
reported instructional preparedness to teach English learners is related to ELL language
arts performance on the CST. Investigating the correlation among one cohort (N = 100)
of second- to eighth-grade ELLs on language arts standardized test scores, and a teacher
preparedness measurem, could provide valuable insight and knowledge for reform in
pedagogical practices in Gabilan Hills district. Findings from this study may lead to
instructional reforms addressing specific trends and patterns that contribute to the past

and current deficiencies for ELLs and gaps in instructional practices by educators.
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Definition of Terms

Dimensions of learning model: An instructional model based on the notion that
five essential types of thinking are critical to the learning process. The five types of
thinking are (a) positive attitudes and perceptions related to learning, (b) process of
thinking involved with new learning (acquiring and integrating), (c) extended and
refining knowledge, (d) using knowledge in a meaningful way, and (e) productive mind
habits (Marzano et al., 1993).

English Language Learners (ELLs): Students who have reported a spoken
language besides English on the district Home Language Survey and have been identified
by CELDT assessment results to be deficient in the English language acquisition skills of
listening comprehension, reading, writing, and speaking that are necessary for regular
instructional programs in California schools (CDE, 2016).

Grade-level clusters: A term used to identify groups of teachers from three grade
level ranges consisting of K-3, Grades 4-6, and Grades 7-8 who took a self-reported
teacher preparedness survey (archived) that will be used in statistical analysis to
determine any possible relationships for ELL performance on CST and teacher
preparedness to instruct English Learners in Grades 2-8. K-3 are classified as the
elementary school primary grade students, whereas Grades 4-6 are the upper grade, and
Grades 7-8 are the middle school students. Teachers who teach within the identified
clusters are grouped as either primary (K-3) or upper grade (4-6) in elementary school

and in the middle school Grades 7-8.
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Long-term English learner (LTEL): ELLs who are not successful in school and
struggle with functioning below grade level in reading, writing, and math. LTELS have
not received first language support through bilingual education and have not been
reclassified as fluent English proficient (Freeman &Freeman, 2009).

Redesignated fluent English proficient (RFEP): Students who were once
classified as limited English proficient and received services in English as a second
language that transitioned to mainstream classes and have the academic skills necessary
to perform proficiently in English (CDE, 2016).

Subgroups: Distinct groups within the core, or a subdivision of a group who share
similar characteristics such as gender identification, race socioeconomic status, students
with disabilities, and language (The Glossary of Education Reform, 2015).

Teacher preparedness: Having command of essential standards, knowledge, and skills

that are necessary to provide effective instruction to ELLs who are placed in their

classroom to learn English and other content matter (Samson & Collins, 2012).
Significance of the Study

There is a need in Gabilan Hills to determine whether relationships exist among
ELL language arts performance on CST and the district’s initiatives to increase teacher
preparedness for instructing ELLs. The district purchased and implemented a program
called English 3D for ELLs. This program is a powerful curriculum designed to support
struggling students accelerate in English language performance and to develop the
academic skillset necessary for college and career (KinsELLa, 2012). The program builds

students’ competence and confidence through consistent instructional routines for
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academic vocabulary, discussion, writing, and more. Recent ELL training initiatives in
Gabilan include personal group training by Dr. Kate KinsELLa on vocabulary
development (KinsELLa, 2012), ELD workshops for administrators to promote best
practices for instruction in the classrooms, collaboration at school sites with
administration and staff members on strategies that work for English learners, thinking
maps training for all K-8 teachers, and Pathways to Proficiency training provided to all
teachers in the district.

PD has occurred during the past 5 years in the content areas of ELA/ELD, yet
little change is evident in ELL performance on language arts state assessments (HESD,
2014). As of 2016, limited resources and tracking systems are available for identifying at-
risk ELLs, a situation that is further compounded by insufficient instructional practices
including interventions necessary to reach at-risk subgroups (CDR, 2014; CDE, 2016).
Findings from analyzing standardized test data compared to a teacher survey on
instructional preparedness may lead to a PD plan to address the delivery of instruction for
ELL. The learning and teaching effectiveness model designed with strategies researched
by Marzano (1998) may be a critical component of understanding this phenomenon. It is
important to note that the timeframe, 2013-2014, in which data were being analyzed is
consistent with the assessment tool known as Standardized Testing and Reporting
Program (STAR-CST) that California administered to measure student academic growth
in language arts and mathematics, though recently changed to the Smarter Balanced
Assessment (CAASPP). As Torlakson (2015) stated, the CAASPP will serve as a

baseline from which to measure future progress and should not be compared with results
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from past assessments. Therefore, the basis for this specific timeline was to use a
consistent assessment to compare one cohort of students (in Grades 2-8 during 2013) in
language arts performance by subgroup membership of English learner. Also noteworthy
is the federal implementation of the NCLB Act of 2001, which indicated specific
academic and graduation goals for all students in this cohort by the year 2014. NCLB
ended in December 2014 and was replaced with the Every Student Succeeds Act, which
has a new set of guidelines. For this study, | used the STAR results from data and NCLB
regulations because they were relevant during the timeframe.

Zamora (2014) recommended future researchers to explore effective ELD
methods that support English language performance during the elementary years. Many
ELLs spend years in ELD classrooms and remain LTEL without being designated as
RFEP. Gonzalez (2010) and Pong (2012) indicated and concurred that longitudinal
studies could yield much-needed insights into correlations that unfold in a period of
years. More studies are needed on intervention programs that might track students’
grades, academic performance on assessments, and instructional practices for engaging
ELLs (Bowers & Sprott, 2012; Dockery, 2012).

This project study is important because it may not only positively influence the
policymakers and educators who are invested, but it is especially meaningful to the at-
risk ELLs who deserve a quality instruction designed to meet individual learning styles.
With increased accountability of academic performance and motivation to succeed in

school, the outcome could contribute to a productive societal change that affects all
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aspects of the community including families, school districts, higher education
institutions, businesses, and law enforcement agencies.

Research Questions and Hypotheses

| focused on one specific overarching question investigated whether any
relationship may exist between teacher preparedness to instruct ELL and student
performance on language arts CST tests in Grades 2-8 in Gabilan Hills, California. For
statistical analysis, the self-evaluated survey results of teachers will address the needs of
ELL learners better by grade level clusters of Grades K-3 (primary), Grade 5-6 (upper
grade) and Grades 7-8 (middle school). Two research questions guided this study:

Research Question 1: Does the level of teacher preparedness to instruct English
language learners on the self-reported survey change within Grades 2-8?

Ho1: Teacher preparedness on the self-reported survey for English language
learners will not change within the Grades 2-8.

Ha1: Teacher preparedness levels as indicated on the self-reported
survey for English language learner instruction will change within the Grades 2-8.

Research Question 2: Is there a relationship between self-reported teacher
preparedness and English language learner outcomes on the CST?

Ho2: There is no relationship between teacher preparedness and English language
learner outcomes on the CST.

Ha2: There is a relationship between teacher preparedness and English language

learner outcomes on the CST.
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Review of Literature
Introduction

In this section, | review the relevant literature to provide context for the study. |
collected the literature from resources at the Walden University Library with support
from the librarian services, the CDE (cde.gov and Dataquest), the California Dropout
Research Project, and electronic databases for education and multidisciplinary such as
ERIC, Academic Research Complete, and ProQuest Central. | used key terms such as
academic achievement, language arts, instructional practices/pedagogy, English
language development, transitioning, student engagement and motivation, subgroup
performance, intervention, English learner, and teacher preparedness to search primary
and secondary sources. A careful review of the literature revealed relevant studies
indicating the underperformance of the ELL subgroup phenomenon is prevalent, and that
it is widely considered damaging to individuals and society. Further research on teacher
preparedness can yield insights into how to design effective interventions targeted to the
instructional practices implemented in the classrooms of ELL.

Three key themes were evident in the current reviewed literature. The first topic is
teacher preparedness to provide effective instruction to ELL in the language arts content
area. This theme focuses on ELA as researchers have found that academic proficiency
paves the pathway for future success in school for ELL. A second theme is decades of
school reforms related to the instructional practices supporting ELLSs in the classroom.
The third theme involves the circumstances around best instructional practices for

supporting ELL learning process. Teacher preparation to meet diverse needs of student
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subgroups has challenged institutions across the United States for many years and has
continued to be a factor for the success of ELLs in schools (Harris, 2014; Maclver, 2011).
In the first subsection of the literature review, | discuss, in greater detail, the theoretical
framework and themes from the literature that | have set forth previously.

Theoretical Framework

This project study was grounded in Robert Marzano’s model of teaching
effectiveness (1998) that provides educators (administrators included) with tools and
strategies to help them become more efficient in the delivery of instruction to students in
the classroom. Marzano (2014) believed that teachers would be more effective if they set
goals and check for understanding of learning often and consistently. Improved learning
outcomes require that teachers maintain high expectations for all students, provide
relevant feedback, continuously monitor performance progress, help students interact
with new knowledge through cooperative learning, and reteach concepts when necessary
(Marzano,1998).

One important domain in Marzano’s model of teaching effectiveness (1998) is
classroom strategies and behavior. Marzano examined high-yield strategies proven
effective in language arts instruction specifically for ELLs that will provide educators
with tools to be prepared to instruct ELLSs in the classroom adequately. The strategies
include identifying similarities and differences, cooperative learning, nonlinguistic
representations, graphic organizers, questioning techniques, homework and practice, and
reinforcement of effort/provide recognition. Marzano (2014) believed that teachers

should select areas of improvement throughout the year, observe other teachers, and have
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a dialogue with administrators about how they can become more successful in effective
teaching by use of strategies that work for all students.

Marzano’s model of teaching effectiveness framed my project study by providing
a research-based foundation that guided the constructs into which the data were organized
and examined. The selected framework aligns with the problem and purpose of this
project study and applies to various domains that all focus on the ELL student
achievement and success, the desired outcomes. In addition, current research along with
results from data analysis might provide teachers and administrators with information
about their preparedness when providing language arts instruction to ELLs in Grades K-
8. I will synthesize current literature relevant to teacher preparation and English learner
performance in the following section.
Current Literature on Teacher Preparedness

Instructional practice. The changing demographics in schools require a critical
shift in instructional practices including how the traditional role of an ESL teacher is
viewed (Marzano, 2014; Mohammad, 2015). Samson and Collins (2012) indicated that
relatively little attention had been paid to the skills that general education teachers should
possess (essential standards, knowledge, and skills) to adequately provide effective
instruction to ELL in their classrooms. Nordmeyer (2012) concurred with the need to
prepare teachers for the changing ELL population and declared that a growing student
population requires a new way of viewing educational practices and delivering of

instructional strategies to students.
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Student writing support and skill development. Baker (2014) expressed that it
is necessary for educators to consider the important role that writing has on the
development of disciplinary content and language acquisition skills of ELLs and noted
that writing is not a skill in which students in the United States excel. Salerno and
Lovette (2012) indicated that mainstream teachers are not prepared to teach ELLs and
even less prepared to teach writing because of a lack of requirements for teacher
preparation programs to complete ELL-related coursework at institutions of higher
education. Nordemeyer (2012) elaborated that ESL teacher preparedness to deliver
instruction is essential in helping English learners with dual challenges in mastering
content material and gaining English language proficiency but cannot do the job alone.
Educators must be wELL-trained to provide both instruction and additional interventions
for at-risk students and subgroups, specifically those who are learning a second language
(Marzano, 2015).

Teacher accountability. Accountability systems for teacher preparation should
be in place to monitor effective instruction and progress of student learning gains
(DuFour, 2014; Marzano, 2014). Samson and Collins (2012) studied professional
standards for teacher education programs, teacher certification assessments, and protocols
for observation and evaluation of teachers in five states having high populations of ELLSs.
The authors identified various gaps in practices and concluded that explicit guidelines on
academic language, spoken (and written) language, and cultural needs are priorities in the
following categories: teacher preparation programs, teacher observation and performance

evaluation rubrics, state certification exams, and training. Samson and Collins (2012)
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concurred that teacher education programs and performance assessments for certification
must be aligned with ELL learning standards.

Teacher collaboration. Professional learning communities and PD within the
school setting are critical for collaboration of high-yield strategies for ELLs (DuFour,
2014; Marzano, 2012). It is essential that teachers are skillfully and proficiently trained in
a variety of instructional approaches for different learning styles of student subgroups
including ELLs who have been identified (Mvududu & Burgess, 2012). Furthermore, an
educator’s role is to collaborate with teams and differentiate between academic and
conversational language in preparation for the delivery of instruction in all content areas
and all grade levels (Samson & Collins 2012). There is a sense of urgency that educators
become proficient in instructing ELLs in various grade levels and possess the skills
necessary to adhere to the English Development Standards Implementation Plan that is
required by law (Petrick, 2015).

ELD standards are intended to guide and prepare teachers with the critical
knowledge, skills, and abilities that ELLs need to engage in learning grade-appropriate
content, and they are a tool for educators to ensure preparation and delivery of instruction
are specialized and meets the needs of individual students (Marzano, 2014). Teachers’
understanding of research-based instructional strategies and providing intervention
programs at early signs of at-risk indicators is critical for students who need additional
support with individualized opportunities to experience success in school (Dockery,

2012; Marzano, 2014).
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Teacher preparation. Schoeneberger (2012) noted that kindergarten through
eighth grades are critical times for developmental changes in students’ life, and the
classroom instruction used by educators has more potential to affect long-term personal
and academic growth during these years, thus emphasizing the need for adequate
preparation of teachers. Reyes, Brackett, Rivers, White, and Savory (2012) discovered
that the emotional connections that teachers foster with students at various grade levels
and developmental stages are likely to affect success in school specifically when their
needs are met in the areas of relatedness, autonomy, and competence. Along with
instructional practices, building positive and nurturing relationships between teachers and
students is an important issue for school improvement reforms today (Marzano, 2014).
Findings from the study imply teacher training is required and future studies are
necessary to examine relationships between academic achievement, student-teacher
relationships, student engagement, and teacher proficiency in the classroom.

Transition points along the educational journey may lack strategic instructional
methods that ensure students are prepared to advance through the various socio-
emotional and academic stages of elementary, middle and high school meeting the
rigorous expectations and demands (Andrews & Bishop, 2012; Featherston 111, 2010).
Casillas (2012) revealed that future research should include exploration of the relative
predictive effects of psychosocial factors at different levels so that educators better
understand the developmental differences related to academic risk, persistence, and

educational achievement to individualize instruction.
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Teachers are becoming increasingly responsible for preparing themselves to
undertake the complex and linguistically diverse needs of ELL and for reforming
instructional practices in the classroom to raise student achievement and literacy
(Marzano, 2014; Mohammad, 2011; Nordemeyer, 2012). Additionally, teachers must be
prepared to explain explicitly to both students and parents that all classes taken every
year must be passed to reach graduation requirement criteria in four years (Magini,

2012). Horsford and Sampson (2013) pointed out that ELL assessment data indicated that
U.S. students are not receiving the instruction necessary to provide them with an
adequate education and many certified teachers are unprepared to teach writing in the
content area to ELL (Andrei, ELLerbe & Cherner, 2015).

Professional development. Calderon, Sanchez, and Slavin (2011) expressed that
future implications for all educational institutions include a shift to focus on schoolwide
interventions for ELL through a comprehensive PD plan that will require strategic
planning and funding. As student diversity increases in schools, the challenge for teachers
meeting the unique needs of ELL also increases. It is imperative that educational
institutions and educators at various levels continue developing the skills and knowledge
that is necessary to effectively teach students in all content areas including writing as they
learn a second language, ELL’ s (Andrei, ELLerbe & Cherner, 2015; Li, 2013). A
mindset from assessing the impact of PD based on satisfaction from the teacher must shift
to assessing the impact from evidence of improved student learning (DuFour, DuFour,

Eaker, Many & Mattos, 2016).
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Needed Reforms in Teaching ELL

Reform in curricular and instructional practices in classrooms is an approach that
can impact academic outcomes for English Learners. The need for educational reform
was discussed throughout the reviewed literature indicating the focus on fostering
growth, innovation, and transformation that is required to improve schools with better
outcomes for high-need students (Marzano, 2014). Previously, the NCLB Act was
designed to bridge the academic achievement gap in the ELL subgroup with
accountability, flexibility, and choice, however, resulted in a minimal change (Dee &
Jacob, 2010). Per Casillas (2012), NCLB legislation included systematic tracking for
standardized achievement tests but did not ensure proper identification or tracking of at-
risk students including English learners. Torlakson (2014) concurred there had been a
long established academic achievement gap among student groups marking considerable
challenges that remain a concern.

Successful program reform must include all teachers understanding how to
instructionally support the diverse ELL student populations in their classroom
(Nordemeyer, 2012). The United States Department of Education (2015) and California
State Superintendent Torlakson (2016) indicated a new reform is needed to redress the
long-established achievement and literacy gaps among subgroups and instructional
practices utilized in schools because academic performance influences future success and

decisions to continue with higher education.
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Literacy Reform

Literacy concern. Literacy is a concern that educators and policymakers still
need to address for social change to occur in the United States. Torlakson (2014)
indicated a gap in the performance of subgroup populations and noted the sense of
urgency for reform in educational practices across school districts to address student
literacy needs. By providing innovative approaches to strategic interventions for
struggling students and PD for teachers is a next step to increase English proficiency and
literacy for ELL (Calderon, Sanchez, & Slavin, 2011). Torlakson (2014), as WELL as
Steen and Nigeria (2015), pointed out the dire need for a bold and strategic educational
reform focusing on literacy, language arts enrichment programs, parent workshops, and
school health services that assist in motivating students to attend and stay in school.
Schoenberger (2012) concurred that at-risk students must be identified early to avoid
disengagement in school before it is too late, and indicated this effort of literacy reform
would involve the collaboration of stakeholders among all levels within the school
systems.

ELLs not only face social, cultural and personal challenges; they struggle with
learning academic content in English (Nordemeyer, 2012; Marzano, 2014). As
Muhammad (2013) indicated, a shift in school culture relating to the delivery of
instructional practices and strategies is needed by teachers at all grade levels and must be
deliberate and intentional to attain different academic achievement results within
subgroups. Calderon, Sanchez, and Slaven (2011) contended that quality instruction in

the classroom matters most in educating ELL and concluded that schools must address
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language and literacy deficiencies more effectively through strategic and deliberate
instructional practices.

Tracking systems. There is a need for educators to create individualized learning
plans and response to intervention programs that target and monitor specific at-risk
subgroups in early stages of academic instruction to ensure adequate progress and
academic growth (DuFour, 2014). Werblow, Urick, and Duesbery (2013) expressed that
academic subgroup tracking sets limits for quality instructional opportunities and
decreases self-perceptions of personal abilities which has an adverse impact on academic
achievement. Furthermore, they indicate that academic tracking such as pull-out
programs appears to cause disadvantages for subgroup populations of Hispanic, ELL, and
low socioeconomic backgrounds. The following section discusses additional literature on
best practices and meeting instructional needs of ELLSs.

Best Instructional Practices for English Language Learners

The best instructional practices for English Learners can be described as any
technique or method that has been proven reliable through experiences and research, and
that can lead to desired results (Li, 2013). Acknowledging and understanding the
increasing achievement gap between ELL and English-only subgroups will enhance
teacher ability to instructionally serve ELL more appropriately and adequately prepare
them for future success in school (Zimmerman, 2014). Understanding ELLs’ needs and
the barriers they face regarding academic success is an important first step in eliminating
educational disparities (Laura-Brady et al., 2013). Turkan, BirknELL, and Craft (2014)

concurred that a big part of ELLs’ transitioning to English-only students appertains with
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learning to read confidently and proficiently for pleasure, and recommended that teacher's
instructional practices guide ELLs towards accountability for their language learning
processes.

Understanding risk factors. The National Center for Children in Poverty (2013)
indicated that young children are more susceptible to environmental risk factors including
poverty, abuse, malnutrition and maternal depression during the same timeframe that
literacy development occurs that is vital to later academic success. Understanding
educational disparities is a critical component in the preparation of teachers to instruct
disadvantaged learners (Payne, 2013). When considering instructional strategies to
implement in school, it is important to note that cognitive and language arts skills are
learned before children reach the age to attend school and lay the foundation to becoming
a good reader (National Dropout Prevention Center Network [NDPCN], 2015).

Reading challenges. ELL with poor reading skills cannot perform proficiently in
the English language and are more likely to fail classes or repeat a grade that may
potentially lead to failure in school (Marzano, 2013; Turkan, BirknELL & Craft, 2012).
Students who are learning another language face various instructional challenges because
they do not have access to appropriate ELD instruction or cognitively misdiagnosed and
often placed in restrictive special education classes (Zimmerman, 2014). Furthermore, to
become good readers, ELL require frequent fluency and decoding practices incorporated
into the daily instructional methods used in the classroom (Marzano and Smith, 2013;

Sanchez, Slavin, 2011).
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Vaughn (2016) expressed that strategies and systematic and explicit instructional
routines are beneficial to ELL who are struggling with reading. Some examples include
modeling, repetitive language, rapid pacing, and time to practice and discuss reading
content. Furthermore, teachers should instruct ELL how to connect with text when
learning to read, and construct the meaning of words through active strategic engagement
that includes having them react to text through speaking and writing, and allow the use of
native languages in the classroom (Turkan, BirkELL & Craft, 2014; Marzano 2014).
Being proficient enough to understand and practice academic content in English language
and perform on assessments could be the biggest difficulty that ELL encounter in school
(Nordemeyer, 2012). ELL tend to function better in social English because they can
develop these skills within a one-year period (Nordemeyer, 2012). But the cognitive
language necessary for interacting academically with other students and teachers,
comprehending textbooks and understanding teacher instruction, participating in daily
classroom experiences and performing wELL on high-stakes examinations takes 5-7
years to develop (Marzano, 2014; Nordmeyer, 2012).

Four domains of literacy. Magini (2012) added that English learners are required
to build their English language skills in the four domains of listening, speaking, reading
and writing, through instructional strategies performed in the classroom. Becoming fluent
in the noted domains requires an intentional and deliberate delivery of instructional
strategies for ELL accompanied with accountability of teachers and documented evidence
of measurable learning gains (Marzano, 2014). Students who are not proficient in these

areas regardless of being Reclassified Fluent English Proficient (FEP) or classified as
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Limited English Proficient (LEP) will be academically challenged and continue to
struggle with reading as WELL as with academic coursework in ELA and other content
subjects. Additionally, ELLs are expected to master all domains to ensure success in their
general education classes. However, because ELLs are taken out of core classes to
receive ELD instruction, they do not get enough credit for graduation requirements while
attending ESL classes, ultimately creating another problem with Long-Term English
Language Learners (LTELL) and increasing the likelihood of school failure (Hadre,
2012; Wallis, 2007).

Academic vocabulary. Students need both verbal and engagement opportunities
to practice vocabulary/language introduced in a lesson through interactions with small
guided groups as WELL as whole-class work and discussions (Kagan, 2015). Roessingh
and Douglas (2013) previously reviewed the importance of teaching students
sophisticated vocabulary through activities including academic conversations and shared
reading to raise Lexile reading levels for English learners. Roessingh (2014) recognized
the crucial role that vocabulary development and knowledge play in the longitudinal
academic outcomes of ELL and expressed that literacy development depends on a
healthy, robust vocabulary as a solid foundation for learning English as a second
language.

Scaffolding strategies. Marzano (2014) expressed that when teachers use
scaffolding strategies, reinforcing efforts and provide recognition throughout daily
instruction in the classroom, ELL can be more successful in learning both the English

language and content matter. The seven instructional methods for teachers to use to
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provide this encouragement include praise efforts to speak in English, high expectations,
the value of languages and cultures a