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-
tional, professional developm

ent, and com
m

u-
nity engagem

ent practices identified by school 
staff w

ere shared am
ong the selected schools? 

The rem
ainder of this report describes how

 w
e 

answ
ered these research questions, presents the 

four case studies, synthesizes them
es from

 the four 
case studies, and provides conclusions and recom

-
m

endations for district and school policy-m
akers 

and practitioners.  

The purpose of this report is to inform
 the district 

and other schools not only about w
hich schools 

w
ere m

ost successful during the study period, but 
also to share detailed inform

ation that m
ay be dis-

sem
inated w

idely so that staff in other schools m
ay 

consider the lessons and practices for adaptation in 
their ow

n schools.  

B
   M

ethods
3 

To answ
er these research questions, quantitative 

and qualitative m
ethods w

ere used.  The unit of 
analysis for this report is the school.  This study uses 
the sam

e four study years (SY
2006-SY

2009) and 
the longitudinal student-level data set constructed 
for Im

p
ro

vin
g

 Ed
u

catio
n

al O
u

tco
m

es fo
r En

g
-

lish
 Lan

g
u

ag
e Learn

ers in
 th

e B
o

sto
n

 Pu
b

lic 
Sch

o
o

ls, the com
panion report, to answ

er the first 
question, using m

ultiple linear regression to control 
for differences in student population across schools.  

To answ
er the second question, w

e chose a case 
study approach to develop deep, descriptive por-
traits of the practices in those schools that are likely 
to contribute to that success.  C

ase studies w
ere 

chosen because every school has different setting, 
history, context, student population, and com

m
u-

nity that contribute to its story of success w
ith ELL 

students.  

Finally, w
e analyzed the data across the individual 

case studies in order to identify com
m

on practices 
in these successful schools.  The data w

ere analyzed 
in relation to the literature-based ELL practices 
fram

ew
ork, w

hile allow
ing for new

 insights and 
practices not found in the fram

ew
ork to em

erge.  
W

e also analyzed the data across the four case 
studies, again in relation to the ELL practices fram

e-
w

ork, to strengthen or expand upon the research 
of others.  

Theoretical Fram
ew

ork

A
 theoretical fram

ew
ork for the study w

as inform
ed 

by a review
 of the literature on effective schools 

and on ELL best practices.  The literature review
 

focused on studies that described aspects of ef-
fective schools w

ith a dem
onstrated correlation or 

causative link to ELL student outcom
es.  The best 

ELL practices identified in the fram
ew

ork guided the 
school-site data collection and data analysis (A

p-
pendix 2).  The fram

ew
ork is organized into seven 

dom
ains of effective school reform

:  (1) m
ission and 

vision; (2) school organization and decision-m
aking; 

(3) instruction and curriculum
; (4) assessm

ent; (5) 
culture and clim

ate; (6) professional developm
ent; 

and (7) com
m

unity engagem
ent.  W

e expected that 
som

e of the practices and strategies identified in the 
case study schools w

ould m
irror those found in the 

literature to be correlated w
ith attributes of effec-

tive schools for ELL students and also w
ith strong 

ELL outcom
es.  In addition, w

e expected that other 
practices w

ould not be represented in the literature 
and w

ould provide findings for further investigation.  

Identification and Selection of  
High Perform

ing and Im
proving Schools for 

ELL Students at Interm
ediate to Advanced 

Levels of English Proficiency

To identify schools for the case studies, the research 
team

 used m
ultiple linear regression to exam

ine stu-
dent perform

ance w
hile controlling for differences 

in student populations across schools, replicating 
the m

ethod of a 2005 M
cREL study, “H

igh N
eeds 

Schools – W
hat D

oes it Take to Beat the O
dds?” 

(M
cREL, 2005).  In the current study, w

e used 
student-level data to identify tw

o different types of 
schools for their practices w

ith ELL students using 
student-level data provided by BPS

4  – those that 
w

ere perform
ing substantially higher and those that 

w
ere show

ing steady im
provem

ent in outcom
es 

w
hen com

pared w
ith other schools w

ith sim
ilar pro-

portions of students from
 low

-incom
e households 

and w
ith lim

ited English proficiency.  These analyses 
w

ere conducted separately for schools serving 
elem

entary and secondary grades.

In order to com
pare sim

ilar schools w
hen ex-

am
ining outstanding outcom

es, w
e chose three 

school-level dem
ographic variables to control for a 

school’s student body com
position:  (1) percentage 

low
-incom

e, (2) percentage LEP, and (3) percentage 
LEPs in first year in the U

.S.  To predict perfor-
m

ance, w
e selected three outcom

e variables for ELL 

This study is part of a collaborative project entitled 
Id

en
tifyin

g
 Su

ccess in
 Sch

o
o

ls an
d

 Pro
g

ram
s 

fo
r En

g
lish

 Lan
g

u
ag

e Learn
ers in

 B
o

sto
n

 Pu
b

lic 
Sch

o
o

ls.  The com
panion to this report, entitled 

Im
p

ro
vin

g
 Ed

u
catio

n
al O

u
tco

m
es o

f En
g

lish
 

Lan
g

u
ag

e Learn
ers in

 Sch
o

o
ls an

d
 Pro

g
ram

s in
 

B
o

sto
n

 Pu
b

lic Sch
o

o
ls, provides a com

prehensive 
analysis of student-, program

-, and school-level 
data from

 SY
2006 to SY

2009 to describe the trends 
in enrollm

ent and educational outcom
es for Bos-

ton’s ELL students in those years.  

This study follow
s up and extends the research 

published in 2009, w
hich analyzed the enrollm

ent 
and perform

ance of BPS ELL students from
 SY

2003 
to SY

2006 (Tung et al., 2009) and found (1) a 
decline in the identification of students as LEP and 
in their ELL program

 participation; (2) an increase 
in LEP student enrollm

ent in special education 
program

s; (3) substantial increases in dropout rates; 
and (4) large gaps in M

C
A

S pass rates betw
een LEP 

students and English proficient students.  In the 
present study, the sam

e enrollm
ent and educational 

outcom
e indicators are exam

ined, but new
 analyses 

are also presented.  

A
   Contextual Inform

ation

Since SY
1998, w

hile the K
-12 enrollm

ent figures 
have rem

ained relatively steady, the ELL population 
in the U

S has grow
n m

ore than 50%
. 1  A

 m
ajority 

of ELL students are Spanish speakers, of low
-incom

e 
backgrounds, and enrolled in schools that provide 
few

 and inconsistent language learning services 
(G

oldenberg, 2008).  

In several states, including M
assachusetts, the policy 

context for English language learners involved a 
shift to “English O

nly” instruction.  M
assachusetts 

voters in N
ovem

ber 2002 passed Referendum
 

Q
uestion 2 (now

 C
hapter 386 of the A

cts of 2002), 
w

hich replaced Transitional Bilingual Education 
(TBE) w

ith Sheltered English Im
m

ersion (SEI) as the 
predom

inant approach to educating ELL students 
in the state.  The practical interpretation of this 
change to a native language restrictive policy by 
districts m

eant that instruction in students’ first lan-
guage (L1) disappeared virtually overnight in K

-12 
public schools that w

ere teaching ELL students w
ith 

bilingual education.  

D
uring the sam

e year that SEI becam
e the dom

i-
nant m

ode of instruction, the M
assachusetts C

om
-

prehensive A
ssessm

ent System
 tests becam

e used 
for school, district, and state accountability under 
the N

o C
hild Left Behind A

ct of 2001.  The M
C

A
S 

tests also becam
e high-stakes tests for high school 

graduation.  D
uring the three years after Q

ues-
tion 2 im

plem
entation and M

C
A

S as a high-stakes 
accountability test, LEP identification, program

 
participation, and outcom

es plum
m

eted (Tung et 
al., 2009).  

Since those sobering findings w
ere released, the 

Boston Public School district has undergone num
er-

ous program
m

atic and policy changes.  The district 
hired a new

 O
ffice of English Language Learners 

director as assistant superintendent in A
pril 2009.  

Follow
ing extensive data and docum

ent review
 by 

the U
.S. D

epartm
ent of Justice and the U

.S. D
epart-

m
ent of Education, the district agreed to rem

edy 
the deficiencies found in identifying, serving, and 
m

onitoring ELL students and in com
m

unicating 
about program

 options w
ith fam

ilies in a settlem
ent 

agreem
ent in O

ctober, 2010. 2 

A
gainst this backdrop, and w

ith the know
ledge 

that m
any teachers and adm

inistrators w
ithin the 

Boston Public Schools are expert practitioners w
ith 

ELL students and that m
any BPS ELL graduates 

succeed academ
ically and professionally, w

e en-
deavored to identify schools in w

hich ELL students 
w

ere consistently perform
ing better than predicted 

w
hile controlling for the school’s dem

ographics.  
W

e sought to study each one in enough depth 
to tell their stories of success, and to synthesize 
those findings into cross-cutting them

es that w
ould 

inform
 the district and beyond.  

The new
 analyses are found both in Im

p
ro

vin
g

 
Ed

u
catio

n
al O

u
tco

m
es o

f En
g

lish
 Lan

g
u

ag
e 

Learn
ers in

 Sch
o

o
ls an

d
 Pro

g
ram

s in
 B

o
sto

n
 

Pu
b

lic Sch
o

o
ls and in this study, w

hich uses  
m

ixed m
ethods to answ

er the follow
ing research 

questions:

interm
ediate to advanced English proficiency 

levels perform
ing at a consistently high level or 

show
ing steady im

provem
ent during SY

2006-
SY

2009? 

-
tural, instructional, professional developm

ent, 
and com

m
unity engagem

ent practices that the 
school staff attributed to their success w

ith ELL 
students during SY

2006-SY
2009?
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W
hile these analyses allow

 us to identify schools 
that w

ere consistently high perform
ing or steadily 

im
proving, other schools could also have been 

perform
ing w

ell or adequately.  W
e observed m

any 
schools that w

ere m
eeting expectations as show

n 
by the m

ultiple regression analyses.  In sum
m

ary, 
four BPS schools w

ere identified for further study 
using qualitative m

ethods, w
hich are described in 

the next section.

Case Studies

A
 case study design w

as selected to capture the 
uniqueness of each school in a rich, in-depth 
portrait.  C

ase studies seem
ed better suited for this 

task than other form
s of qualitative inquiry because 

w
e w

anted to conduct w
ithin-case analyses to 

identify and report them
es and practices em

erg-
ing w

ithin each specific school context first.  A
s a 

second step, w
e conducted a cross-case analysis 

to identify shared practices at the schools during 
the study period, SY

2006-SY
2009.  The case study 

m
ethod, how

ever, presented som
e hurdles:  data 

collection w
as conducted in the spring of 2011, 

after the end of the study period (SY
2006-SY

2009) 
and school leadership changed, resulting in loss of 
key archival data.  

The study period, SY
2006-SY

2009, w
as one of 

intense change in Boston Public Schools.  The 
district’s response to the passage of C

hapter 386 of 
the M

assachusetts Law
s of 2002, w

hich replaced 
Transitional Bilingual Education w

ith Sheltered 
English Im

m
ersion program

s as the preferred 
m

odality for the education of ELL students, w
as 

only tw
o years old.  A

t an adm
inistrative level, a 

new
 Superintendent w

as recruited in 2007 and a 
new

 A
ssistant Superintendent for English Language 

Learners w
as hired in 2009.  Follow

ing the study 
period, in 2009, changes initiated by the adm

inis-
tration w

ere capped by a civil rights investigation by 
the U

.S. D
epartm

ent of Justice, w
hich w

as settled in 
2010, w

hen the district agreed to redress violations 
of ELL students’ civil rights.  Sim

ultaneously, there 
w

ere also district changes in curriculum
 and profes-

sional developm
ent program

s.

In addition to the changes at the district level that 
occurred betw

een SY
2009 and the data collec-

tion for this study, changes at the school level also 
affected data collection.  O

ne m
ajor change at all 

four schools involved the departure of the Prin-
cipal w

ho headed the school before and during 
SY

2006-SY
2009.  Three Principals retired, and one 

m
oved to an adm

inistrative position at the district 
level betw

een the study period and the data col-
lection period.  In tw

o of the schools, the change 
in principals w

as accom
panied by teaching staff 

departures.  A
s a result of these changes, archival 

data on school practices during the study period 
w

as not alw
ays available.  

To m
itigate the effects of this lim

itation, one of the 
research team

’s first tasks w
as to recruit the form

er 
principals to participate in the study.  In addition, 
during site visits, w

e rem
inded study participants 

to focus on effective practices w
ith ELL students 

during the period betw
een SY

2006 and SY
2009.  

Specific strategies to ensure that the portraits w
ere 

accurate depictions of the schools during the study 
period included the follow

ing:

staff and form
er school staff w

ho w
ere at the 

school during the study period; interview
ees 

w
ere rem

inded to tell us about the school during 
the study period

used to corroborate rather than identify best ELL 
practices.  N

o observation data w
ere included in 

the case studies unless they w
ere triangulated by 

interview
s and/or docum

entation.  

period, rather than from
 the data collection pe-

riod.  The availability of this docum
entation w

as 
uneven, but the docum

entation that appears in 
the case studies w

as all from
 the study period.  

review
ed the case studies for accuracy, w

ith the 
directive to check for reflecting SY

2006-SY
2009 

activities and practices (LA
T facilitators and for-

m
er Principals).

D
ata C

o
llectio

n
.  Schools w

ere advised of their 
selection for the current study by the O

ffice of 
English Language Learners in Boston Public Schools.  
Prior to entering each school, a prelim

inary phone 
call and/or m

eeting w
as held w

ith each school 
principal and relevant staff to fam

iliarize them
 w

ith 
the background to their school’s identification, to 
discuss the selection of interview

ees, and to share 
scheduling and logistical needs for the site visits.  
Researchers also used this initial m

eeting to clarify 
that the period under study w

as SY
2006-SY

2009 
and that w

e needed to interview
 individuals w

ho 
could speak about changes that took place at the 
school leading to success in those years.

students:  prom
otion rates, M

C
A

S proficiency rates 
in English Language A

rts, and M
C

A
S proficiency 

rates in M
athem

atics.  Since w
e w

ere focused on 
the outcom

es of the ELL population, and a certain 
level of English proficiency is necessary for M

C
A

S 
proficiency, w

e exam
ined M

C
A

S data for students 
w

ho scored a 3 or 4 on the M
assachusetts English 

Proficiency A
ssessm

ent (M
EPA

), 5  m
eaning they 

w
ere approaching the highest English language 

developm
ent levels.  

The regression equation allow
ed us to create groups 

of schools sim
ilar in dem

ographic characteristics, 
but distinct in perform

ance.  W
e used the standard-

ized residuals, w
hich com

pare the observed perfor-
m

ance of the school (e.g., the actual percentage of 
students prom

oted to the next grade) to the predict-
ed perform

ance, calculated based on the equation 
generated from

 the regression m
odel, w

hich took 
into account student population characteristics.  
Tw

o schools w
ere selected for consistent high per-

form
ance in outcom

es in ELA
 and M

athem
atics con-

trolling for school dem
ographic variables related to 

household incom
e and English proficiency in each of 

the study years.  Because our analysis revealed only 
tw

o elem
entary schools perform

ing at high levels in 
m

ultiple areas (i.e., prom
otion, ELA

, M
athem

atics) 
for at least three years, w

e conducted additional 
analyses to identify schools that w

ere m
aking sub-

stantial gains in outcom
es over the four-year study 

period.  These new
 analyses yielded tw

o schools 
show

ing recent steady im
provem

ent in outcom
es.  

In other w
ords, each selected school’s standardized 

residuals, w
hich represent a m

easure of the differ-
ences betw

een the actual and the predicted values 
of the outcom

e variable, w
ere consistently greater 

than 0.75 standard deviations, an accepted cut 
point (C

rone &
 Teddlie, 1995), w

hile each im
proving 

school’s standardized residuals steadily increased, 
ending the study period w

ith standardized residuals 
greater than 0.75 standard deviations.  For exam

ple, 
in SY

2009, each case study school’s observed versus 
predicted proficiency rates on the M

C
A

S are show
n 

in the table below
.  These differences are also 

expressed in the standardized residuals so that the 
school’s outcom

es m
ay be m

easured against those 
of other BPS schools.  

Report 2  

Chapter 1 Tables 

 Table 1.1.  Regression Equation Results, Proficiency Rates of M
EPA 3 & 4 Students, SY2009 

ELA 
M

ath 
 

O
bserved 

Proficiency 
Rate 

Predicted 
Proficiency 

Rate 

Standardized 
R

esidual 

O
bserved 

Proficiency 
Rate 

Predicted 
Proficiency 

Rate 

Standardized 
R

esidual 

Josiah Q
uincy 

Elem
entary School  

40.9%
 

17.6%
 

1.88 
52.3%

 
24.2%

 
1.83 

Sarah G
reenw

ood  
K-8 School 

41.7%
 

11.5%
 

2.43 
50.0%

 
22.4%

 
1.80 

David Ellis 
Elem

entary School  
37.5%

 
8.6%

 
2.33 

43.8%
 

18.0%
 

1.68 

Excel High School 
29.0%

 
17.5%

 
0.93 

92.9%
 

34.8%
 

2.46 

    Table 1.2.  Case Study Schools 

 
G

rades Studied 
Predom

inant Native Language 
ELL Program

 Type 

Q
uincy School 

K-5 
Chinese dialects 

SEI – C
hinese 

Sarah G
reenw

ood  
K-5 

Spanish 
Tw

o-W
ay Bilingual (Spanish) 

Ellis ES 
K-5 

Spanish 
SEI – Spanish 

Excel HS 
9-12 

Vietnam
ese 

SEI – Vietnam
ese 

 !"#$%
&
'!(!)*#+,'-.#!/,001&

2!
!

 Table 1.2.  Sum
m

ary of Case Study Schools, SY2009 

 
G

rades 
Reason for Case 

Study 
ELL Program

 
Type 

M
ajor Hom

e 
Language 

%
 LEP 

%
 Low

 
Incom

e 

Josiah Q
uincy 

Elem
entary School  

K-5 
Consistently High 
Perform

ing 
SEI Language 
Specific 

C
hinese 

dialects 
46%

 
78%

 

Sarah G
reenw

ood 
K-8 School 

K-8 (K-5 in 
case study) 

Consistently High 
Perform

ing 
Tw

o-W
ay 

Bilingual 
Spanish 

43%
 

90%
 

David Ellis 
Elem

entary School  
K-5 

Steadily Im
proving 

SEI Language 
Specific 

Spanish 
29%

 
97%

 

Excel High School 
9-12 

Steadily Im
proving 

SEI Language 
Specific 

Vietnam
ese 

23%
 

70%
 

!3,&
&
#4'!5-6'7!0-87'!4%

'!01'+7!91:;#!<=<>!:,'!-'!5%
,;6!:#!4-+#!-?!'7#2!6%

!;-4#!,$=!

97-@
!-@

!'7#!@
10#!1@

!91:;#!A=<!-4!B,;;!"#$%
&
'!

C!D
;#1@

#!,@
#!'7-@

!%
4#=

!
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Syn
th

esis R
ep

o
rt.  O

nce w
e coded each case study 

inductively, w
e proceeded to conduct com

pari-
sons across cases using tw

o strategies.  First, w
e 

analyzed findings deductively to com
pare them

 
to the ELL practices fram

ew
ork developed in the 

beginning of the study.  The codes and find-
ings from

 each case study w
ere review

ed using 
the expectation that som

e or all of the ELL best 
practices in the fram

ew
ork w

ould have been found 
in the case study schools, since these w

ere high 
perform

ing or steadily im
proving schools for ELL 

students.  D
ata from

 each school w
ere m

apped 
onto the ELL practices fram

ew
ork to identify w

hich 
of the four schools exhibited each indicator, and to 
w

hat extent.  W
e created charts of shared practices 

am
ong the schools, using the fram

ew
ork to identify 

practices for w
hich there is strong em

pirical support 
in the literature, w

hile allow
ing space for em

erging 
practices that w

ere not in the fram
ew

ork.  Second, 
w

e also identified practices and strategies that w
ere 

not found in the research-based fram
ew

ork, and 
reported them

 as em
erging them

es.  This induc-
tive strategy allow

ed us to show
case practices 

recurrent across schools during the study period 
that m

ay have accounted for the school’s success 
as w

ell.  Both the indicators from
 the theoretical 

fram
ew

ork found in the four case study schools and 
practices and strategies that w

ere identified in the 
four schools but not found in the fram

ew
ork are 

included and analyzed as cross-cutting them
es for 

the report.  

Lim
itations of M

ethods

O
ne lim

itation to the m
ethods for this study w

as 
the restriction to LEP students w

ith M
EPA

 Levels 3 
and 4 in the m

ultiple regression w
ith M

C
A

S profi-
ciency as the outcom

e.  This choice w
as necessary 

given the M
C

A
S outcom

es m
easure used – students 

at the low
er M

EPA
 levels by definition are not 

English proficient, and others’ analyses show
 that 

students at the low
er M

EPA
 levels are very unlikely 

to be proficient on an M
C

A
S exam

.  Prom
otion rate 

for all LEP students at a school w
as included as a 

dependent variable; how
ever, the schools identified 

for high prom
otion rates did not overlap w

ith those 
identified for their high or im

proving M
C

A
S profi-

ciency rates.  Therefore, the findings do not refer 
to all LEP students.  D

espite this lim
itation in case 

study selection, data collection w
as conducted for 

the w
hole school, including the practices and strat-

egies used w
ith LEP students at beginning and early 

interm
ediate English proficiency levels (M

EPA
 Levels 

1 and 2).  In other w
ords, the stories of success and 

cross-cutting them
es should be view

ed in light of 
the w

ay these schools w
ere identified – through the 

outcom
es of their interm

ediate to advanced English 
proficiency students.  

The study period for the com
panion report and 

for the data used to identify the case studies w
as 

SY
2006-SY

2009.  H
ow

ever, the schools w
ere identi-

fied and studied in SY
2011.  A

ll schools change 
from

 year to year in their student populations, 
teaching staff, district policies, and leadership.  In 
the case of all four case study schools, the school 
leader (Principal or H

eadm
aster) during the study 

period had left the helm
 of the school betw

een 
the end of SY

2009 and SY
2011.  Three of the four 

schools had tw
o changes in leadership during the 

tw
o years betw

een the end of the study period and 
this study’s data collection.  A

s a result of these 
leadership and other staffing and policy changes, 
a lim

itation to this study is the delay betw
een the 

data for the study period and the data collected 
from

 each school.  W
hile it is not possible to con-

duct retrospective case studies, in the interview
s w

e 
asked specifically about events and activities during 
the study period.  W

e also collected artifacts from
 

the study period.  In those interview
s, w

e found 
that som

e of the practices that w
ere in place during 

the study period w
ere no longer present due to 

a com
bination of school staffing and leadership 

changes and district policy changes.  W
e only report 

practices that w
ere in place during the study period, 

as triangulated through m
ultiple interview

ees.  

The fact that the data used to identify the case 
study schools w

ere from
 SY

2006 to SY
2009, w

hile 
data collection took place in SY

2011, lim
ited the 

conclusions that could be draw
n.  H

ow
ever, w

e spe-
cifically focused on the events and activities during 
the study period during interview

s and in docum
ent 

collection.  W
e interpreted classroom

 and other 
school observations conservatively.  If instructional 
strategies w

ere consistently observed in m
ultiple 

classroom
s, w

e concluded that they had reached 
a level of sustainability over tim

e.  If the data from
 

observations aligned w
ith the interview

s and docu-
m

entation, w
e assum

ed that the w
ork from

 the 
study period had carried over to the present day.  
W

ith this level of triangulation, despite not having 
observations from

 the study period, w
e deduced 

that the school’s investm
ent during the study period 

w
as im

plem
ented and sustained.  

The research team
 developed interview

 and obser-
vation protocols and a list of key docum

ents from
 

SY
2006-SY

2009 to collect from
 each case study 

school. 6  The interview
 and observation protocols 

used the research-based theoretical fram
ew

ork of 
best ELL practices w

hile allow
ing for other im

-
portant dim

ensions in their ELL w
ork to em

erge 
through discussion during the sem

i-structured 
45-60 m

inute interview
s.  The key docum

ents col-
lected ranged from

 the current school im
provem

ent 
plan to curricular m

aterials to teacher schedules.  In 
addition, w

e collected inform
ation from

 district staff 
and school leaders for background on the school.

Tw
o day site visits to each school w

ere conducted 
by pairs of researchers.  O

ne researcher participated 
in all four site visits for triangulation of findings.  
A

ll interview
s w

ere digitally recorded and tran-
scribed.  Each case study included the experiences 
and perceptions of m

ultiple stakeholders, including 
fam

ilies, graduates of the schools, adm
inistrators, 

and staff.  Site visits typically included individual and 
group interview

s w
ith the Principal, other adm

inis-
trators and staff, the Instructional Leadership Team

, 
SEI and other teachers of ELL students, including 
regular education teachers, fam

ilies of ELL students, 
and com

m
unity partners.  A

dditionally, the team
 

conducted observations in ELL classroom
s and som

e 
regular education classroom

s.  W
hile retrospective 

case studies are challenging, in the interview
s w

e 
asked specifically about events and activities during 
the study period.  

A
n

alysis o
f In

d
ivid

u
al C

ases.  W
e interpreted 

classroom
 and other school observations conserva-

tively.  If instructional strategies w
ere consistently 

observed in m
ultiple classroom

s, w
e concluded that 

they had reached a level of sustainability over tim
e.  

If the data from
 observations aligned w

ith the 
interview

s and docum
entation, w

e assum
ed that 

the w
ork from

 the study period had carried over to 
the present day.  

The purpose of analysis w
as to describe practices 

found at each school.  Y
in recom

m
ends treating 

each case study as a separate “experim
ent” lead-

ing to its ow
n findings (Y

in, 2009).  W
e com

pared 
practices found in each school to the ELL practices 
fram

ew
ork to check for replication, w

hich strength-
ened the fram

ew
ork.  The sam

e logic involved 
docum

enting practices that em
erged across schools 

and w
ere not in the fram

ew
ork for the purposes 

of expanding the ELL best practices fram
ew

ork 
using future research.  Thus, w

e used the literature 

base to analyze our findings, but w
e also allow

ed 
findings to inform

 potential m
odifications of the 

evidence base.  In this w
ay, w

e recognized the im
-

portant contribution that experienced practitioners, 
in this case the staff from

 the case study schools, 
m

ade to our understanding of best ELL practices.  

A
nalysis began w

ith a full day m
eeting once the site 

visits w
ere com

pleted, for the researchers to discuss 
findings and identify patterns and differences across 
the sites.  A

 prim
arily inductive approach w

as taken 
to analyzing the data collected in each school.  
A

nalysis began w
ith the research team

 sharing 
observations from

 each school about practices and 
stances.  Researchers used softw

are for qualita-
tive analysis to code interview

 transcripts.  C
odes 

docum
ented the teachers’ and adm

inistrators’ 
beliefs and practices during the study period.  W

e 
used open coding to extract key “them

es” from
 the 

data, especially them
es that explained the “how

” 
and “w

hy” of a school’s success.  W
e also used the 

theoretical fram
ew

ork to code individual school 
practices that w

ere shared during interview
s.  The 

codes and them
es in the reports w

ere shared and 
revised m

ultiple tim
es to m

onitor a level of consis-
tency in “grain size” across the four case studies.

Triangulation involved hearing from
 m

ultiple 
stakeholders about the sam

e topics.  In addition, 
because site visits involved pairs of researchers, 
including one researcher w

ho participated in all four 
pairs, triangulation occurred by com

paring findings 
betw

een the tw
o researchers.  To a lesser extent, 

the use of docum
entation from

 the study period 
and observations from

 site visits further confirm
ed 

our findings.  

C
ase studies w

ere analyzed inductively, w
ith a 

view
 tow

ard reflecting how
 stakeholders told their 

school’s story rather than trying to fit their descrip-
tions to the ELL best practices fram

ew
ork catego-

ries.  U
sing this approach allow

ed each school’s 
stories and voices to em

erge.  A
s a result of this 

analysis process, the individual case studies differ 
in level of detail purposefully.  In C

hapter V
II, the 

cross-cutting findings are aligned to the fram
ew

ork.  

D
raft case studies w

ere shared w
ith each Principal, 

form
er Principal, and prim

ary case study contact for 
feedback and factual corrections before finalizing.  
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Site visits w
ere only tw

o days, and they included 45 
m

inute interview
s and 15-30 m

inute observations.  
A

dditional data collection tim
e for each school 

extended beyond the tw
o site visit days, through 

em
ail, phone calls, and in-person interview

s w
ith 

key individuals.

O
ne lim

itation that em
erged during the site visits 

w
as the lack of inform

ation available to staff about 
other groups of ELL students present at the school 
w

ho w
ere not part of the dom

inant group.  A
s SEI 

Language Specific program
 schools and a Tw

o W
ay 

Bilingual program
 school, there w

as a clear focus 
on each dom

inant ELL language group.  H
ow

ever, 
there w

as little discussion about other ELL students 
and the services and program

s that support them
.  

Since the m
ajority of these ELL students are likely at 

the higher levels of English proficiency and in regu-
lar education classroom

s, the im
plications of this 

finding extend to the practices of regular education 
teachers in schools.  W

ith m
ore explicit interview

 
protocols, m

ore data on these groups w
ould have 

been collected.  

In all of the case study schools, there had been one 
or m

ore changes in leadership betw
een the study 

period (SY
2006-SY

2009) and the data collection 
period (SY

2011).  Thus, som
e of the practices that 

w
ere im

plem
ented during the study period had not 

been sustained and could not be observed during 
data collection.  G

iven the difference betw
een the 

study period for w
hich these schools w

ere identi-
fied as consistently high perform

ing or steadily 
im

proving and the data collection period, even 
staff w

ho w
ere present in the school during the 

duration m
ay have m

em
ories that are not entirely 

accurate, or perceptions of their ow
n practices that 

are different from
 reality due to the context of the 

school and the district.  This sort of recall bias could 
lead a study participant to report ELL practices in 
hindsight w

hich m
ay have been less developed or 

im
plem

ented than they report.  O
ur efforts to take 

into account the possibility of recall bias include 
m

aking sure m
ore than one person told us the 

sam
e inform

ation in separate interview
s, phone 

calls, or em
ails.  C

om
parison schools, such as those 

that w
ere perform

ing as predicted or low
er than 

predicted, w
ere not studied.  Thus, som

e of the 
practices that em

erged in the case study schools 
could also be found in those schools.  

Finally, w
e did not identify or select any com

parison 
schools to study (i.e., schools that w

ere low
-

perform
ing or perform

ing as expected), because 
of the sensitive nature of being identified as a low

 
perform

ing school.  Therefore w
e do not know

 if 
any of the practices identified in the case studies are 
also present in low

 perform
ing/average schools.  W

e 
acknow

ledge that our findings do not address the 
presence or absence of ELL best practices in those 
schools, or if they are present, w

hether certain ones 
or com

binations of practices result in success.  

 1  D
ata found at http://w

w
w.ncela.gw

u.edu/files/up-
loads/9/grow

ingL
E

P_0809.pdf.  
2  Settlem

ent agreem
ent found in: http://w

w
w.justice.

gov/crt/about/edu/docum
ents/bostonsettle.pdf.  

3  For a full description of M
ethods, see A

ppendix 1.
4  D

ata included variables from
 the M

assachusetts 
Student Inform

ation M
anagem

ent System
 (SIM

S), 
M

assachusetts E
nglish Proficiency A

ssessm
ent 

(M
E

PA
), and M

assachusetts C
om

prehensive A
ssess-

m
ent System

 (M
C

A
S).

5  M
E

PA
 scores from

 SY
2006-SY

2008 w
ere reported 

as a perform
ance level on a scale of 1 to 4.  In 2009 

perform
ance levels w

ere changed to a 1 to 5 scale.  
U

sing the M
A

 D
E

SE
 chart provided in the G

uide 
to U

nderstanding the 2009 A
nnual M

easurable 
A

chievem
ent O

bjectives (A
M

A
O

s) R
eports (D

ecem
-

ber 2009), w
e converted A

pril 2009 results back to a 
1 to 4 scale to use for the creation of the dependent 
variables used in the m

ultiple regressions for M
C

A
S 

proficiency rates.
6  Interview

 and observation protocols are available 
upon request.



10 
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools 
11

A
   D

eveloping a Fram
ew

ork  
of ELL Best Practices

A
 theoretical fram

ew
ork for the study w

as in-
form

ed by a review
 of the literature on effective 

schools on ELL best practices.  Just as the literature 
on school reform

 is vast, so is the literature on 
English language learner education.  In order to 
bring the tw

o strands of literature together into 
one theoretical fram

ew
ork, w

e searched for studies 
about the practices and conditions necessary for 
quality ELL education at the school level.  W

hile 
there is extensive literature on effective w

hole-
school reform

, there are few
er studies that focus on 

effective schools for ELL students, and even few
er 

that show
 a correlation or causative link betw

een 
specific practices and ELL student outcom

es.  

H
ow

ever, others have attem
pted to identify attri-

butes of schools that are effective for ELL students.  
Tw

o m
ajor review

s of the research on best practices 
for ELL students guided our fram

ew
ork develop-

m
ent.  O

ne, the N
ational Literacy Panel (N

LP), 
found few

er than 300 reports that w
ere em

pirical 
and that focused on ELL students in K

-12 schools 
(A

ugust &
 Shanahan, 2006).  The other, published 

by the C
enter for Research on Education, D

iversity, 
and Excellence (C

RED
E), review

ed 200 reports that 
w

ere correlational or experim
ental in approach 

(G
enesee, Lindholm

-Leary, Saunders, &
 C

hristian, 
2005).  W

e w
ere also guided by other review

-
ers w

ho describe prim
ary and secondary research 

that established ELL practices in light of student 
outcom

es (A
ugust &

 Pease-A
lvarez, 1996; G

ersten 
et al., 2007; G

oldenberg, 2008; N
orris &

 O
rtega, 

2010; Tellez &
 W

axm
an, 2005; W

axm
an, Padron, &

 
G

arcia, 2007).  

O
ne lim

itation of using stringent criteria (such as 
studies that show

 correlation or causation w
ith 

student outcom
es) to review

 the literature or to 
identify studies for the ELL practices fram

ew
ork is 

that it favors school practices that lend them
selves 

to quasi-experim
ental or large random

ized studies.  
These studies focus on easily quantifiable, standard-
ized outcom

es such as test scores.  A
nother poten-

tial lim
itation of using an evidence-based fram

e-
w

ork is to end up w
ith a purely confirm

atory study 
– practices intended to raise test scores w

ill result 
in high test scores.  To avoid this pitfall, w

e kept 
protocols sem

i-structured to check for fram
ew

ork 

indicators in operation in the schools, allow
ing for 

other topics to em
erge.  W

e also triangulated data 
collection in an effort to hear different perspectives 
on the sam

e questions.

B
  ELL Best Practices Fram

ew
ork

The best ELL practices identified in the m
eta-anal-

yses populated the theoretical fram
ew

ork for this 
study.  The fram

ew
ork w

as organized into seven 
dom

ains of effective school reform
:  (1) m

ission and 
vision; (2) school organization and decision-m

aking; 
(3) instruction and curriculum

; (4) assessm
ent; (5) 

culture and clim
ate; (6) professional developm

ent; 
and (7) com

m
unity engagem

ent.  These seven 
dom

ains are w
idely accepted and have been used 

by m
any researchers and practitioners at different 

adm
inistrative levels (local, district, state, federal) 

to both design and evaluate school quality and 
results, including School Q

uality Review
s for Boston 

Pilot schools, M
A

 D
epartm

ent of Elem
entary and 

Secondary Education W
alkthrough protocols, and 

the D
epartm

ent of Justice collection of evidence 
(Buttram

, 2007; O
ffice of Educational Q

uality and 
A

ccountability and U
niversity of M

assachusetts 
D

onahue Institute, 2007; O
ffice of English Langage 

Learners, 2010; Rennie C
enter, 2008; Shields &

 
M

iles, 2008; Teddlie &
 Reynolds, 2000; The Educa-

tion Trust, 2005).  W
e present the evidence-based 

best practices from
 the ELL fram

ew
ork by dom

ain 
of school reform

 as an introduction and a theoreti-
cal context to the rest of this report, w

hich includes 
the four individual case studies and an analysis of 
cross-cutting findings.  

1. M
ission and Vision

A
 school’s “vision” is the core set of shared beliefs 

that reflect the school’s values about w
hat m

at-
ters in education.  A

 “m
ission” is a brief w

ritten 
statem

ent of the school’s belief system
s that guides 

everyday school practice and decisions.  H
igh per-

form
ing schools have clear visions and m

issions that 
are com

m
unicated by the principal, aligned to stan-

dards, and set forth high expectations for student 
outcom

es (W
illiam

s, H
akuta, &

 H
aertel, 2007).

2. School O
rganization

School organization for ELL education refers to 
the arrangem

ent of students and faculty by grade, 
classroom

, and program
.  School organization 

involves strategic and explicit definitions of roles 
and responsibilities and leadership opportunities 
for teachers and other staff.  In successful schools, 
principals m

anage school reform
 based on their 

visions, delegate w
ell,  and em

pow
er others for re-

sponsibility for ELL education (W
illiam

s et al., 2007).  
The research evidence is strong on the im

portance 
of school organization in term

s of how
 to group 

students by English proficiency levels, the teacher 
qualifications necessary for students at each English 
proficiency level, and the am

ount of tim
e students 

should spend on English as a second language (A
u-

gust &
 Pease-A

lvarez, 1996; G
ersten et al., 2007).  

3. Curriculum
 and Instruction

Studies and review
s of studies about the m

ost 
effective curriculum

 for English language learners 
confirm

 that they should have access to the sam
e 

core curriculum
 that all students receive, aligned 

w
ith district and state standards and fram

ew
orks 

(A
ugust &

 Pease-A
lvarez, 1996; G

oldenberg, 2008; 
W

illiam
s et al., 2007).  H

ow
ever, the curriculum

 
m

ust be m
odified and adapted to ELL students’ 

range of know
ledge, skills, and needs (A

ugust &
 

Pease-A
lvarez, 1996; W

illiam
s et al., 2007).

Som
e specific instructional strategies have an evi-

dence base for im
proved outcom

es, including:  (1) 
having ELL students w

orking w
ith m

ore fluent peers 
(G

ersten et al., 2007); (2) practice decoding, com
-

prehension, and spelling (A
ugust &

 Pease-A
lvarez, 

1996; G
ersten et al., 2007); (3) m

ore instructional 
conversations; and (4) m

ore activity-based, col-
laborative learning to give students m

ore opportu-
nity to learn English.  These effective instructional 
approaches w

ork because they enhance self-confi-
dence, prom

ote com
m

unication skills, and provide 
m

ore rich language experiences than w
hole-group 

instruction (A
ugust &

 Shanahan, 2006; G
ersten et 

al., 2007; W
axm

an et al., 2007).  Teachers applied 
sm

all-group interventions to students at the sam
e 

English proficiency levels w
ho w

ere struggling w
ith 

reading (G
ersten et al., 2007).

The research literature is also clear that bilingualism
 

is positively correlated w
ith academ

ic achievem
ent 

(Lindholm
-Leary &

 Borsato, 2006).  The use of L1 
to teach L2 is correlated w

ith higher achievem
ent 

(Lindholm
-Leary &

 Borsato, 2006).  H
ow

ever, the 

am
ount of L1, the length of tim

e to use L1, and the 
w

ays in w
hich to use L1 are to be further studied 

(A
ugust, G

oldenberg, Saunders, &
 D

ressler, 2010).  
There is specific evidence that learning in L1 can 
help students learn vocabulary, literacy, com

prehen-
sion, and transfer of skills in L1 (A

ugust et al., 2010).

4. Assessm
ent

The research literature confirm
s that the use of 

m
ultiple assessm

ents to drive instruction is linked to 
student achievem

ent.  A
ssessm

ents of content and 
English proficiency are both necessary for effective 
ELL education (A

ugust &
 Pease-A

lvarez, 1996).  In 
particular, m

any studies support the notion that fre-
quent, regular assessm

ent of reading in particular is 
associated w

ith early identification of ELL students 
w

ho need reading interventions (G
ersten et al., 

2007).  H
igher perform

ing schools reported fre-
quent use of m

ultiple types of assessm
ents – from

 
state to district to com

m
ercial to local assessm

ents 
– to support and m

onitor individual students and to 
exam

ine school-w
ide instructional issues (W

illiam
s 

et al., 2007).  C
learly, an inquiry-m

inded approach 
at the student, classroom

, and school levels has an 
evidence base for im

proved outcom
es.

5. School Culture and Clim
ate

The discussion of school culture and clim
ate is 

diffuse and therefore requires som
e definitions for 

the purposes of this report.  C
ulture is defined as 

“w
ays of living, shared behaviors, beliefs, custom

s, 
values, and w

ays of know
ing that guide groups of 

people in their daily life and are transm
itted from

 
one generation to the next” (Trum

bull &
 Pacheco, 

2005).  C
lim

ate, on the other hand, is defined 
as the “m

ood” or “attitude” of an organization.  
C

lim
ate is m

alleable over the course of daily events 
in schools and classroom

s (G
ruenert, 2008).  This 

report’s analysis of culture and clim
ate addresses 

cultural com
petence, organizational culture, and 

school safety as aspects of culture and clim
ate.  

C
ultural com

petence in a school plays into the over-
all school culture and is defined as “the ability to 
recognize differences based on culture, language, 
race, ethnicity, and other aspects of individual iden-
tity and to respond to those differences positively 
and constructively” (Trum

bull &
 Pacheco, 2005).  

O
rganizational school culture refers to the unw

rit-
ten rules, expectations, shared beliefs, and practices 
that a group of people w

ith a com
m

on organiza-
tion develop over tim

e.  
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Bilingual teachers can use their experiences of 
learning a second language to design better instruc-
tion because of their experiences (Tellez &

 W
axm

an, 
2005).  Teachers w

ho are from
 the sam

e culture as 
the ELL students in the school can design cultur-
ally relevant curriculum

, choose reading m
aterial, 

activities, and content that connects to students’ 
lived experiences m

ore readily, and as a result, m
ake 

school m
ore engaging to ELL students (A

ugust &
 

Shanahan, 2006; Tellez &
 W

axm
an, 2005).  

The research literature on cultural com
petence 

am
ong school staff supports the incorporation 

of students’ culture and background curriculum
 

and instruction (A
ugust &

 Pease-A
lvarez, 1996; 

A
ugust &

 Shanahan, 2006; W
axm

an et al., 2007).  
H

ow
ever, the evidence does not rise to the level of 

experim
ental or quasi-experim

ental studies.  

School safety is a key attribute of effective schools, 
and ELL scholars affirm

 the im
portance of this at-

tribute in effective schools for language learners.  
W

axm
an et al. (2007) note that in safe schools, 

ELL students have better self-confidence and low
er 

anxiety, and discrim
ination is explicitly addressed 

(A
ugust &

 Pease-A
lvarez, 1996).  

6.  Professional D
evelopm

ent and  
Collaborative Culture

Professional developm
ent for teachers m

ay occur 
during the school day or outside of the school day.  
It m

ay also be facilitated from
 w

ithin the school 
or outside the school.  Professional developm

ent 
opportunities range from

 one-tim
e w

orkshops to 
courses to continuous w

ork throughout a school 
year em

bedded w
ithin regularly scheduled m

eetings 
of teachers.  Schools that have developed a collab-
orative culture experience professional learning on 
an ongoing basis.

The developm
ent of professional learning com

-
m

unities is strongly positively related to student 
achievem

ent (Saunders, G
oldenberg, &

 G
allim

ore, 
2009; W

axm
an et al., 2007).  Schools that use 

their m
eeting tim

e to focus on instruction enhance 
ELL learning (Saunders et al., 2009).  In addition, 
effective professional developm

ent includes practice 
of instructional changes w

ith a coach or m
entor 

supporting the teacher (A
ugust &

 Shanahan, 2006).  
Experts from

 outside the school can also help 
teachers to im

prove classroom
 practice (A

ugust &
 

Shanahan, 2006).  

The research base for teacher’s know
ledge of 

how
 to m

odify instruction for ELL students is 
w

eak (G
oldenberg, 2008).  H

ow
ever, professional 

developm
ent on language learning, facilitating 

instructional conversations, adjusting instruction 
according to students’ oral English proficiency, and 
using content and language objectives in every 
class have som

e evidence in the literature (A
ugust &

 
Pease-A

lvarez, 1996; G
oldenberg, 2008; W

axm
an 

et al., 2007).  

7. Fam
ily and Com

m
unity Engagem

ent

The research evidence for com
m

unity partnerships 
exists but is not strong (A

ugust &
 Pease-A

lvarez, 
1996).  H

ow
ever, there is som

e evidence for schools 
partnering w

ith culturally com
petent com

m
unity-

based organizations to support ELL students in 
counseling, college guidance, or academ

ics (W
ax-

m
an et al., 2007).

This short review
 of the ELL best practices found in 

schools serves to orient the reader to the chapters 
w

hich follow
.  The individual case studies of consis-

tently high perform
ing and steadily im

proving BPS 
schools tell the stories of each school’s success w

ith 
English language learners at the interm

ediate to 
advanced English proficiency levels (C

hapters III-V
I), 

and m
any of these ELL best practices w

ere dem
on-

strated and im
plem

ented in their various settings 
and contexts.  The findings w

hich cut across the 
individual studies w

ere analyzed deductively and or-
ganized according to this fram

ew
ork (C

hapter V
II).  
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A
   School Context

The Josiah Q
uincy Elem

entary School is a K
-5 

elem
entary school located in C

hinatow
n, close to 

the center of Boston.  D
uring SY

2009, the school 
served 829 students; 60%

 w
ere native speakers of 

C
hinese dialects and 46%

 w
ere students of lim

ited 
English proficiency (LEPs).  In the school as a w

hole, 
64%

 of students w
ere A

sian
7 , 13%

 w
ere Black, 

13%
 w

ere Latino, and 8%
 w

ere W
hite.  Students 

are assigned to the school according to the BPS 
student assignm

ent plan
8 and the school is one of 

tw
o BPS elem

entary schools w
ith a C

hinese-specific 
SEI program

 for LEP students.  

O
f the 334 (88%

) LEP students w
ho took the M

EPA
 

in A
pril 2009, 41 (12%

) students w
ere at M

EPA
 

Level 1, 14 (4%
) w

ere at M
EPA

 2, 64 (19%
) w

ere at 
M

EPA
 3, 128 (38%

) w
ere at M

EPA
 4, and 87 (26%

) 
w

ere at M
EPA

 5.  Table 2 illustrates the general 
distribution of students’ level of English proficiency 
at each grade.  

The Q
uincy School uses student M

EPA
 scores as 

w
ell as classroom

 w
ork to assess students’ Eng-

lish language proficiency levels follow
ing district 

guides.  ELL students are grouped by M
EPA

 level 
into SEI classes at each grade level.  A

s an elem
en-

tary school, the SEI teachers have self-contained 
classroom

s w
here they teach all subjects except 

the specialty classes.  The tw
o Language A

cquisi-
tion Team

 (LA
T) facilitators, w

ho are full tim
e SEI 

teachers, w
ork closely w

ith the adm
inistration to 

create class lists w
here there are m

odels of stronger 
students for less strong students.  A

 key to ELL 
student progress in language developm

ent is that 
approxim

ately 90%
 of students stay at the school 

from
 K

-5.  A
s a rule, the school staffs M

EPA
 Levels 

1 and 2 classroom
s w

ith teachers w
ho are certified 

in ESL.  A
ccording to m

ultiple interview
ees, during 

the study period, the m
ajority of teachers had 

also com
pleted the 4-C

ategory Trainings.  The LA
T 

Facilitators reported that the school’s goal has been 
to m

ainstream
 students by the end of third grade.  

Students w
ho are at M

EPA
 Level 4 or higher usually 

transition to a general education classroom
, w

ith 

continued support of SEI teachers.  In G
rades K

-3, 
there are consistently tw

o SEI classes per grade, 
there is typically one SEI classroom

 in both fourth 
and fifth grade, though in som

e years there m
ay be 

tw
o per grade depending on the student needs.  

D
uring SY

2009, there w
ere 56.7 full-tim

e equiva-
lent (FTE) staff m

em
bers at the Q

uincy School for 
a student-teacher ratio of 14.1 to one (BPS ratio 
w

as 12.8 to one).  Eleven FTE teachers (19%
) w

ere 
teaching ELL-related assignm

ents.  N
inety-eight 

percent of all FTE teachers w
ere licensed in their as-

signed position, w
hich w

as the sam
e as the district 

average, and 89%
 of core classes w

ere taught by 
highly qualified teachers, a low

er percentage than 
the district average of 96%

.  In term
s of the racial 

m
ake-up of the teaching staff, 41%

 of teachers 
w

ere A
sian, 14%

 w
ere Black, 4%

 w
ere Latino, and 

41%
 w

ere W
hite. 9  

In SY
2009, the percentage of students from

 low
-

incom
e households w

as low
er than BPS district 

rates for both students of lim
ited English proficiency 

and those w
ho are English proficient.  For Q

uincy 
students of lim

ited English proficiency the rate 
w

as only three percentage points low
er (88.1%

 
com

pared to 91.6%
 of LEPs in BPS) but 19 percent-

age points higher than English proficient students 
at Q

uincy (69.0%
).  A

t 4.2%
, the m

obility rate at 
Q

uincy for all students w
as considerably low

er com
-

pared to BPS students of lim
ited English proficiency 

(9.8%
) and English proficient students (8.1%

).

In term
s of engagem

ent outcom
es, in SY

2009 
attendance at Q

uincy w
as 2.8 percentage points 

higher than BPS rates, and rates of suspension and 
grade retention w

ere sim
ilar betw

een Q
uincy and 

the BPS Elem
entary School average w

ith students 
of lim

ited English proficiency having slightly low
er 

rates of suspension and higher grade retention 
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  Table 3.1.  Q
uincy School Enrollm

ent Defined by Native Language, English Language Proficiency, and ELL 
Program

 Participation, SY2009 

 Total 
All Q

uincy (829) 

Native      
Language 

Native English Speaker (NES) 
(269) (32%

) 
N

ative Speakers of O
ther Languages (N

SO
L)   

(560) (68%
) a 

English Proficient (EP)  (451) (54%
) 

Language 
Proficiency 

N
ES

 
N

SO
L-EP 

(98)(12%
) 

FLEP 
(84) (10%

) 

Lim
ited 

English Proficient (LEP) 
(378) (46%

) b 

Program
 

Participation 
N

ot in ELL Program
 (578) (70%

) 
Not in ELL 

Prog 
(127) (16%

) 

In ELL 
Prog 

(251) (30%
) 

a N
ative speakers of C

hinese dialects were 89%
 of N

SO
L and native speakers of Spanish w

ere 3%
 of N

SO
L. O

ther languages 
were all 1%

 or less of NSO
L.  

b 344 (91%
 of LEP students) were native speakers of Chinese dialects. 

    Table 3.2.  M
EPA Levels of Q

uincy LEP Students by G
rade, SY2009 (April 2009 M

EPA) 

  
M

EPA Level 1 
M

EPA Level 2 
M

EPA Level 3 
M

EPA Level 4 
M

EPA Level 5 

Kindergarten 
39 (71%

) a 
- 

- 
- 

- 

G
rade 1 

- b 
- 

31 (51%
) 

16 (26%
) 

- 

G
rade 2 

- 
- 

- 
25 (40%

) 
30 (48%

) 

G
rade 3 

- 
- 

- 
45 (70%

) 
11 (17%

) 

G
rade 4 

- 
- 

- 
24 (47%

) 
21 (41%

) 

G
rade 5 

- 
- 

- 
17 (42%

) 
18 (44%

) 
a W

ithin the grid is the percentage of all LEP students in the grade at the M
EPA level.  

b In this chart, to better illustrate the trends in distribution, data is not reported for categories where n<10. 
    

Table 3.3.  Selected Student Indicators, SY2009
a 

  
Q

uincy LEP %
 

Q
uincy EP %

 
BPS ES LEP %

 
BPS ES EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

88.1%
 

69.0%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

4.2%
 

4.2%
 

9.8%
 

8.1%
 

Students with Disabilities 
16.7%

 
12.0%

 
17.6%

 
20.1%

 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
        Table 3.4.  Selected Student O

utcom
es, SY2009

a 

  

Num
ber of 

Q
uincy LEP 
Students 
w

ith Data 

Q
uincy  

LEP %
 

Q
uincy  

EP %
 

BPS ES  
LEP %

 
BPS ES  

EP %
 

M
edian Attendance 

378 
98.9%

 
97.8%

 
96.1%

 
95.0%

 

Suspension 
378 

1.1%
b 

2.9%
 

2.0%
 

3.3%
 

R
etained in G

rade 
322 

5.6%
 

2.8%
 

6.0%
 

4.1%
 

Passed ELA M
C

AS
c 

94 
87.2%

 
96.9%

 
64.9%

 
80.0%

 

Proficient in ELA M
CAS 

94 
38.3%

 
68.8%

 
13.3%

 
39.6%

 

Passed M
ath M

C
AS 

95 
86.3%

 
93.2%

 
61.8%

 
76.3%

 

Proficient in M
ath M

CAS 
95 

48.4%
 

68.2%
 

17.8%
 

34.1%
 

Passed Science M
C

AS 
43 

72.1%
 

91.2%
 

45.1%
 

72.0%
 

Proficient in Science M
CAS 

43 
14.0%

 
56.9%

 
5.3%

 
21.7%

 
a LEP = Lim

ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem
entary Schools 

b Data for this cell is n<10.   
c M

C
AS data includes grades 3-5 for ELA and m

athem
atics and grade 5 for science. W

hile case study site selection looked at 
M

CAS proficiency in ELA and m
athem

atics only for students at M
EPA Levels 3 and 4, here the purpose is to present outcom

es 
for the school as a whole, thus we include all test takers as well as pass and proficiency rates. 
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ative Speakers of O
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(127) (16%

) 

In ELL 
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) 
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ative speakers of C

hinese dialects were 89%
 of N

SO
L and native speakers of Spanish w

ere 3%
 of N

SO
L. O

ther languages 
were all 1%

 or less of NSO
L.  

b 344 (91%
 of LEP students) were native speakers of Chinese dialects. 

    Table 3.2.  M
EPA Levels of Q

uincy LEP Students by G
rade, SY2009 (April 2009 M
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M

EPA Level 1 
M
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EPA Level 3 
M
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M
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Kindergarten 
39 (71%
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- 

- 
- 

- 

G
rade 1 

- b 
- 

31 (51%
) 

16 (26%
) 

- 

G
rade 2 

- 
- 

- 
25 (40%

) 
30 (48%

) 

G
rade 3 

- 
- 

- 
45 (70%

) 
11 (17%

) 

G
rade 4 

- 
- 

- 
24 (47%

) 
21 (41%

) 

G
rade 5 

- 
- 

- 
17 (42%

) 
18 (44%

) 
a W

ithin the grid is the percentage of all LEP students in the grade at the M
EPA level.  

b In this chart, to better illustrate the trends in distribution, data is not reported for categories where n<10. 
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W
e m

ad
e m

in
o

r ad
ju

stm
en

ts to
 w

h
at 

w
e teach

 in
 co

m
p

lian
ce w

ith
 Q

u
es-

tio
n

 2, b
u

t n
o

t h
o

w
 w

e teach
.  W

e 
kep

t all o
f th

e b
ilin

g
u

al teach
ers an

d
 

elim
in

ated
 th

e teach
in

g
 o

f C
h

in
ese 

literacy.  W
e co

n
tin

u
ed

 to
 u

se C
h

in
ese 

to
 exp

lain
 n

ew
 co

n
cep

ts to
 stu

d
en

ts 
w

h
o

 n
eed

 it to
 h

elp
 th

em
 u

n
d

erstan
d

 
so

 th
ey d

o
n

’t lo
se co

n
ten

t as th
ey 

learn
 En

g
lish

.…
  W

e also
 in

creased
 th

e 
teach

in
g

 o
f M

an
d

arin
 as a sp

ecialty 
to

 all stu
d

en
ts so

 th
at th

ere is valu
e 

ad
d

ed
 fro

m
 th

e learn
in

g
 o

f th
e C

h
i-

n
ese Lan

g
u

ag
e in

 th
e w

h
o

le sch
o

o
l. 

– fo
rm

er Prin
cip

al

The school’s response to Q
uestion 2 illustrates a 

deliberate, m
ission-driven approach keeping stu-

dent learning central w
hen adapting to changing 

contexts – a them
e present throughout this portrait 

of the Q
uincy School.

B
   Key Them

es in Success w
ith Edu-

cating English Language Learners

M
any of the them

es that underlie the Q
uincy 

School’s success w
ith ELL students align w

ith gen-
eral best practices for any high perform

ing school; 
how

ever, the application of general best practices 
for educating ELL students also has unique charac-
teristics.  For exam

ple, developing high-functioning, 
robust professional learning com

m
unities w

ill serve 
all schools w

ell, but the content of the learning 
com

m
unities at Q

uincy focused on language devel-
opm

ent and academ
ic language to m

eet the spe-
cific needs of the student population.  The Principal 
com

m
unicated her vision for the school in concrete 

w
ays developed over tim

e, beginning before the 
study period.  The Principal’s vision supported the 
building of sustainable teacher and school practices 
that successfully served English Language learners 
from

 SY
2006-SY

2009 and w
hich continue to func-

tion and evolve today.  K
ey them

es include:

W
hole C

hild 

Language D
evelopm

ent

the C
lassroom

   Them
e 1: A Com

m
unity School w

ith  
Understanding of the W

hole Child 

The Q
uincy School is a com

m
unity school w

ith cul-
tural connections to the C

hinatow
n com

m
unity, a 

staff w
ith significant C

hinese cultural and linguistic 
ties, and a system

 of com
m

unity-based, cultur-
ally proficient w

rap-around services for children. 12  
C

hinese cultural ties directly affirm
 C

hinese culture 
for students of C

hinese descent and, for students of 
other backgrounds, expose them

 to a new
 culture.  

A
 com

prehensive system
 of services is im

portant for 
all students, and ELL students in particular benefit 
specifically from

 additional English as a Second 
Language (ESL) classes at the Boston C

hinatow
n 

N
eighborhood C

enter (BC
N

C
) for both students 

and parents.  

Su
p

p
o

rt fo
r Po

sitive C
u

ltu
ral Id

en
tity  

D
evelo

p
m

en
t

W
hen speaking of culture, the current Principal 

says that in SY
2011 all SEI teachers, all para-profes-

sionals, and four or five regular education teachers 
speak C

antonese and/or M
andarin.  Though not all 

current faculty w
ere at the school during SY

2006-
2009, only tw

o or three teachers joined the faculty 
in SY

2010 and SY
2011 and thus the com

position 
did not change drastically betw

een the study period 
and site visit; the practices described here aim

 to 
represent the pedagogical approaches faculty have 
developed – and continue to develop – over the 
course of their teaching practice.  For exam

ple in 
SY

2009, the faculty com
position reflected that the 

school places value on shared cultural background 
and experience:  the school’s proportion of A

sian 
teachers (41.4%

, com
pared to BPS 4.6%

) m
irrored 

the proportions of A
sian students at Q

uincy (64%
, 

com
pared to BPS 8.5%

).

Teachers em
phasized that it is im

portant to get to 
know

 the students in order to determ
ine w

hat each 
student needs.  C

om
m

unication w
ith teachers in 

the earlier grades is im
portant in getting to know

 
students and fam

ilies.  N
ext, assignm

ents early in 
the year that help students tell their stories serve 
the m

ultiple purposes of engagem
ent, academ

ic 
learning, and building relationships.  

W
hen asked w

hat advice the group of experienced 
SEI teachers w

ould give to a new
 SEI teacher, one 

teacher said: 

rates com
pared to English proficient students.  A

ca-
dem

ically, Q
uincy students perform

ed relatively w
ell 

on the M
C

A
S tests com

pared to the BPS Elem
entary 

School averages, though m
any students still did not 

m
eet the benchm

ark for proficient.  Pass and pro-
ficiency rates for Q

uincy students of lim
ited English 

proficiency w
ere low

er com
pared to their Q

uincy 
English proficient counterparts, but generally higher 
w

hen com
pared to BPS students of lim

ited English 
proficiency and even those w

ho w
ere English 

proficient.  The M
C

A
S pass and proficiency rates for 

Q
uincy students of lim

ited English proficiency w
ere 

all m
ore than 20 percentage points higher than 

BPS students of lim
ited English proficiency w

ith the 
exception of Science proficiency rates w

hich w
ere 

only 8.7 points higher.  C
om

pared to BPS English 
proficient students, Q

uincy students of lim
ited 

English proficiency perform
ed the sam

e or better 
except on Science proficiency rates.  

W
hile the Q

uincy School had slightly favorable stu-
dent indicators w

hen com
pared to BPS in SY

2009, 
our selection m

ethods included controls for dem
o-

graphic variables.  By using this m
ethod, the Q

uincy 
School em

erged as a school w
ith ELL student out-

com
es that w

ere better than expected com
pared to 

schools w
ith sim

ilar student bodies during SY
2006-

2009.  The purpose of this study w
as to understand 

other non-quantifiable factors w
hich m

ay begin to 
explain the Q

uincy School’s favorable outcom
es.  

The character of the Q
uincy School is shaped by 

being a com
m

unity school rooted in the Boston 
C

hinese com
m

unity.  C
hinese culture and language 

are integral to school program
s.  For exam

ple, in 
the course of study all students study M

andarin 
as a specialty class (e.g., art, physical education) 
and throughout the school C

hinese history and 
culture are visible in the displays of student projects.  
External partnerships connect students, including 
ELL students, to m

ultiple services and opportunities 
for support and enrichm

ent during and beyond the 
school day as w

ell as w
ithin and beyond the Boston 

C
hinese com

m
unity.  Partners during SY

2006-
SY

2009 w
hich continue today range from

 those in 
the neighborhood, such as the Boston C

hinatow
n 

N
eighborhood C

enter (BC
N

C
) and C

hung W
ah 

A
cadem

y afterschool program
s and the Tufts M

edi-
cal C

enter and D
ental C

linic, to partners such as 
C

ity C
onnects (form

erly Boston C
onnects), 10 w

hich 
helps run the student support structures.  Through 
the adjacent South C

ove H
ealth C

enter, a doctor 
conducts w

eekly health classes in the second grade 
classroom

s, students perform
 in events at the clinic 

(such as for C
hinese N

ew
 Year), and the school 

nurse also w
orks closely w

ith the clinic.  

The form
er Principal retired in 2009 after leading 

the school for 10 years, and the current Principal 
w

as in his second year at the school at the tim
e of 

the site visit.  Though he has ideas of future direc-
tions for the school, he noted that the structures 
and culture of the school had not changed in 
any radical w

ays com
pared to the SY

2006-2009 
study period.  The m

ission of the school has been 
consistent:

W
e seek to

 p
ro

vid
e a ch

allen
g

in
g

 aca-
d

em
ic p

ro
g

ram
 th

at g
ives all stu

d
en

ts 
th

e m
ean

s to
 m

eet h
ig

h
 stan

d
ard

s an
d

 
ach

ieve th
eir b

est, to
 fo

ster so
u

n
d

 h
ab

-
its o

f m
in

d
 an

d
 actio

n
, an

d
 to

 in
still in

 
o

u
r stu

d
en

ts su
ch

 virtu
es as in

teg
rity, 

resp
ect an

d
 self-d

iscip
lin

e.

W
hen the form

er Principal becam
e the leader at the 

school in SY
2000, the school already had a good 

reputation in the BPS district and in the com
m

u-
nity for having good outcom

es com
pared to other 

district schools.  She w
as from

 the Boston C
hinese 

com
m

unity and arrived eager to bring the school to 
the next level of success.  

Th
e w

h
o

le reaso
n

 I cam
e b

ack to
 th

e 
Q

u
in

cy Sch
o

o
l [in

 1999 w
as] to

 sh
o

w
 

th
at w

e can
 h

ave q
u

ality p
u

b
lic ed

u
ca-

tio
n

, an
d

 th
at w

e kn
o

w
 h

o
w

 to
 d

o
 

th
is.…

  It is to
o

 h
ard

 an
d

 to
o

 m
u

ch
 fo

r 
an

y o
n

e p
erso

n
 to

 d
o

, b
u

t w
e can

 d
o

 
it to

g
eth

er…
.  It h

as to
 b

e th
e w

h
o

le 
sch

o
o

l an
d

 th
e w

h
o

le ch
ild

.   
– fo

rm
er Prin

cip
al

The form
er Principal had a strong vision of educat-

ing the w
hole child and taking a w

hole-school 
approach to im

proving practice and ensuring that 
every student is being served w

ell.  She w
as the 

leader in 2002 w
hen Q

uestion 2 w
as passed, w

hich 
resulted in a sw

itch from
 Transitional Bilingual Edu-

cation (TBE) to Sheltered English Im
m

ersion (SEI). 11  
W

hen asked w
hat changed because of Q

uestion 2, 
she reflects:
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restaurants are closed.  They also call parents in 
the sum

m
er before school starts to ask the parents 

about their child’s school experience the previous 
year.  Speaking to a student’s previous teachers also 
provides key inform

ation about both the student 
and the fam

ily.  

[Teach
ers] w

o
rk clo

sely to
g

eth
er, an

d
 

w
e w

o
rk clo

sely w
ith

 fam
ilies…

  So
 I 

h
ave fu

ll atten
d

an
ce o

n
 th

e p
aren

t-
teach

er co
n

feren
ce, an

d
 th

at’s w
h

y I 
kn

o
w

 th
e kid

s so
 w

ell.  A
n

d
 w

h
en

 th
ey 

m
o

ve o
n

, an
d

 w
h

en
 th

ey m
o

ve u
p

, th
e 

teach
ers w

ill co
m

e to
 u

s an
d

 say, ‘O
h

, 
th

is ch
ild

 n
eed

s th
is, th

is, th
is, an

d
 th

ey 
h

ave th
is kin

d
 o

f fam
ily issu

es.’   
– SEI teach

er

Teachers spoke know
ledgeably about m

any C
hinese 

ELL students’ hom
e values and practices.  They 

dem
onstrated a keen aw

areness of parents’ high 
expectations for their children’s perform

ance on the 
M

C
A

S, w
hile trying to educate them

 about other 
educational outcom

es that m
ay be m

ore repre-
sentative of their children’s progress.  O

ne teacher 
reported giving high m

arks for effort, to show
 

parents that low
 grades can be correlated w

ith high 
effort w

hen the test is not appropriate for the stu-
dent’s level of English proficiency.  A

nother strategy 
is using portfolios to show

 progress from
 term

 to 
term

.  This allays parents’ anxiety that their children 
are not w

orking hard enough. 

C
ross-grade com

m
unication am

ong SEI teach-
ers is im

portant because teachers have developed 
relationships w

ith fam
ilies.  Bilingual teachers can 

com
m

unicate w
ith parents or grandparents w

ho 
only speak a C

hinese dialect.  A
dditionally, m

any 
teachers give their hom

e and cell phone num
bers 

to fam
ilies, a practice w

hich contributes to trust and 
strong relationships.  

For C
hinese im

m
igrant fam

ilies w
ho do not know

 
the A

m
erican education system

 w
ell or at all, they 

like that the school is in C
hinatow

n and provides 
a bridge through com

m
unity connections and 

C
hinese language m

aterials.  Fam
ilies w

ho drop 
off their child in person are able to see teachers 
regularly.  Short face-to-face com

m
unications, even 

if brief, contribute to strong relationships.

Parents speak of the school as a com
m

unity school 
w

ith afterschool program
s, w

orkshops for parents, 
and sw

im
m

ing lessons for students.  A
ccording to 

parents and current adm
inistrators, the School Site 

and Parent C
ouncils are active and have representa-

tion from
 ELL fam

ilies.  The Parent C
ouncil w

orks 
closely w

ith the adm
inistration, the Instructional 

Leadership Team
 (ILT), and parents to plan events, 

activities, and program
m

ing at the school, including:  -
ars, Boy and G

irl Scouts, afterschool program
s, 

sw
im

m
ing lessons

literacy and m
ath nights, class publishing parties 

from
 W

riters W
orkshop

circus, holiday celebrations, teacher appreciation,  
potluck dinner

These activities, w
hich w

ere operating during 
SY

2006-SY
2009, enhance program

m
ing at the 

school, keep fam
ilies inform

ed about their child’s 
progress, and create tim

e for staff, fam
ilies, and 

students to get to know
 each other.  Translated 

m
aterials and a m

onthly new
sletter are key strate-

gies for com
m

unication about upcom
ing activities 

and im
portant inform

ation.  A
dditionally, the Parent 

C
ouncil has conducted parent surveys to gauge 

interest in Parent C
ouncil activities and services and 

to find different m
eans of com

m
unication for par-

ents w
ho are less involved.  The school has offered 

parent w
orkshops in the m

orning and evening on 
how

 parents can help students through storytelling, 
reading to kids, encouraging independent reading.  
There is also a course for parents of children w

ho 
are native speakers of languages other than English 
about how

 to advocate for their children.  

C
o

m
m

u
n

ity Partn
ers Exten

d
 A

cad
em

ic Learn
-

in
g

, Pro
vid

e En
rich

m
en

t, an
d

 Su
p

p
o

rt Stu
d

en
ts’ 

So
cial, Em

o
tio

n
al, an

d
 H

ealth
 N

eed
s

Partnerships help the school connect students to a 
variety of services and opportunities ranging from

 
academ

ic support to experiences that help students 
explore their talents and gifts.  Program

s include the 
afterschool program

s, such as Red O
ak and C

hung 
W

ah, the Boston C
hinatow

n N
eighborhood C

enter 
(BC

N
C

), Big Brothers and Big Sisters, sw
im

m
ing 

lessons, a girls group and tutors from
 Suffolk U

ni-
versity.  D

ue to language differences, school-based 
m

atches often w
ork better for ELL students than 

som
e other off-site program

s such as Big Broth-
ers and Big Sisters, w

hich do not have C
antonese 

or M
andarin speakers or resources for translators.  

Fortunately, C
hinatow

n com
m

unity organiza-
tions offer enrichm

ent program
m

ing for Q
uincy 

First o
f all …

yo
u

 n
eed

 to
 kn

o
w

 th
e 

stu
d

en
t’s b

ackg
ro

u
n

d
, g

et to
 kn

o
w

 
th

em
, an

d
 also

, seco
n

d
ly, yo

u
 n

eed
 to

 
g

ive th
em

 a sen
se th

at th
ey can

 tru
st 

yo
u

.  O
n

ce th
ey feel co

m
fo

rtab
le w

ith
 

yo
u

, o
f co

u
rse th

ey can
 tru

st yo
u

 an
d

 
yo

u
 can

 learn
 m

o
re fro

m
 th

em
. 

– SEI teach
er 

By asking questions and having the students share 
about them

selves, the teacher has an opportunity 
to identify students’ strengths and w

eaknesses and 
individual interests.  M

any teachers also draw
 upon 

their ow
n experiences as English learners.

A
ll th

e [SEI] teach
ers in

 o
u

r sch
o

o
l d

o
 

h
ave th

e b
ackg

ro
u

n
d

 exp
erien

ce o
f 

w
h

at th
e ch

ild
 is exp

erien
cin

g
 n

o
w

, b
e-

cau
se w

e h
ave all g

ro
w

n
 u

p
 th

at w
ay.  

I learn
ed

 m
y En

g
lish

 th
is w

ay.…
  M

y 
p

aren
ts d

id
n

’t sp
eak En

g
lish

 at all.…
  

W
e tru

ly h
ave th

e exp
erien

ce o
f w

h
at 

th
e ch

ild
 is exp

erien
cin

g
 n

o
w

. 
– SEI teach

er 

Teachers of C
hinese descent thus draw

 upon their 
ow

n shared experience to add m
eaning to the 

cultural know
ledge of the child.  C

hinese teachers 
share their instinctive cultural proficiency w

ith col-
leagues w

ho are not C
hinese through collaboration, 

m
odeling, and acting as a resource.  C

hinese staff 
m

em
bers also serve as m

odels for students.  

A
n

d
 fo

r m
e to

 b
e ab

le to
 g

o
 b

ack an
d

 
fo

rth
, an

d
 sh

o
w

 th
em

 h
o

w
 valu

ab
le 

th
at is.…

  It ab
so

lu
tely h

elp
ed

 kid
s 

learn
, w

h
en

 th
ey see th

e Prin
cip

al can
 

sp
eak th

e lan
g

u
ag

e, an
d

 it’s n
o

t so
 

m
u

ch
 th

at th
ey can

 sp
eak C

h
in

ese, b
u

t 
it’s th

e n
o

tio
n

 th
at it’s o

kay, th
at w

h
at 

yo
u

 b
rin

g
 fro

m
 h

o
m

e is valu
ab

le; it’s 
ju

st th
at yo

u
 also

 n
eed

 to
 learn

 th
e 

En
g

lish
 lan

g
u

ag
e.   

– fo
rm

er Prin
cip

al 

Since SY
2003, all students also study M

andarin at 
least once a w

eek.  

[C
h

in
ese stu

d
en

ts learn
 ab

o
u

t] th
eir 

o
w

n
 cu

ltu
re, an

d
 th

e fam
ily feels 

th
at th

eir cu
ltu

re is b
ein

g
 ackn

o
w

l-
ed

g
ed

 in
 th

e sch
o

o
l.…

  A
n

d
 th

en
, th

e 
sch

o
o

l alw
ays tries to

 en
co

u
rag

e o
th

er 
cu

ltu
res to

 learn
 C

h
in

ese b
y o

fferin
g

 
m

ayb
e so

m
e b

asic M
an

d
arin

 co
u

rses, 
an

d
 vice versa, b

y o
fferin

g
 En

g
lish

 to
 

o
u

r seco
n

d
 lan

g
u

ag
e learn

ers, to
 o

u
r 

C
h

in
ese p

aren
ts.   

– cu
rren

t Prin
cip

al

Language is a priority and the school m
akes it clear 

to parents that the school expects students to learn 
another culture through language and in turn, to 
appreciate and respect all other cultures.

B
u

ild
in

g
 R

elatio
n

sh
ip

s w
ith

 Fam
ilies

Parents w
ho w

ere interview
ed say they chose the 

school for a variety of reasons including the SEI 
program

, the location, and because of the presence 
of the C

hinese culture, w
hich parents of C

hinese-
descent w

ant their children to know
.

W
h

en
 w

e cam
e h

ere, w
e d

id
n

’t kn
o

w
 

th
e A

m
erican

 ed
u

catio
n

 system
 an

d
 

h
o

w
 to

 ch
o

o
se a sch

o
o

l.  W
e live in

 
C

h
in

ato
w

n
 an

d
 th

is sch
o

o
l is h

ere n
ear 

m
y h

o
u

se, so
 I ch

o
se th

is sch
o

o
l.   

–  Im
m

ig
ran

t p
aren

t o
f stu

d
en

t  
in

 SEI p
ro

g
ram

Th
ere are M

an
d

arin
 classes, w

h
ich

 n
o

t 
m

an
y sch

o
o

ls h
ave, an

d
 th

ey celeb
rate 

C
h

in
ese N

ew
 Year an

d
 cu

ltu
re in

 th
is 

sch
o

o
l.  Th

e kid
s h

ave th
e o

p
p

o
rtu

n
ity 

to
 see it an

d
 feel it.  I th

in
k th

at is 
m

o
st im

p
o

rtan
t…

.W
e are im

m
ig

ran
ts 

an
d

 w
e fo

llo
w

 C
h

in
ese trad

itio
n

s in
 

d
aily life an

d
 it’s g

o
o

d
 fo

r th
e kid

s to
 

learn
 it in

 sch
o

o
l as w

ell.  Paren
ts d

o
n

’t 
alw

ays h
ave th

e tim
e o

r kn
o

w
led

g
e to

 
teach

 ch
ild

ren
 ab

o
u

t C
h

in
ese h

isto
ry.   

– Paren
t o

f C
h

in
ese-A

m
erican

 Stu
d

en
t

The SEI teachers and parents said that parents of 
ELL students feel com

fortable and w
elcom

e at the 
school.  Both partly attributed this good relation-
ship to the strength of the school com

m
unity and 

their ability to com
m

unicate in the C
hinese dialects 

of their parent com
m

unity.  Teachers m
entioned 

adjusting their scheduling to fam
ilies’ convenience 

– for exam
ple m

eeting on M
ondays w

hen m
any 
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School students.  Boston C
hinatow

n N
eighborhood 

C
enter (BC

N
C

) is a w
ell-established fam

ily-centered 
organization in the com

m
unity, originally form

ed by 
parents and com

m
unity leaders to have a voice in 

the design of the Q
uincy School com

plex in 1969 
(Boston C

hinatow
n N

eighborhood C
enter, 2011).  

B
o

sto
n

 C
h

in
ato

w
n

 N
eig

h
b

o
rh

o
o

d
 

C
en

ter is really g
reat ab

o
u

t creat-
in

g
 p

ro
g

ram
s sp

ecifi
cally fo

r En
g

lish
 

lan
g

u
ag

e learn
ers.  O

n
e o

f th
e d

irec-
to

rs h
as started

 a m
en

to
rin

g
 p

ro
g

ram
 

b
etw

een
 stu

d
en

ts at th
e u

p
p

er sch
o

o
l 

w
h

o
 w

ere En
g

lish
 lan

g
u

ag
e learn

-
ers an

d
 h

ad
 im

m
ig

rated
 to

 th
e U

S in
 

elem
en

tary sch
o

o
l an

d
 p

air[ed
] th

em
 

u
p

 w
ith

 …
 th

e fo
u

rth
-g

rad
ers recen

tly 
im

m
ig

rated
 to

 th
e U

n
ited

 States w
h

o
 

are still learn
in

g
 En

g
lish

.   
– C

ity C
o

n
n

ects co
o

rd
in

ato
r

The location of the school m
akes it possible to con-

nect C
hinese-speaking ELL students to program

s 
w

here their native languages are being spoken 
because of the proxim

ity of all these com
m

unity 
resources.  

A
s a com

m
unity school, the building space has tra-

ditionally been shared w
ith com

m
unity program

s.  
South C

ove H
ealth C

enter, a m
edical clinic that 

em
ploys M

andarin, C
antonese, V

ietnam
ese, and 

Toisanese speaking health care w
orkers, shares the 

building w
ith the Q

uincy School.  Serving the C
hi-

natow
n com

m
unity and beyond, the health center 

contributes to the Q
uincy School as a m

ulti-service 
center for C

hinese residents.  D
uring afterschool 

hours, tw
o of the m

ore than eight different after-
school program

s in w
hich Q

uincy students partici-
pate operate in the Q

uincy School building.

C
h

u
n

g
 W

ah
 A

cad
em

y.  The founders’ goal w
as 

to enhance the quality of life of the C
hinatow

n 
com

m
unity through education.  M

any im
m

igrant 
parents need to w

ork and thus need afterschool 
care for their children.  The C

hung W
ah A

cad-
em

y provides academ
ic support, especially w

ith 
hom

ew
ork.  The original idea w

hen the organiza-
tion began in 1999-2000 w

as to teach C
hinese 

language and culture, but as they grew
 and also 

realized that students needed help w
ith their 

hom
ew

ork, the A
cadem

y form
ed a partnership and 

m
oved to the Q

uincy School in SY
2005.  A

ccord-
ing to a representative, the key is to create a safe 
and nurturing environm

ent that allow
s students 

to focus.  M
any form

er and current Q
uincy staff 

w
ork at the program

, w
hich provides continuity for 

students w
ho attend the Q

uincy School during the 
regular school day.  A

bout 120 of the students at 
the Q

uincy School attend C
hung W

ah, w
hich also 

offers classes on Saturday.  

R
ed

 O
ak (B

C
N

C
).  The Red O

ak afterschool 
program

 is one elem
ent of BC

N
C

, w
hich w

orks 
w

ith fam
ilies to provide m

ultiple services that 
connect all ages to appropriate services from

 pre-
school through adult education.  Red O

ak is an 
EEC

 licensed afterschool program
 for school aged 

students 5-13 that serves about 100 students, 
approxim

ately 85 of w
hom

 are from
 the Q

uincy 
School and about 25%

 of w
hom

 are ELL students.  
The program

 uses a holistic approach, w
ith tim

e for 
activities that offer enrichm

ent and build students’ 
capacity w

ork together as w
ell as for hom

ew
ork 

and studying.  The program
 aim

s to help ELL stu-
dents in a num

ber of w
ays by providing:

hom
ew

ork, w
hich especially supports parents 

w
ho are w

orking, in school or learning English 
them

selves

parents

students and stronger speakers 

Three or four group leaders, w
ho are also m

entored 
by Q

uincy teachers, speak C
antonese or M

andarin, 
w

hich is helpful in com
m

unicating w
ith parents and 

w
orking w

ith students.  The team
 discusses each in-

dividual student’s academ
ic and social progress, and 

they com
pare notes w

ith teachers w
hen they m

eet.

IN
 D

EPTH:
  

Connecting Students and Fam
ilies to Com

m
unity Partners

The com
m

unity partnerships of the Q
uincy School are m

axim
ized by w

orking w
ith another key 

partner, C
ity C

onnects.  C
ity C

onnects (form
erly Boston C

onnects), w
hich the school began 

w
orking w

ith at the start of SY
2008, brings a system

atic, evidence-based approach to student 
support.  A

t the beginning of each school year, the tw
o C

ity C
onnects coordinators at Q

uincy 
guide all teachers through a w

hole class student by student review
 to identify the academ

ic, 
social, em

otional, and health needs of each individual student.  D
uring the review

 process, 
the teacher and C

ity C
onnects coordinator designate a tier of either 1 (no risk), 2A

, 2B, or 3 
(intense risk).  A

t the end of the year, the teachers and coordinators com
plete another w

hole-
class review

 to see w
hether a student’s risk assessm

ent has changed.  

Based on the review
, each student has a support plan w

ith a tailored m
ix of services and 

enrichm
ent based on the needs of the student.  Som

e elem
ents of a student support plan are 

based at the school during the school day, such as student support team
s, w

hich also bring in 
com

m
unity partners, such as consultants from

 Tufts Psychiatry, w
hile others extend beyond the 

school day.  A
ccording to an adm

inistrator, the process allow
s adm

inistrators to “take these 
concerns off teachers’ plates” by providing additional support w

hich helps teachers focus on 
teaching and learning.  The C

ity C
onnects coordinators also act as bridges for enrichm

ent and 
support betw

een the school, parents, and com
m

unity organizations for afterschool and w
eek-

end program
s.  The coordinators m

aintain relationships w
ith contact people from

 the different 
school-based and out-of-school organizations and, in turn, connect fam

ilies to these agencies.

Evaluation reports have show
n that the approach is particularly effective for ELL students.  For 

exam
ple, in literacy w

here ELL students exhibited the greatest literacy outcom
es, ELL third 

graders at schools participating in C
ity C

onnects achieved sim
ilar report card scores as already 

proficient students in non-C
ity C

onnects schools (Boston C
ollege, 2009).  Though not yet the 

topic of evaluation, one reason for the success of C
ity C

onnects w
ith ELL students m

ay be that 
the intervention system

atically addresses each child and for ELL students there m
ay be m

ore 
barriers in term

s of language and culture that keep ELL students from
 accessing services and 

enrichm
ent.  The infrastructure of C

ity C
onnects low

ers these barriers by enabling trained 
coordinators to connect fam

ilies and students to an array of supports from
 enrichm

ent to find-
ing an A

sian counselor.  This process ultim
ately helps students and fam

ily figure out “how
 to 

do school.”  C
ity C

onnects, a Boston com
m

unity partner, enhances C
hinatow

n neighborhood 
and other com

m
unity partners by connecting students to com

m
unity opportunities.
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   Them
e 2:  Leadership for Collaboration 

w
ith a Focus on Language D

evelopm
ent

O
ver tim

e, the teaching staff developed a deep 
understanding of language developm

ent and the 
developm

ent of academ
ic language.  To under-

stand how
 the staff developed their understand-

ing requires an exploration of both the process of 
shifting teachers’ m

indset about how
 they w

ork 
together and the w

ays in w
hich they gain content 

know
ledge.  M

ore than just providing professional 
developm

ent, the Principal created structures and 
habits that m

ade it safe for teachers to collabora-
tively exam

ine their practice and apply their learning 
to im

prove their practice.

W
h

o
le-Sch

o
o

l Stru
ctu

res fo
r R

o
b

u
st Pro

fes-
sio

n
al C

o
llab

o
rative C

u
ltu

re

K
ey school structures including a representative 

Instructional Leadership Team
 (ILT) and grade level 

m
eetings (G

LM
s) allow

ed for clear decision-m
aking 

and com
m

unication during the study period.  A
 

com
plem

entary School C
ulture C

om
m

ittee has also 
been operating since around SY

2006 to ensure 
a safe environm

ent for students and teachers.  
These structures helped the school build a profes-
sional collaborative culture w

hich, in turn, allow
ed 

the school to engage in essential topics such as 
language developm

ent.  Led by the Principal, in 
the years prior to and during the study period, the 
staff engaged in a cycle of learning about language 
acquisition and key instructional practices for dif-
ferentiating instruction for both ELL and English 
proficient students.  Relevant learning in a collab-
orative setting unified the school staff in adapting 
practice to align w

ith the vision of educating the 
w

hole child.

A
s w

as the case during the study period, all teach-
ers have planning and developm

ent tim
e w

hile 
their students have specialty classes (sw

im
m

ing, art, 
com

puters, science, and M
andarin).  O

nce a w
eek, 

com
m

on planning tim
e is used for official G

rade 
Level M

eetings (G
LM

s), w
hich include all SEI and 

general education teachers from
 the grade.  The 

ILT shapes the agenda of the G
LM

s and there are 
clear lines of com

m
unication from

 the G
LM

s to the 
ILT.  D

uring G
LM

s teachers typically use protocols 
for Looking at Student W

ork (LA
SW

), score w
riting 

w
ork together, or look at w

riting prom
pts.  Topics 

of discussion m
ay include w

hether a piece of w
ork 

should be scored at  a 2 or a 3 on the w
riting rubric 

or w
hat a prom

pt did or did not elicit and w
hy.  In 

som
e years, such as during the tim

e teachers w
ere 

undertaking and applying lessons from
 the 4-C

at-
egory Trainings in SY

2006 and SY
2007, tim

e w
as 

spent in study groups on a focus area such as topic 
developm

ent in w
riting. 13  

The ILT and G
LM

s becam
e institutionalized struc-

tures w
hich continue to guide the current w

ork of 
the school.  

[Th
e g

rad
e team

s] are tellin
g

 [th
e ILT] 

th
at w

e n
eed

 m
o

re tim
e fo

r teach
ers 

to
 lo

o
k at o

u
r d

ata, to
 an

alyze th
e 

d
ata, to

 sp
en

d
 m

o
re tim

e to
 co

m
e u

p
 

w
ith

 id
eas o

f h
o

w
 to

 u
se o

u
r reso

u
rces 

to
 m

ake th
in

g
s w

o
rk.…

  W
e w

an
t to

 
sp

en
d

 tim
e fo

cu
sin

g
 o

n
 h

o
w

 to
 lo

o
k 

at stu
d

en
ts’ w

o
rk an

d
 u

sin
g

 th
e d

ata.  
W

e also
 n

eed
 to

 h
ave m

o
re train

in
g

 
o

n
 h

o
w

 to
 u

se d
ifferen

t m
ean

s to
 

m
ake th

e in
stru

ctio
n

 [h
elp

fu
l to

 every] 
stu

d
en

t.   
– cu

rren
t Prin

cip
al 

In addition to G
LM

s, m
ost teachers eat lunch to-

gether daily and plan lessons together during com
-

m
on planning tim

e.  The “open space” classroom
 

design also gives teachers opportunities to interact 
during class periods.  W

hen new
 teachers arrive 

veteran teachers take on a “nurturing neighbor” 
role in offering support.

IN
 D

EPTH:
  

Instructional Leadership to Engage Staff in D
eep Exam

ination of Practice 
C

reatin
g

 Stru
ctu

res an
d

 B
u

ild
in

g
 B

u
y-in

U
pon her arrival in 1999, the form

er Principal restructured the Instructional Leadership Team
 

(ILT) to include tw
o teachers from

 each grade level representing the bilingual (now
 SEI), special 

education, and specialist staff.  The team
 focused on literacy, m

ath, and their intersections, 
because even for m

ath concepts, language acquisition plays a key role in com
prehension for 

English language learners.  The Principal led the ILT in looking at data and setting the agendas 
for the G

rade Level M
eetings (G

LM
s).  She also facilitated G

LM
s w

ith the ILT teachers until 
teachers w

ere ready to proceed on their ow
n.  

O
ver tim

e I b
u

ilt u
p

 p
ro

fessio
n

al d
evelo

p
m

en
t fo

cu
sin

g
 o

n
 lan

g
u

ag
e d

evelo
p

-
m

en
t …

 fo
r every sin

g
le teach

er, n
o

t ju
st b

ilin
g

u
al teach

ers…
 u

n
less teach

ers 
are co

n
fi

d
en

t, an
d

 feel safe to
 exam

in
e an

d
 q

u
estio

n
, kid

s are n
o

t g
o

in
g

 to
 

[eith
er]…

 I w
an

ted
 th

ere to
 b

e a ch
ild

 fo
cu

s, a p
ro

fessio
n

al learn
in

g
 co

m
m

u
-

n
ity, an

d
 sh

iftin
g

 th
at cu

ltu
re is th

e m
o

st im
p

o
rtan

t p
iece.  W

ith
o

u
t th

at, yo
u

 
can

n
o

t h
ave p

eo
p

le learn
.     

– fo
rm

er Prin
cip

al

The goal w
as to have teachers w

ho w
ere intellectually engaged, understood how

 to go 
beyond superficial analysis of data and really look at student w

ork, w
anted to learn, and w

ere 
not afraid to open up their practice (approxim

ately three years). 

C
u

ltivatin
g

 a D
isp

o
sitio

n
 fo

r Teach
er Learn

in
g

Through a partnership w
ith N

ortheastern U
niversity’s U

rban Teacher Program
, teachers earned 

vouchers for having a student teacher in their classroom
s. U

sing all of the vouchers, three 
courses each in m

ath and literacy w
ere offered for graduate credit. A

fter 80%
 of teachers par-

ticipated, SEI and regular education teachers w
ere open to participating in 4-category training.   

I knew
 that b

efo
re the state m

an
d

ated
 the 4-Categ

o
ry train

in
g

 th
at all teach-

ers n
eed

 to have a d
eeper u

n
d

erstand
in

g o
f lang

u
age develo

pm
en

t, regard-
less of w

hat classroom
 they are in.  So m

y vision and goal for the school h
as 

alw
ays been

, ‘W
ou

ldn
’t it b

e g
reat if every sing

le teach
er h

as th
at un

d
er-

stan
ding

? ’…
  A

nd
 th

e b
est th

ing
 is that you

 h
ave eno

u
g

h
 p

ractices an
d

 stru
c-

tures across the w
hole schoo

l so
 that students are not confused and you do

n’t 
lose learning tim

e.  A
nd

 it took a long tim
e to co

nvince teachers that they 
need

 to let g
o, an

d
 lo

o
k at w

hat are so
m

e o
f w

h
at w

e call ‘no
n

-n
ego

tiab
les’. 

– fo
rm

er Prin
cip

al

Q
uincy teachers and leadership continue to talk about the non-negotiables in their class-

room
s.  These practices and others are discussed in depth in the Them

e 3:  D
edicated Teachers 

W
ho K

now
 W

hat W
orks in the C

lassroom
 section.
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In
teg

ratin
g

 Learn
in

g
 in

to
 Practice

The school leadership, structures, and culture all 
encouraged teacher learning and supported teach-
ers in m

aking changes to their practice as a result of 
their learning.  The integration of theory (in form

al 
professional developm

ent, graduate classes, and 
study groups) w

ith practice (through collaboration 
during G

LM
s) allow

ed w
illing teachers to go deeper 

into the concepts and ask real question about how
 

students learn.  

C
ategories 1, 2, and 4 of the 4-C

ategory Training 
w

ere offered to the w
hole staff around SY

2005 and 
SY

2006 through the services available from
 the BPS 

O
ffice of English Language Learners.  A

 m
ajority of 

all teachers (~
80%

 according to the form
er Princi-

pal) participated.  G
raduate credit w

as available for 
som

e com
ponents, w

hich allow
ed the facilitators 

to push teachers to read the literature and reflect 
in w

riting on w
hat they w

ere learning and how
 

it shaped their practice, in turn leading teachers 
deeper into the concepts.  Teachers, the form

er 
Principal, and the provider of the trainings spoke of 
several key practices – m

any w
hich are exam

ples of 
practices recom

m
ended by the Sheltered Instruction 

O
bservation Protocol (SIO

P) – they believe im
proved 

or shifted as a result.  

  Figure 3.1.  M
atrix of Professional Developm

ent and Collaboration 

 

 

 

G
rade Level Team

 
Collaboration 

ILT and Coach 
Support for G

rade 
Team

 Leaders 

Reading Study 
G

roups and 
Lesson Study 

W
hole School  

4-Category 
Training 

D
evelo

p
in

g
 H

ig
h

er O
rd

er Th
in

kin
g

 an
d

 Literacy

-
ponent parts of reading, speaking, listening, 
and w

riting to integrating the “big them
es” of 

literacy (questioning, understanding, thinking, 
and generating ideas) across content areas

and engage students in inquiry

Effective In
stru

ctio
n

al Plan
n

in
g

 an
d

 Practice

-
ing both on the content areas as w

ell as the 
structures of the English language, rather than 
“dum

bing dow
n” content 

clarify, not sim
plifying curriculum

N
u

an
ces o

f Lan
g

u
ag

e D
evelo

p
m

en
t an

d
  

D
evelo

p
m

en
t o

f A
cad

em
ic Lan

g
u

ag
e

know
ledge 

“m
any” that control for inference

Som
e teachers also note that although som

e of the 
practices w

ere already part of their repertoire, the 
tim

e and space to review
 best practices and reflect 

during G
LM

 tim
e furthered their understanding 

and ability to im
plem

ent those practices.  The ILT 
plays a continued role in m

aintaining a sustained 
focus on key practices.  D

uring SY
2006-SY

2009, 
for exam

ple, the ILT conducted learning w
alks at all 

grade levels, w
here m

em
bers of the ILT observed 

classroom
s together and discussed w

hat they saw
, 

to identify and share best practices.  O
ne result w

as 
renew

ed focus on increasing the use of academ
ic 

language to support vocabulary developm
ent.  

IN
 D

EPTH:
  

Sam
ple School Professional D

evelopm
ent Plan  

(Quincy Elem
entary School Archive, 2003)

The follow
ing is the list of focus areas from

 the Q
uincy School’s professional developm

ent 
calendar included in the SY

2004 W
hole School Im

provem
ent Plan (W

SIP).  G
rouping structures 

ranged from
 w

hole school to grade level team
s to other teacher groups and w

ere facilitated by 
coaches, bilingual and general education teachers, the Principal, and ILT m

em
bers.  A

ccording 
to m

ultiple m
em

bers of the Q
uincy staff, w

ork done in the years prior to SY
2006-2009 laid the 

foundation for the school’s practices in educating ELL and non-ELL students.  

 
and prom

ote understanding
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   Them
e 3:  D

edicated Teachers W
ho Know

 
W

hat W
orks in the Classroom

The understanding of language developm
ent, 

academ
ic language, and the elem

ents of literacy 
developed through professional learning w

ere 
m

anifest in the classroom
 and school culture.  

Q
uincy staff 14 often expressed that m

uch of good 
SEI/ESL teaching for ELL students is sim

ply good 
practice:  having clear objectives and expectations, 
pre-teaching, creating tim

e for academ
ic talk, expo-

sure to rich literature, using all four m
odalities, and 

providing visuals.  Teachers m
ake the effort to know

 
their students and figure out the w

ays each student 
learns best.  

W
ithin the paradigm

 of considering the needs of 
the individual child, there w

ere specific practices 
that supported ELL students.  M

oreover, several 
Q

uincy staff pointed out that in an urban school, 
“good teaching for ELL students is good teaching 
for all,” because of the high num

ber of low
-incom

e 
students w

ho are native English speakers, but 
still lack exposure to and practice w

ith academ
ic 

language.  For exam
ple, w

hile oral language de-
velopm

ent is a key focus for ELL students in early 
grades, native English speakers also benefitted 
from

 focused attention on oral academ
ic language, 

w
hich prepared students for w

riting.  The Readers’ 
and W

riters’ W
orkshop m

odel created opportunities 
to both elicit student ideas and m

odel how
 those 

ideas translate into academ
ic language.  Through 

our on-site data collection, in w
hich 14 classroom

 
observations w

ere conducted in Spring 2011, w
e 

noted that m
any of the instructional practices for 

ELL students described in our interview
s w

ere still 
prom

inent in m
ost classroom

s – not only  SEI class-
room

s predom
inantly for ELL students but also gen-

eral education/special education classroom
s w

ith 
few

er ELL students.  In this section w
e focus on 

practices that w
ere m

entioned m
ultiple tim

es and in 
a com

bination of at least tw
o of the follow

ing:  in 
interview

s about SY
2006-SY

2009, in professional 
developm

ent docum
ents from

 before and during 
the study period, and in SY

2011 observations.

H
ig

h
 Exp

ectatio
n

s th
ro

u
g

h
 C

o
m

m
o

n
  

C
u

rricu
lu

m
 an

d
 Ped

ag
o

g
y

A
t each grade level, Q

uincy students learn the sam
e 

curriculum
.  The units have com

m
on objectives 

and vocabulary and all students experience rich 
literature, no m

atter w
hat their reading levels.  The 

curriculum
 is typically also organized by them

es 
(i.e., at the K

indergarten level:  going to school, 

com
m

unity, etc.) w
hich are aligned to w

hat the 
general education classroom

s do, though SEI teach-
ers m

ight choose different books.  K
ey practices 

such as turn and talk and oral storytelling allow
 

student at all levels to engage.  

The W
orkshop m

odel of teaching is used in all 
grades and classroom

s, including SEI classroom
s.  

The m
odel provides a com

m
on approach to 

pedagogy and creates a focus on w
riting.  The 

m
odel involves a cycle of a 15-m

inute m
ini-lesson 

on the rug, sm
all-group assignm

ent or discussion, 
independent w

ork, large-group tim
e to present to 

peers and get feedback/critique, and revision.  A
s 

one teacher said, “students need to read their ow
n 

w
riting.”  Regardless of a student’s level, students 

have to apply the sam
e literacy strategies, though 

there are m
odifications for students at early English 

proficiency levels.  For exam
ple, w

hile storytelling 
m

ight start in C
hinese and w

ith draw
ing, the key 

is that students tell their ow
n story and then start 

to w
rite in English.  Interview

ees report that the 
m

odel benefits ELL students by providing m
ore tim

e 
to interact using English.  The teacher can observe 
responses of students and give additional attention 
to those w

ho need it.  A
dditionally, other classes 

or parents are often invited to publishing parties 
(~

m
onthly) for student books, papers, and journals.  

In the curriculum
 and w

orkshop m
odel, teach-

ers create constant exposure and opportunities 
for students to use, see, and w

rite w
ith academ

ic 
language.  A

 set of “non-negotiable” practices 
expected across classroom

s are agreed upon by the 
staff.  These include:

 
or folder

A
s grade level team

s w
ork to design their ow

n 
curriculum

 and lessons, they develop the capac-
ity of their ow

n team
 m

em
bers to share com

m
on 

practices.  

IN
 D

EPTH:
  

Teacher Reflection on the Collaborative Lesson Planning  
(Office of English Language Learners Archive, undated)
“Just as w

e have been speaking of the im
portance to give students tim

e to practice w
hat 

w
e w

ant them
 to learn, it w

as such a rew
arding experience to practice creating lessons as a 

grade level team
.  Sitting together, w

e realized how
 im

portant the language included in the 
lessons w

as in order for students to follow
 along clearly.  W

e kept stopping ourselves to ask 
the follow

ing questions:

1. Is the language included explicit enough?

2. H
ave w

e thought about w
hat types of visual artifacts w

e could include to further explain 
vocabulary being taught?

3. If the instructions and language is explicit for English Language Learners, are w
e “dum

b-
ing” dow

n for the m
ore proficient students?

H
aving this tim

e to plan w
as so valuable.  H

ow
 can w

e create m
ore planning tim

e like this 
m

ore consistently throughout the school year?”  

Flexib
ility to

 Scaffo
ld

 an
d

 D
ifferen

tiate w
ith

in
 

th
e Sh

ared
 Fram

ew
o

rk

W
hen speaking about best practices for teach-

ing ELL students, the teachers spoke about the 
im

portance of flexibility.  The teacher’s role is to 
determ

ine w
hat each student needs to access the 

curriculum
 and to then provide those supports.  The 

process begins w
ith pre-testing or using data to 

determ
ine a student’s reading level and fluency and 

then place the student into the appropriate group.  
W

hile still w
orking from

 w
ithin the established 

fram
ew

ork, it is im
portant to go from

 the student’s 
level and interest and m

ove on from
 there.  A

s one 
SEI teacher said, “W

hatever curriculum
 w

e get, it 
doesn’t m

atter; as long as w
e can adapt and scaf-

fold, w
e’ll teach the standards in the fram

ew
orks.  

O
ur end goal is clear.” 

In all classes, the goal is to address the student’s 
level by scaffolding.  Teachers are cognizant of the 
students’ M

EPA
 levels and differentiate appropri-

ately.  Teachers report that there is relatively m
ore 

m
odeling and guided exploration and less indepen-

dent w
ork in the SEI classroom

s, w
hich they know

 
from

 sharing practice in G
rade Level M

eetings.  For 
exam

ple, in one assignm
ent, students at low

er 
M

EPA
 levels m

ight copy a definition, w
hile students 

at higher M
EPA

 levels w
ould be expected to put it 

into their ow
n w

ords; how
ever w

ithin the lesson 
all students w

ould be expected to m
ake connec-

tions to their ow
n ideas.  To support ELL students 

in expressing their ow
n ideas, SEI classes tend to 

use m
ore graphic organizers to help students show

 
and organize w

hat they know
.  Teachers report 

that activities using physical m
ovem

ent also help 
m

any ELL students learn and that sim
ple songs w

ith 
rhythm

s, repetition (w
ith he, she, for exam

ple), 
and pictures are all key strategies at early English 
proficiency levels.  

C
lasses typically have a dynam

ic range of English 
proficiency levels.  N

o m
atter w

hat the levels of the 
students are, everyone has a task and the expecta-
tion of all is the sam

e.  The level of their w
ork m

ay 
depend on w

here they are, but they are expected to 
grow

 and learn.



28 
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools 
29

O
n

e th
in

g
 I feel m

akes o
u

r p
ro

g
ram

 
so

 su
ccessfu

l is w
e h

ave th
e fl

exib
ility 

to
 g

o
 fro

m
 w

h
ere th

e kid
s n

eed
…

  If 
th

e kid
s can

 start w
ritin

g
, I let th

em
 

d
o

 th
e w

ritin
g

.  Th
ey can

 read
?  G

o
 

ah
ead

 an
d

 read
.  B

u
t fo

r th
o

se kid
s 

w
h

o
 are still learn

in
g

 th
e [alp

h
ab

et], 
fi

n
e, w

e’ll d
o

 th
e sam

e b
o

o
k, b

u
t th

ey 
h

ave to
 id

en
tify th

e letters in
 th

at text 
b

y lo
o

kin
g

 at th
e p

ictu
res.  I m

ean
, th

is 
is th

e fl
exib

ility th
at w

e all h
ave.  It’s 

th
e sam

e th
in

g
 w

ith
 th

e W
riters’ an

d
 

th
e R

ead
ers’ W

o
rksh

o
p

.  I’m
 d

o
in

g
 it 

m
y w

ay.   
– SEI Teach

er

There is an elem
ent of trial and error in figuring out 

w
hat w

orks w
ith an individual or group of students.  

Teachers draw
 upon their experience and that of 

their colleagues in choosing from
 an array of prac-

tices that they use in their classroom
s.  For exam

ple, 
at low

er English proficiency levels, typically in the 
early grades, repetition to internalize patterns in 
the English language is a key strategy.  By chanting 
songs in a K

indergarten class, students w
ho m

ay 
not even be fam

iliar w
ith the concept of the alpha-

bet learn phonics.  

A
t all levels of English proficiency, teachers focus 

on creating context for student understanding and 
skill developm

ent.  Teachers rem
ind them

selves to 
assum

e students are learning som
ething for the 

first tim
e and design lessons to build students’ 

background know
ledge.  Scaffolding applies to the 

building of content know
ledge as w

ell as to teach-
ing key skills – such as w

riting, a skill w
hich is often 

the last to com
e both for ELL students and native 

English speakers.  For exam
ple, w

riting a biography 
of a fam

ous A
m

erican starts w
ith a chart for gath-

ering inform
ation, a prom

pt to w
rite tw

o sentences, 
then a paragraph and then by the end students 
build to w

riting a three-paragraph biography.  

Lessons consistently engage all senses and include 
visuals, sound, hands-on activities, and m

ove-
m

ent.  In classroom
s labeled posters and w

ord w
alls 

reinforce the use of academ
ic language.  Lessons 

are also structured to allow
 tim

e for students to ac-
cess the m

aterial in all language m
odes:  listening, 

speaking, reading, and w
riting.  Reading strategies 

by grade, questioning techniques, and m
odels of 

peer interaction such as turn and talk and pair w
ork 

are used consistently across classroom
s.  

Strateg
ic U

se o
f Stu

d
en

ts’ First Lan
g

u
ag

e  
an

d
 C

u
ltu

re

The Q
uincy School succeeds in m

aking the clim
ate, 

curriculum
, and com

m
unity gatherings to be cultur-

ally relevant for C
hinese students.  The school build-

ing is replete w
ith C

hinese them
es, from

 greenery 
to lighting to artifacts from

 school plays decorating 
the principal’s office.  C

hinese festival and cultural 
celebrations such as Fall Feast and C

hinese N
ew

 
Year are celebrated w

ith fam
ilies and assem

blies 
throughout the year.  

A
s noted in the exam

ple of using C
hinese story-

telling to help an early ELP student express ideas 
that lead to w

riting, C
hinese is used strategically to 

build bridges to English language developm
ent and 

literacy.  Teachers said it is helpful to know
 C

hinese 
language and culture w

hen trying to understand-
ing w

hy a student m
ight express an idea in a 

certain w
ay. 15  

By third grade, m
ost ELL students have reached 

som
e level of English fluency, though C

hinese lan-
guage is still used to define term

s w
hen appropri-

ate.  O
ne teacher gave an exam

ple from
 a past class 

nearing proficiency.  

O
n

e year w
e’re d

o
in

g
 vo

tin
g

 o
n

, 
“W

h
at is yo

u
r favo

rite ice cream
?  D

o
 

yo
u

 like to
 eat g

arlic ice cream
?” M

y 
en

tire class raised
 th

eir h
an

d
.  Th

en
 

tran
slatio

n
 is n

eed
ed

, b
ecau

se I kn
o

w
 

th
at th

ey o
n

ly h
ear ice cream

, th
ey 

d
id

n
’t h

ear g
arlic.…

  W
h

en
 I say [“g

ar-
lic” in

 C
h

in
ese] …

 th
ey say, “Ew

w
!” 

…
  It seem

s like an
 everyd

ay w
o

rd
, b

u
t 

if yo
u

 are a seco
n

d
 lan

g
u

ag
e learn

er, 
w

h
at d

o
 yo

u
 kn

o
w

 ab
o

u
t g

arlic?  N
o

 
o

n
e ever u

sed
 th

e w
o

rd
 g

arlic in
 th

e 
sch

o
o

l o
r at h

o
m

e.  So
 th

at a situ
atio

n
 

like th
is, w

e d
o

 n
o

t say, “O
kay, let’s g

o
 

p
ick u

p
 th

e d
ictio

n
ary.”  R

ig
h

t aw
ay, 

w
e ju

st tran
slate it.  It really h

elp
s 

save so
 m

u
ch

 tim
e.  I kn

ew
, “O

kay, 
yo

u
 m

isu
n

d
ersto

o
d

 th
at.  Th

at’s n
o

t 
w

h
at I m

ean
.  Th

is is w
h

at I m
ean

t in
 

C
h

in
ese.” 

– SEI Teach
er

Teachers em
phasized that vocabulary developm

ent 
through decoding context clues is also an im

portant 
skill, but it is best w

hen used w
ith certain vocabu-

lary in the appropriate situation.

IN
 D

EPTH:
  

Teacher Reflection on Building Academ
ic Language  

(Office of English Language Learners Archive, undated)
“Just this past year, I have gotten better at schem

a building.  This strategy is crucial for lan-
guage developm

ent for English Language Learners.  Schem
a building provides the appropriate 

academ
ic or form

al vocabulary that the students are struggling to grasp and retain.  U
sing 

their native language English Language Learners can often explain in great detail w
hat is hap-

pening in a given situation or sum
m

arize their thoughts, how
ever, these students are using 

language and vocabulary that is fam
iliar and accessible to them

.  A
s a teacher, giving them

 
the “replacem

ent” vocabulary brings students vocabulary from
 a tier one to a tier tw

o.  Every 
tim

e a child shares inform
ation in class, a teacher has the opportunity to create a m

eaning-
ful conversation and learning opportunity to increase and develop their language.  W

hen m
y 

students are sharing out inform
ation in class, I use this tim

e to paraphrase their responses and 
then record it on an anchor chart, but w

ritten in academ
ic language.  This w

ay, the student’s 
thinking is still present, yet it is transform

ed into grade level appropriate language.”

C
   Conclusions and Lessons  
for O

ther Schools

C
ase studies have the advantages of providing 

m
ultiple perspectives on a context or organization, 

rich description of practice, and inform
ation for 

discussion and learning.  The story of the Q
uincy 

School is unique to Q
uincy, because of its location, 

history, players, and circum
stances.  H

ow
ever, this 

case study described practices that m
ay be “tried 

on” by other schools through adaptation and 
refinem

ent to their ow
n contexts.  The key practices 

identified in this in depth analysis of the qualitative 
data collected from

 the school include:

The school is integrated into the  
surrounding com

m
unity and staff  

understand students’ culture

Situated in the C
hinatow

n com
m

unity, the Q
uincy 

School’s significant proportion of staff of C
hinese 

descent supports the positive cultural identity of 
C

hinese students.  A
s an SEI Language Specific 

school, Q
uincy C

hinese teachers can draw
 upon 

their ow
n experiences and know

ledge of C
hinese 

language to accelerate students’ acquisition of 
literacy in the English language.  The school also 

has the advantage of being a resource for C
hinese 

fam
ilies.  The cultural com

petence found in this 
school has im

plications for other schools:

m
ore resources on understanding one culture 

and language

w
ith quality, allow

s students and teachers that 
are from

 the sam
e culture and speak the sam

e 
language to use L1 strategically w

ithout hinder-
ing the acquisition of English

their educational expectations, both from
 the 

fam
ilies and of the schools, is im

portant to tailor-
ing SEI program

s to student needs.  
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School leadership had both long-term
  

vision and the capacity to build buy-in 
am

ong the staff

The groundw
ork for the school’s success for ELL 

students took leadership w
ith a clear m

ission and 
vision and an understanding that change takes tim

e 
and team

w
ork.  W

hile the teachers at the Q
uincy 

School have alw
ays been dedicated, the com

m
it-

m
ent to w

orking together to learn and im
plem

ent 
new

 practices and instructional approaches elevated 
the level of practice.  Im

plications of these findings 
for school leaders include:

buy-in for a culture of high academ
ic expecta-

tions for all

w
ho deeply understand language developm

ent 
and the developm

ent of academ
ic language 

through category training and the follow
-up 

support to im
plem

ent key practices 

-
tures such as grade level team

s and the tim
e to 

build teacher capacity 

Teachers w
ere provided support to put  

professional learning into practice

The interview
s provided a lens into the develop-

m
ent of ELL instructional practices over tim

e, and 
the SY

2011 observations confirm
ed w

hat teachers 
and adm

inistrators said about the thought put into 
the consistency of instruction across classroom

s and 
over tim

e.  In addition, they use evidence-based 
classroom

 strategies for ELL students such as variety 
of teaching m

odes, student groupings, visuals, ex-
plicit vocabulary developm

ent, and clear classroom
 

routines and procedures to ensure language acqui-
sition.  This school’s consistent im

plem
entation of 

high-quality instructional practices for ELL students 
has im

plications for other schools:

com
bining high quality, focused professional 

developm
ent w

ith the tim
e, space, and incentive 

for teachers to collaborate around how
 to put 

their learning into practice

-
tional practices to support language devel-
opm

ent and the developm
ent of academ

ic 
language 

by the Principal, ILT, and teachers

education students along w
ith collaboration tim

e 
to plan lessons.

The school staff m
ade a com

m
itm

ent to 
educate the w

hole child

A
n education for ELL students and other students 

should go beyond academ
ics and include social 

support services, and opportunities for enrichm
ent.  

School partners such as C
hung W

ah A
cadem

y, Red 
O

ak, Boston C
hinatow

n N
eighborhood C

enter, 
C

ity C
onnects, Tufts M

edical C
enter, and the South 

C
ove H

ealth C
enter support teachers in considering 

each child’s individual needs.  A
fterschool program

s 
and partnerships to bring outside organizations 
into the classroom

 and school space help create 
an environm

ent w
here ELL students and other 

students, along w
ith their fam

ilies, can access 
academ

ic support, adult learning opportunities, 
physical and m

ental health services,  and engaging 
extracurricular experiences.  Im

plications of these 
findings include:

provides partnerships that are neighborhood-
based, of easy geographical and linguistic access.  
A

t the sam
e tim

e, the extension of partnerships 
beyond the im

m
ediate geographic proxim

ity 
opens up opportunities for afterschool clubs and 
activities beyond academ

ic support.  

-
grated w

ith the school curriculum
 through com

-
m

unication w
ith academ

ic teachers can extend 
academ

ic learning.  

-
school and sum

m
er learning opportunities that 

are of interest to ELL students can be im
portant.

socializing and outreach to fam
ilies can advance 

the school’s m
ission.

In sum
m

ary, this case study of the Q
uincy School il-

lustrates the key elem
ents in one school’s journey to 

creating a school culture and institutionalized prac-
tices and structures that support continuous learn-
ing for teachers and prom

ote high achievem
ent for 

its ELL students.  The vision, com
m

itm
ent, and hard 

w
ork, led by strong leaders, resulted in the school 

being identified as the one of tw
o elem

entary 
schools in Boston consistently perform

ing at higher 
than average levels w

ith its ELL students.  

 7  M
ost of the A

sian com
m

unity at Q
uincy is of C

hinese 
descent.  “A

sian” is used to be consistent w
ith the 

race categories of the BPS data used for the study.
8  U

nder Boston’s student assignm
ent plan, the city is 

divided into three geographic “zones” (E
ast, W

est, 
and N

orth) for elem
entary and m

iddle schools.  
Students m

ay apply for:  schools in the zone in w
hich 

they live; schools in other zones if the schools are 
w

ithin their “w
alk zone”; and K

-8 schools cityw
ide.  

T
he assignm

ent algorithm
 prioritizes applicants 

w
ithin a one m

ile “w
alk zone” for elem

entary schools 
and entry for siblings of current students.  

9  T
he data on teacher qualifications com

e from
 the M

A
 

D
epartm

ent of E
lem

entary and Secondary E
ducation 

(http://profiles.doe.m
ass.edu/state_report/teacher-

data.aspx).
10  T

he Q
uincy School has w

orked w
ith C

ity C
onnects 

since SY
2006.  In SY

2012, fifteen Boston Public 
Schools and six Springfield Public Schools are using 
the C

ity C
onnects m

odel of student support, w
hich 

w
as developed at Boston C

ollege.

11  Q
uestion 2 in M

assachusetts w
as part of the U

.S. 
E

nglish m
ovem

ent that spearheaded successful bal-
lot referendum

 initiatives in different states under 
the slogan “E

nglish for the children.” R
eferendum

 
Q

uestion 2 w
as adopted by voters in M

assachusetts 
in N

ovem
ber 2002.  It becam

e law
 as C

hapter 386 of 
the A

cts of 2002 and w
as im

plem
ented in Septem

ber 
2003.  In M

assachusetts, transitional bilingual educa-
tion (T

BE
) program

s w
ere overw

helm
ingly replaced 

w
ith sheltered E

nglish im
m

ersion (SE
I) program

s 
w

hose m
ain purpose is to teach E

nglish language 
acquisition and content instruction at the sam

e tim
e, 

w
ith the goal of transitioning E

nglish L
anguage 

L
earners into regular program

s after one year.  
12  T

he key them
es of this analysis reflect the practices 

occurring during SY
2006-2009, though the analysis 

is based upon interview
 and other data collected in 

SY
2011.  W

hen m
ultiple sources of data – including 

interview
s w

ith current staff m
em

bers w
ho w

ere al-
ready at the school during SY

2006-2009, docum
ents 

from
 the study period, the interview

 w
ith the retired 

Principal from
 SY

1999-2009, and observations 
conducted in SY

2011 – indicate that current practice 
is consistent w

ith practice during SY
2006-2009, the 

present tense is used.  
13  In the past, the staff has used the C

ollaborative 
C

oaching and L
earning (C

C
L

) m
odel in study 

groups.  C
C

L
 w

as a Boston Plan for E
xcellence 

initiative w
hich began in the early 2000s (for m

ore 
inform

ation see http://w
w

w.bpe.org/schools/ccl).  By 
SY

2011, C
C

L
 coaches w

ere no longer supported 
because of budget decisions.

14  T
he Q

uincy School staff m
em

bers are hired accord-
ing to district policies.  In BPS, applicants are able 
to apply to posted positions in specific schools and 
subject areas.  T

he application and hiring process is 
centralized, though principals (and in som

e cases, a 
school leadership or hiring com

m
ittee) typically have 

input once district eligibility requirem
ents are m

et.
15  T

he im
portance of students’ native language applies 

not only to students w
ho speak C

hinese; according to 
the current Principal.  A

s the population has recently 
changed, w

ith m
ore L

atino students enrolling at the 
school, at least one teacher w

ho speaks Spanish has 
been hired.



Learning from
 C

onsistently H
igh Perform

ing and Im
proving Schools for English Language Learners in Boston Public Schools 

33

C
H

A
P

T
E

R

A
   School Context

The Sarah G
reenw

ood School (SG
S) is a preK

-8 
school in D

orchester dating back to the turn of 
the tw

entieth century.  D
uring SY

2009, this sm
all 

school served 390 students, of w
hom

 55%
 w

ere 
native speakers of Spanish and 43%

 w
ere students 

of lim
ited English proficiency (LEP).  In the school as 

a w
hole, 67%

 of students w
ere Latino, 29%

 w
ere 

Black, and 2%
 each w

ere W
hite or M

ultiracial.  
Students are assigned to the school according to 
the BPS student assignm

ent plan, 16 and the school 
is one of three BPS schools categorized as Tw

o-W
ay 

Bilingual Program
 schools.  

O
f the 145 (86%

) LEP students w
ho took the M

EPA
 

in A
pril 2009, 17 (12%

) students w
ere at M

EPA
 

Level 1, 11 (7%
) w

ere at M
EPA

 Level 2, 45 (31%
) 

w
ere at M

EPA
 Level 3, 58 (40%

) w
ere at M

EPA
 

Level 4, and 14 (10%
) w

ere at M
EPA

 Level 5.  O
ver 

half of the second grade students had progressed 
to M

EPA
 Level 4, and in fourth grade, over 90%

 
w

ere at M
EPA

 Level 4 or higher.  

D
uring SY

2009, there w
ere 29.2 full-tim

e equiva-
lent (FTE) staff m

em
bers at the Sarah G

reenw
ood 

for a student-teacher ratio of 13.3 to one (BPS ratio 

is 12.8 to one).  Eighteen FTE teachers (62%
) w

ere 
teaching in ELL-related assignm

ents.  Eighty-three 
percent w

ere licensed in their assigned position, 
w

hich is 15%
 low

er than the district average 
(98%

), and 73%
 of core classes w

ere taught by 
highly qualified teachers, w

hich is also low
er than 

the district average of 96%
.  In term

s of the racial 
m

ake-up of the teaching staff, 45%
 of teachers 

w
ere W

hite, 31%
 w

ere Latino, and 24%
 w

ere 
Black. 17    

In SY
2009, the percentage of students from

 low
-

incom
e households w

as higher than BPS district 
rates for both students of lim

ited English proficiency 
(by 3%

) and those w
ho w

ere English proficient 
(by 8.2%

).  The m
obility rates w

ere approxim
ately 

four percentage points low
er for SG

S students than 
BPS.  A

 sm
aller proportion of SG

S LEP students had 
disabilities com

pared to BPS LEP students, w
hile the 

rate for EP students w
as alm

ost the sam
e as BPS.

“TEN
G

O
 UN

 SUEÑ
O

/I HAVE A D
REAM

”:   
A CO

N
SISTEN

TLY HIG
H PERFO

RM
IN

G
 SCHO

O
L  

FO
R EN

G
LISH LAN

G
UAG

E LEARN
ERS

IV.
Report 2  

Chapter 4 Tables 
AND 
Sarah G

reenw
ood Case Study Stand Alone PDF 

 Table 4.1.  Sarah G
reenw

ood School Enrollm
ent Defined by Native Language and English Language 

Proficiency, SY2009 

 Total 
All Sarah G

reenwood
a (390) 

Native      
Language 

N
ative English Speaker (N

ES) 
(166) (42.6%

) 
N

ative Speakers of O
ther Languages (N

SO
L)   

(224) (57.4%
) b 

English Proficient (EP)  (222) (56.9%
) 

Language 
Proficiency 

N
ES

 

N
SO

L-
EP 
(26) 
(7%

) 

FLEP 
(30) 
(8%

) 

Lim
ited 

English Proficient (LEP) 
(168) (43.1%

) c 

a Though the focus of the study is on the elem
entary grades, for context, we use enrollm

ent num
bers for the whole K-8 school.  

b N
ative speakers of Spanish w

ere 96%
 of NSO

Ls. O
ther languages were all 1%

 or less of NSO
L. 

c 162 (96%
 of LEPs) were native speakers of Spanish. Since the whole school is categorized as a Two-W

ay Bilingual school, all 
LEP students (and EP students) are in a program

 designated as an ELL program
. 

   Table 4.2.  Selected Student Indicators, SY2009
a 

  
SG

S LEP %
 

SG
S EP %

 
BPS ES LEP %

 
BPS ES EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

94.6%
 

85.6%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

6.0%
 

3.6%
 

9.8%
 

8.1%
 

Students with Disabilities 
13.7%

 
21.2%

 
17.6%

 
20.1%

 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
        Report 2  

Chapter 4 Tables 
AND 
Sarah G

reenw
ood Case Study Stand Alone PDF 
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ative Speakers of O
ther Languages (N
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(224) (57.4%
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English Proficient (EP)  (222) (56.9%
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Language 
Proficiency 

N
ES

 

N
SO

L-
EP 
(26) 
(7%
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FLEP 
(30) 
(8%

) 

Lim
ited 

English Proficient (LEP) 
(168) (43.1%

) c 

a Though the focus of the study is on the elem
entary grades, for context, we use enrollm

ent num
bers for the whole K-8 school.  

b N
ative speakers of Spanish w

ere 96%
 of NSO

Ls. O
ther languages were all 1%

 or less of NSO
L. 

c 162 (96%
 of LEPs) were native speakers of Spanish. Since the whole school is categorized as a Two-W

ay Bilingual school, all 
LEP students (and EP students) are in a program

 designated as an ELL program
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a 

  
SG

S LEP %
 

SG
S EP %

 
BPS ES LEP %

 
BPS ES EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

94.6%
 

85.6%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

6.0%
 

3.6%
 

9.8%
 

8.1%
 

Students with Disabilities 
13.7%

 
21.2%

 
17.6%
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a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
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designation used for native speakers of English.  In 
brief, although school staff talk about all students 
as language learners, a distinction is still m

ade 
betw

een sub-groups, w
hich are labeled as m

onolin-
gual, bilingual, and also special education.  

Throughout the rem
ainder of this study, w

e 
highlight m

any practices vis-à-vis ELL students that 
incorporate the values expressed in this m

ission 
statem

ent.  First, w
e identify key them

es that 
explain the school’s success w

ith ELL students from
 

the point of view
 of the school staff.  In the conclu-

sion, w
e incorporate our ow

n analysis and com
pare 

the them
es to existing em

pirical evidence and 
expert recom

m
endations.

B
   Key Them

es in Success w
ith Edu-

cating English Language Learners

W
hen the form

er Principal arrived at the Sarah 
G

reenw
ood in 1989, the school used Transitional 

Bilingual Education (TBE) as the language program
 

for its English language learners.  U
nder the leader-

ship of the form
er Principal, the Sarah G

reenw
ood 

transitioned from
 TBE to a dual language program

.  
M

em
bers of the school staff use the term

 “dual 
language” synonym

ously w
ith other com

m
only 

used designations such as Tw
o-w

ay Im
m

ersion or 
the preferred BPS term

, “Tw
o-W

ay Bilingual Pro-
gram

.” C
urrently, BPS defines a Tw

o-W
ay Bilingual 

Program
 here:  

In
 th

is p
ro

g
ram

, th
ere are critical m

ass-
es o

f En
g

lish
 lan

g
u

ag
e learn

ers w
h

o
 

rep
resen

t th
e sam

e p
rim

ary lan
g

u
ag

e 
an

d
 w

h
o

 are in
 th

e sam
e g

rad
e…

Tw
o

-
w

ay b
eg

in
s in

 K
in

d
erg

arten
, w

h
ere 

stu
d

en
ts are in

stru
cted

 90%
 o

f th
e 

tim
e in

 a lan
g

u
ag

e in
 w

h
ich

 th
ey are 

fl
u

en
t in

 En
g

lish
 10%

 o
f th

e tim
e.  B

y 
th

ird
 g

rad
e, th

e lan
g

u
ag

es o
f in

stru
c-

tio
n

 are 50%
 in

 En
g

lish
 an

d
 50%

 in
 

th
e n

ative lan
g

u
ag

e an
d

 co
n

tin
u

e as a 
50-50 m

o
d

el th
ro

u
g

h
 th

e fi
fth

 g
rad

e, 
at w

h
ich

 tim
e stu

d
en

ts tran
sfer to

 
seco

n
d

ary sch
o

o
ls.   

–  O
ffi

ce o
f En

g
lish

 Lan
g

u
ag

e Learn
ers, 

B
o

sto
n

 Pu
b

lic Sch
o

o
ls

The school’s change in language program
 w

as 
guided by a vision to provide equal educational 
opportunity for all students.  The transition w

as 

com
pleted before SY

2006, at w
hich point the Sarah 

G
reenw

ood w
as one of three Tw

o-W
ay Bilingual 

Program
 schools in Boston.  The first them

e de-
scribes the strategies used to build equity am

ong 
students and teachers at the school through this 
ELL program

 m
odel.  The title of this study, a Span-

ish translation of a verse from
 M

artin Luther K
ing’s 

“I have a dream
” speech, illustrates the school’s 

strong com
m

itm
ent to validating all students’ 

identities.  In the second them
e, w

e portray the 
im

portance given to collaborative w
ork am

ong 
adults for student success.  C

ollaboration w
as and 

has rem
ained a prevailing m

odus operandi at the 
school.  The third them

e illustrates w
hat the school 

knew
 about its students and w

hat it did to address 
their academ

ic needs, along w
ith non-academ

ic is-
sues that m

ight dim
inish their readiness to learn.  

   Them
e 1:  Parity for “Bilingual” Students  

and Teachers 

In the 1980’s, as in other Boston public schools, ELL 
students assigned to the building w

ere placed in a 
Transitional Bilingual Education (TBE) program

.  TBE 
separated ELL students from

 native English speak-
ers, at least in the first few

 years, to enable ELL 
students to learn content in their native language 
(Spanish) at the sam

e tim
e that they received 

instruction in English as a Second Language (ESL).  
W

hen students becam
e proficient in English, they 

w
ere m

oved to regular education classroom
s w

here 
they continued to learn solely in English.  A

lthough 
this program

 w
orked w

ell at som
e schools, at the 

Sarah G
reenw

ood teachers reported that standard-
ized test scores w

ere low
.  Thus, in 1989, the for-

m
er Principal w

as recruited to spearhead the school 
through a process of reform

 that w
ould im

prove 
perform

ance significantly.  Indeed, in SY
2006 the 

Sarah G
reenw

ood w
on a “School on the M

ove” 
aw

ard from
 EdVestors for continuous im

provem
ent 

of student outcom
es.  

In re-designing the Sarah G
reenw

ood’s language 
program

 from
 TBE to Tw

o-W
ay Bilingual, teachers 

and adm
inistrators shunned any form

 of student 
segregation, including by language, in order to 
avoid possible inequities in learning opportunities 
for student sub-groups w

ithin the school.  N
ot only 

did staff reject the TBE m
odel, but they also rejected 

the district’s strong endorsem
ent of Sheltered Eng-

lish Im
m

ersion (SEI) after the passage of Referen-
dum

 Q
uestion 2 in 2002, w

hich elim
inated TBE.  

In term
s of engagem

ent outcom
es, attendance at 

SG
S is 2.2%

 low
er than BPS rates for ELL students 

and alm
ost the sam

e for EP students, rates of 
suspension about 3%

 higher than rates for BPS LEP 
and EP students respectively, and grade retention 
rates are slightly low

er at SG
S.  A

cadem
ically, SG

S 
students perform

 w
ell on the M

C
A

S tests com
pared 

to BPS students.  In ELA
, pass rates for SG

S LEP 
students are alm

ost the sam
e com

pared to their 
SG

S EP counterparts, though a higher proportion of 
SG

S EP students are proficient.  C
om

pared to BPS, 
how

ever, the proficiency rate is nearly three tim
es 

that of BPS LEP students and alm
ost the sam

e as 
BPS EP students.  The M

C
A

S M
athem

atics pass and 
proficiency rates  for SG

S LEP students are higher 
than SG

S EP students as w
ell as BPS LEP and EP 

students.  In Science, SG
S LEP students also perform

 
w

ell, though relatively sm
all num

bers m
ean pat-

terns could fluctuate due to individual differences.  

A
t the tim

e of data collection, the school appeared 
to be in a state of transition.  O

nly nine of the 
teachers w

ho had been em
ployed at the school 

during the study period (SY
2006-SY

2009) w
ere still 

w
orking there.  The Principal during the study pe-

riod retired after 21 years in 2010, but still em
erged 

as a strong presence in interview
s w

ith staff. 18  H
er 

strong vision is represented by the school’s m
ission 

statem
ent for 2006-2009, w

hich referred to “each 
child as an individual” and to the need for practitio-
ners to take a holistic view

 of children.  The school 
m

ission also highlighted safety, literacy, the belief 

that all children could and w
ould learn, coopera-

tion am
ong teachers, as w

ell as collaboration w
ith 

fam
ilies and com

m
unity.  

O
u

r m
issio

n
 is to

 m
ake o

u
r sch

o
o

l a 
safe learn

in
g

 en
viro

n
m

en
t an

d
 to

 al-
lo

w
 o

u
r stu

d
en

ts to
 g

ro
w

 in
 d

irectio
n

s 
th

at w
ill ed

u
cate an

d
 p

rep
are th

em
 

fo
r life.  W

e seek to
 p

ro
d

u
ce literate 

an
d

 so
cially h

ealth
y stu

d
en

ts w
h

o
 are 

valu
ab

le to
 th

e co
m

m
u

n
ity an

d
 th

e 
w

o
rld

.  W
e view

 each
 ch

ild
 as an

 in
d

i-
vid

u
al in

 a h
o

listic m
an

n
er.  Each

 ch
ild

 
can

 an
d

 w
ill learn

.  A
s p

ro
fessio

n
als, 

o
u

r m
issio

n
 is to

 o
p

en
 o

u
r h

earts an
d

 
m

in
d

s, to
 w

o
rk to

g
eth

er as a co
o

p
era-

tive team
, an

d
 to

 p
ro

m
o

te p
aren

t an
d

 
co

m
m

u
n

ity co
llab

o
ratio

n
.  

“A
ll our students are language learners” is one 

of the first statem
ents w

e heard upon touring the 
school, shortly after being handed a fact sheet on 
school dem

ographics, w
ith students’ race, gender, 

and age presented in charts w
ith a brief statem

ent 
at the bottom

 that “English is not the first language 
for 58%

 of our students.”  D
uring interview

s, 
teachers and adm

inistrators distinguished betw
een 

“bilingual” and “m
onolingual” students.  The 

term
 “bilingual” refers to students w

ho arrive 
in school speaking a hom

e language other than 
English – m

ostly Spanish – and w
ho cannot access 

classroom
 w

ork in English.  “M
onolingual” is a 

Table 4.3.  Selected Student O
utcom

es, SY2009
a 

  

Num
ber of 

SG
S LEP 

Students 
w

ith Data 

SG
S 

LEP %
 

SG
S 

EP %
 

BPS ES 
LEP %

 
BPS 

ES EP %
 

M
edian Attendance 

168 
93.9%

 
95.6%

 
96.1%

 
95%

 

Suspension 
168 

4.8%
b 

6.3%
 

2.0%
 

3.3%
 

R
etained in G

rade 
139 

1.4%
 b 

2.1%
 b 

6.0%
 

4.1%
 

Passed ELA M
C

AS
c 

92.3%
 

93.2%
 

64.9%
 

80.0%
 

Proficient in ELA M
CAS 

39 
38.5%

 
63.1%

 
13.3%

 
39.6%

 

Passed M
ath M

C
AS 

82.1%
 

76.7%
 

61.8%
 

76.3%
 

Proficient in M
ath M

C
AS 

39 
46.2%

 
37.9%

 
17.8%

 
34.1%

 

Passed Science M
C

AS 
60.0%

b 
77.4%

 
45.1%

 
72.0%

 

Proficient in Science M
CAS 

10 
40.0%

b 
15.1%

b 
5.3%

 
21.7%

 
a LEP = Lim

ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem
entary Schools 

b Data for this cell is n<10.  
c M

C
AS data includes grades 3-5 for ELA and m

athem
atics and grade 5 for science. W

hile case study site selection looked at 
M

CAS proficiency in ELA and m
athem

atics only for students at M
EPA Levels 3 and 4, here the purpose is to present outcom

es 
for the school as a whole, thus we include all test takers as well as pass and proficiency rates. 
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AUTHO
R’S N

OTE:  
“All Students Are Language Learners” 

 W
h

en
 asked

 to
 id

en
tify th

e sp
ecifi

c n
eed

s 
o

f Ell stu
d

en
ts, sch

o
o

l lead
ers an

d
 teach

ers 
d

efau
lt to

 th
e statem

en
t “A

ll stu
d

en
ts are 

lan
g

u
ag

e learn
ers.”  Th

e u
se o

f “all” in
fu

ses 
a m

easu
re o

f eq
u

ality am
o

n
g

 th
e tw

o
 p

re-
d

o
m

in
an

t stu
d

en
t su

b
-g

ro
u

p
s at th

e sch
o

o
l 

– A
frican

-A
m

erican
 stu

d
en

ts an
d

 Sp
an

ish
-

sp
eakin

g
 En

g
lish

 lan
g

u
ag

e learn
ers – an

d
 

n
o

rm
alizes lan

g
u

ag
e learn

in
g

 as a u
n

iversal 
task.  H

o
w

ever, referen
ce to

 “all” stu
d

en
ts 

as lan
g

u
ag

e learn
ers can

 h
id

e su
b

-g
ro

u
p

 
p

attern
s th

at are b
est id

en
tifi

ed
 an

d
 ad

-
d

ressed
 w

h
en

 d
isag

g
reg

ated
 (Po

llo
ck, 2004).  

Th
e sch

o
o

l h
as excelled

 at h
ig

h
lig

h
tin

g
 th

e 
stren

g
th

s o
f Ell stu

d
en

ts, b
u

t rem
ain

s silen
t 

ab
o

u
t th

e trad
itio

n
s b

eh
in

d
 A

frican
-A

m
eri-

can
 En

g
lish

 (A
A

E), a sp
ecifi

c kin
d

 o
f ver-

n
acu

lar En
g

lish
 (so

m
e call it a d

ialect, o
th

ers 
a lan

g
u

ag
e) w

ith
 its o

w
n

 lexico
n

, syn
tax, 

p
h

o
n

o
lo

g
y, sp

eech
 even

ts, an
d

 su
p

p
o

rtin
g

 
sch

o
larly literatu

re (G
reen

, 2002).  In
stead

, 
staff m

en
tio

n
s o

f th
e Sarah

 G
reen

w
o

o
d

’s 
sp

ecifi
c b

ran
d

 o
f d

u
al lan

g
u

ag
e p

ro
g

ram
 

en
d

 w
ith

 a co
m

m
en

t th
at th

e sch
o

o
l ad

ap
t-

ed
 to

 its stu
d

en
ts’ n

eed
s—

i.e., th
e n

eed
s 

o
f tw

o
 lin

g
u

istic m
in

o
rities.  W

e also
 h

eard
 

recu
rrin

g
 referen

ces to
 th

e valu
e o

f th
e 

Sh
eltered

 In
stru

ctio
n

 O
b

servatio
n

 Pro
to

co
l 

(SIO
P) fo

r all stu
d

en
ts b

ecau
se o

f th
e early 

in
tro

d
u

ctio
n

 o
f “acad

em
ic” En

g
lish

.  Th
is 

co
n

versatio
n

 o
b

scu
res th

e d
ifferen

t n
eed

s o
f 

th
e sch

o
o

l’s tw
o

 larg
est stu

d
en

t su
b

-g
ro

u
p

s 
w

h
en

 learn
in

g
 Stan

d
ard

 A
m

erican
 En

g
lish

, 
an

d
 th

e co
n

d
itio

n
s u

n
d

er w
h

ich
 w

h
at w

o
rks 

fo
r o

n
e su

b
g

ro
u

p
 w

o
rks fo

r all.  D
istin

g
u

ish
-

in
g

 m
o

re exp
licitly b

etw
een

 th
e n

eed
s o

f 
Ells an

d
 o

f sp
eakers o

f A
A

E, an
d

 d
evelo

p
-

in
g

 an
 u

n
d

erstan
d

in
g

 o
f w

h
y an

d
 h

o
w

 an
 

in
stru

ctio
n

al ap
p

ro
ach

 is effective w
ith

 b
o

th
 

sets o
f n

eed
s, m

ay h
elp

 sch
o

o
ls create sys-

tem
atic strateg

ies fo
r d

ealin
g

 w
ith

 d
ifferen

t 
p

attern
s o

f lan
g

u
ag

e learn
in

g
 n

eed
s in

 th
eir 

stu
d

en
t b

o
d

ies.  

I ten
d

 to
 b

e h
o

listic, so
 th

at n
o

th
in

g
 

h
ap

p
en

in
g

 in
 th

is sch
o

o
l is ju

st th
in

k-
in

g
 ab

o
u

t o
n

e sectio
n

 o
f th

e sch
o

o
l.  

If it’s a g
o

o
d

 teach
in

g
 strateg

y, it’s a 
g

o
o

d
 teach

in
g

 strateg
y fo

r everyo
n

e.  
So

 even
 w

h
en

 w
e’re lo

o
kin

g
 at th

e 
SIO

P, [w
e th

in
k] th

e SIO
P is also

 g
o

o
d

 
fo

r m
o

n
o

lin
g

u
al stu

d
en

ts.   
– fo

rm
er Prin

cip
al

From
 a structural perspective, the adoption of 

Tw
o-W

ay Bilingual program
 resulted in the equal 

distribution of resources am
ong all students at the 

school, ranging from
 classroom

 space to highly 
qualified teachers, paraprofessionals, classroom

 
m

aterials, field trips, and in-service training.  D
uring 

SY
2006-SY

2009, each school staff m
em

ber at all 
levels of school organization w

as responsible for all 
students.  The adult organizational structure reflect-
ed this priority as w

ell.  The school’s instructional 
leadership team

 (ILT) included the Principal and the 
LA

T facilitator, both seasoned bilingual educators, 
as w

ell as ESL and regular classroom
 teachers.  A

n 
ESL-certified teacher collaborated w

ith a regular 
education teacher in each grade level to provide na-
tive English speakers and English language learners 
w

ith exposure to their hom
e language (L1) and to 

the second language (L2).  

O
ver tim

e, school staff reported adaptations m
ade 

to the Tw
o-W

ay Bilingual Program
 in response to 

em
erging challenges.  For exam

ple, the students’ 
M

assachusetts C
om

prehensive A
ssessm

ent System
 

(M
C

A
S) perform

ance after its introduction in 1999 
indicated that students needed increased exposure 
to English.  Furtherm

ore, as ESL-trained teachers 
retired or departed, the school had difficulty finding 
highly qualified replacem

ents, w
hich in turn created 

challenges for the continuation of the Tw
o-W

ay 
Bilingual Program

.  By the form
er Principal’s ow

n 
account, w

hen faced w
ith a choice betw

een a 
highly qualified regular education and a less-quali-
fied bilingual teacher, the school favored the highly 
qualified teacher.  A

nother challenge to the school’s 
Tw

o-W
ay Bilingual Program

 w
as the tendency of 

students w
ho w

ere achievers to leave the school af-
ter the third grade to attend schools w

ith A
dvanced 

W
ork C

lasses (A
W

C
s).  W

hen departing bilingual 
students w

ere replaced w
ith m

onolingual students 
in the fourth grade, the new

 m
onolingual students 

did not have sufficient Spanish-language skills to 
continue in Tw

o-W
ay Bilingual classes.  U

nlike the 
earlier grades, w

hich had roughly equal num
bers 

It’s easy fo
r th

e m
ain

stream
 to

 say, 
“Th

at’s fo
r b

ilin
g

u
al stu

d
en

ts.  W
e 

p
u

t a sig
n

 u
p

 – SEI classes o
ver th

ere.”  
B

u
t th

o
se kid

s are g
o

in
g

 to
 lo

se o
u

t 
b

ecau
se th

ey’re n
o

t p
art o

f th
e m

ain
-

stream
 w

h
ere everyth

in
g

’s h
ap

p
en

in
g

.   
– fo

rm
er Prin

cip
al

Instead, the Sarah G
reenw

ood gradually, and 
in order to fit the specific needs of its students, 
developed a Tw

o-W
ay Bilingual Program

 w
hich w

as 
accepted under the new

 language policy provisions 
adopted w

hen Q
uestion 2 passed.  

The C
enter for A

pplied Linguistics, a nonprofit 
that provides inform

ation, tools, and resources to 
im

prove educators’ understanding of language 
and culture, categorizes com

ponents of “Tw
o-W

ay 
Bilingual Education” into four dom

ains:  integra-
tion, instruction, population, and program

 duration 
(C

enter for A
pplied Linguistics, 2011).  Integration 

is defined as the practice of teaching “language-m
i-

nority” and “language-m
ajority” students together 

at least 60%
 of instructional tim

e (ideally m
ore) at 

all grade levels.  Tw
o-W

ay Instruction m
eans that 

all students receive instruction in English and the 
partner language at least 50%

 at all grade levels.  
The population com

ponent of a Tw
o-W

ay Bilin-
gual program

 requires that there be a balance of 
language-m

inority and language-m
ajority students.  

Finally, a Tw
o-W

ay Bilingual program
 should begin 

in pre-K
, K

indergarten or first grade and run for at 
least five years.  The language program

 at the Sarah 
G

reenw
ood m

eets integration and population 
criteria clearly.  English language learners and Eng-
lish proficient students are integrated in the sam

e 
classroom

s in roughly equal num
bers throughout 

their schooling.  

O
ne of the m

ain purposes of the dual language 
program

 w
as to create a safe clim

ate for learning 
for all students at the school, particularly for Span-
ish-speakers w

ho had been banned from
 speaking 

their hom
e language prior to the arrival of the new

 
Principal.  Instead of pursuing this im

plicit m
essage 

that Spanish w
as a deficit, the school adopted a 

strength-based m
odel that presented Spanish as 

an asset – thus the designation of ELL students as 
“bilingual” – and a resource for learning English.  In 
this w

ay, the school set the ground for ELL students 
to develop positive identities connected to their 
fam

ily and cultural roots.  A
t the sam

e tim
e that 

Spanish w
as instituted as a language of instruction, 

the school highlighted the rich traditions of A
frican-

A
m

erican students, som
e of w

hich w
ere visible at 

the tim
e w

e toured the school.  “Tengo un sueño,” 
began the translation into Spanish of a paragraph 
from

 M
artin Luther K

ing’s “I have a dream
” speech 

posted on the door of the Spanish specialist’s 
classroom

.  Finally, teachers repeatedly m
entioned 

the spirit of inclusion, and of the collaboration they 
observed am

ong native Spanish speakers and native 
English speakers as they helped each other learn 
the language they did not know

.  

It w
as b

eau
tifu

l to
 w

atch
 th

e relatio
n

-
sh

ip
 am

o
n

g
 m

o
n

o
lin

g
u

al an
d

 b
ilin

g
u

al 
stu

d
en

ts as th
ey h

elp
ed

 each
 o

th
er 

w
ith

 th
e lan

g
u

ag
e th

ey kn
ew

 b
est.   

– Teach
er

H
istorically, the Sarah G

reenw
ood adopted Tw

o-
W

ay Bilingual as a program
 that norm

alized the use 
of Spanish and that set the grounds for developing 
a m

ulticultural school that w
elcom

ed and recon-
ciled the learning interests of all students.  N

ot 
only w

ere all students allow
ed to speak their native 

languages socially, but all received form
al instruc-

tion in Spanish.  

W
e w

an
ted

 ch
ild

ren
 to

 b
e ab

le to
 

talk in
 w

h
atever lan

g
u

ag
e th

ey w
ere 

co
m

fo
rtab

le.  It w
as im

p
o

rtan
t th

at 
everyb

o
d

y felt th
at th

ey w
ere g

o
in

g
 to

 
b

e p
art o

f th
at co

m
m

u
n

ity to
o

 – th
at 

everyb
o

d
y co

u
ld

 b
eco

m
e b

ilin
g

u
al in

 
th

e sch
o

o
l.  So

 th
at’s h

o
w

 th
e Tw

o
-W

ay 
B

ilin
g

u
al p

ro
g

ram
 started

.   
– fo

rm
er Prin

cip
al

D
uring SY

2006-SY
2009, a bilingual teacher w

as as-
signed to each grade level, one w

ho spoke English 
and Spanish fluently.  Literacy and num

eracy in-
struction in English and Spanish w

ere provided to all 
students in the early elem

entary grades (K
-1).  The 

ELL students in these grades w
ere all at M

EPA
 Levels 

1, 2, and 3.  A
fter early elem

entary, as students 
m

oved up to the second and third grades, these 
ELL students w

ere at M
EPA

 Levels 3, 4, and 5.  The 
focus w

as on building students’ capacity to learn 
in English.  Indeed, school staff attributed their 
success to the adoption of the Sheltered Instruction 
O

bservation Protocol (SIO
P).  O

riginally developed 
as a classroom

 observation tool, SIO
P has becom

e 
a w

idely used, evidence-based m
odel for sheltering 

content instruction for English language learners 
(Echevarria, Vogt, &

 Short, 2004).  



38 
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools
Learning from

 C
onsistently H

igh Perform
ing and Im

proving Schools for English Language Learners in Boston Public Schools 
39

grades in collaborative professional developm
ent.  

TSG
s m

et once a w
eek during com

m
on planning 

tim
e w

hile specialists covered their classroom
s, 

during union-approved professional developm
ent 

tim
e (EdVestors, 2006).  They w

ere the prim
ary 

vehicle for C
ollaborative C

oaching and Learning 
(C

C
L) cycles.  A

ll school staff participated in study 
groups, initially facilitated by coaches, the Principal 
and the LA

T facilitator; eventually this responsibility 
w

as transferred to teachers, generating leadership 
opportunities, and greater buy-in to reform

 efforts.  

Teachers report that study groups and C
C

L cycles 
w

ere at the root of school change.  C
C

L w
as an 

instructional coaching m
odel developed by Boston 

Plan for Excellence that the district launched in 
SY

2002.  The program
 w

as based on the prem
ise 

that the best professional developm
ent is “sus-

tained, collaborative, and connected to classroom
 

practice” (Boston Plan for Excellence, 2003).  Bos-
ton Plan for Excellence describes a C

C
L cycle as a 

six- to eight-w
eek period in w

hich a team
 of teach-

ers and an instructional coach w
ork together.  Each 

cycle has three m
ain com

ponents.  Team
s m

eet 
to review

 and discuss readings and relate them
 to 

classroom
 practice.  C

lassroom
s becom

e lab sites 
w

here participants take turns dem
onstrating lessons 

and analyzing their effects on students during a 
debriefing m

eeting.  C
oaches provide one-on-one 

support to teachers w
hen they are in the process of 

im
plem

enting new
 practices.  

The form
er Principal rem

em
bers that one of the 

first school-w
ide study subjects w

as inference and 
higher order thinking skills.  W

hen she asked the 
staff to define inference, she realized there w

as no 
consensus on the m

eaning of this term
 and how

 to 
teach it.  Im

m
ediately, teacher study groups ordered 

best practices literature to understand inference, or 
rather, as they found out, different kinds of infer-
ence, how

 to teach it, and how
 to assess it.  Teach-

ing of inference w
ent beyond the realm

 of literacy, 
reading and w

riting.  M
ath and science teachers 

also adopted instructional practices to prom
ote it 

in their classroom
.  Indeed, m

ath instruction w
as 

overhauled in 2007 w
hen the school brought in a 

Robotics and Engineering program
 developed by 

the Tufts C
enter for Engineering Education and 

O
utreach w

ith the purpose of building higher order 
thinking skills, in addition to m

ath skills.  

In addition to developing inquiry and assessm
ent-

based practice, Sarah G
reenw

ood teachers 
attributed the collaborative clim

ate of the school 
to C

C
L cycles.  By turning their school into a “lab 

site,” teachers w
orked w

ith coaches (both in-house 
and external) w

ho trained the teachers, encour-
aged them

 to try new
 teaching strategies, and also 

encouraged them
 to observe and be observed by 

colleagues and coaches for constructive feedback.  

A
 sp

ecialist …
 w

o
u

ld
 co

m
e in

 an
d

 
w

e w
o

u
ld

 w
o

rk o
n

 a sp
ecifi

c skill 
each

 w
eek fo

r th
e m

o
n

th
.  A

n
d

 th
en

 
sh

e w
o

u
ld

 co
m

e in
 at th

e en
d

 o
f th

e 
m

o
n

th
 an

d
 co

m
e o

b
serve u

s an
d

 see 
h

o
w

 sh
e co

u
ld

 h
elp

 u
s…

It w
as tied

 to
 o

u
r p

ractice.  If w
e h

ad
 a 

p
ro

b
lem

, w
e co

u
ld

 say, “Listen
, I tried

 
X

, Y
 an

d
 Z; it’s n

o
t w

o
rkin

g
.  I tried

 it 
th

is w
ay, I tried

 it th
at w

ay.  C
an

 yo
u

 
co

m
e in

 an
d

 h
elp

?”  Sh
e w

o
u

ld
 also

 
d

o
 m

o
d

elin
g

, …
 “O

kay, w
e’ll try th

is.”  
A

n
d

 w
e’d

 co
m

e b
ack an

d
 talk ab

o
u

t it.

W
e’d

 p
lan

 fo
r th

e w
h

o
le year, th

e 
b

o
o

ks w
e w

ere g
o

in
g

 to
 u

se, th
e cu

r-
ricu

lu
m

, everyth
in

g
.  W

e’d
 ju

st m
ap

 it 
all o

u
t w

ith
 h

er.   

So
 if w

e w
ere all h

ere an
d

 th
e stu

d
en

ts 
w

ere h
ere, I m

ig
h

t teach
 a lesso

n
 o

r 
so

m
eb

o
d

y else m
ig

h
t teach

 a lesso
n

.  
A

n
d

 th
en

 w
e w

o
u

ld
 d

eb
rief an

d
 w

e 
w

o
u

ld
 talk ab

o
u

t th
e lesso

n
 an

d
 h

o
w

 it 
w

en
t.  W

e’d
 h

ave g
o

als ah
ead

 o
f tim

e 
o

f w
h

at w
e w

an
ted

 to
 lo

o
k fo

r.  So
 

it w
as b

asically p
eer o

b
servatio

n
 an

d
 

w
atch

in
g

.  I fo
u

n
d

 it to
 b

e very h
elp

fu
l.

Teach
er refl

ectio
n

s ab
o

u
t C

C
L cycles

O
ne exam

ple of w
ork done in TSG

s w
as related to 

a curriculum
 gap identified w

hen students w
ere 

not perform
ing w

ell on the M
C

A
S.  The gap w

as in 
the fifth grade m

ath curriculum
, and w

as closed by 
changing the curriculum

 sequencing so that units 
from

 sixth grade m
ath w

ere m
oved to the fifth 

grade.  In other instances, science and ELA
 teachers 

collaborated to provide w
riting opportunities across 

the curriculum
.  

In brief, the Sarah G
reenw

ood School’s success 
w

ith ELL students is attributed to the successful de-
velopm

ent of an “error-free” learning com
m

unity, 
together w

ith a sense of trust and cam
araderie that 

changed the culture of the school to this day.  

of ELL students and native English speakers, the 
school’s fourth and fifth grades typically enrolled 
few

er ELL students than native English speakers.  

In brief, the form
er Principal of the Sarah G

reen-
w

ood attributes the school’s success w
ith ELL 

students to the successful developm
ent of an 

“error-free” learning com
m

unity.  This safety for 
learning w

as also reflected in a sense of trust and 
cam

araderie that changed the culture of the school 
to this day.  

   Them
e 2:  Change is Collaborative  

and It Starts w
ith Adults 

W
hen the form

er Principal entered the school, she 
reports, she found a staff divided.  Teachers w

ere 
w

orking in isolation, w
ith scarce support.  There 

w
as a clim

ate of distrust, coupled w
ith low

 student 
expectations.  From

 the outset, the form
er Principal 

w
as determ

ined to change this based on tw
o 

general principles:  change starts w
ith adults, and 

teacher buy-in is built through genuine collabora-
tion, not top-dow

n direction.  Thus, the form
er 

Principal firm
ly set the stage for adult collaboration 

for the benefit of students.  The school did not have 
specialized structures (such as SEI classroom

s, or 
ESL pull-out) to support the needs of ELL students.  
Rather, the presence of a Principal and of an LA

T fa-
cilitator w

ho w
ere Spanish-speakers, w

ho had been 
ELL students them

selves, and w
ho had received ex-

tensive training in language developm
ent, provided 

a structure to identify and address the needs of ELL 
students.  Bilingual teachers also w

ere involved at 
all levels of school organization.  A

 crucial piece in 
the reform

 of the Sarah G
reenw

ood w
as creating 

support structures conducive to transform
ing a cul-

ture of isolation into a culture of collaboration, in-
cluding (1) personally leading teacher study groups 
and m

odeling behaviors the Principal expected 
teachers to adopt; (2) using school organization to 
facilitate collaboration; and (3) using professional 
developm

ent m
odels such as teacher study groups 

and C
ollaborative C

oaching Learning (C
C

L) cycles 
to encourage experim

entation and reflection.  

O
ne of the form

er Principal’s reform
 strategies w

as 
to m

odel the behaviors she expected her teachers 
to adopt.  For exam

ple, w
hen children presented 

behavior problem
s, she m

odeled curiosity about 
w

hat m
ight be causing those behaviors rather 

than adopting a judgm
ental attitude.  O

ne teacher 
observed the form

er Principal w
orking w

ith an ELL 
student, and it changed her attitude tow

ard ELL 

students in general.  Indeed, explicit reference in 
the school m

ission to the fact that “all students can 
and w

ill learn” serves as evidence that this belief 
w

as not taken for granted.  M
odeling extended 

also to learning behaviors.  Rather than m
andating 

changes from
 above, instructional leaders took it 

upon them
selves to w

ork collaboratively w
ith teach-

ers in study groups, not just to design instruction, 
but also to help them

 select and prepare new
 m

a-
terials, especially bilingual m

aterials.  This m
odeling 

approach w
as also used by in-house and outside 

coaches w
ho cam

e to the school and dem
onstrated 

teaching strategies in the classroom
.  

C
ollaboration w

as facilitated also by school orga-
nization, from

 the Instructional Leadership Team
 

(ILT) to grade level team
 m

eetings (G
LM

s), student 
support team

 (SST), and teacher study groups.  In 
SY

2006, the Sarah G
reenw

ood ILT w
as large, 19 in-

cluding representatives of different levels of instruc-
tion, different subgroups of learners (ELL students, 
native English speakers, special education students), 
and different curriculum

 content areas.  M
em

bers 
of the ILT used (m

ulti) grade level team
 m

eetings, 
and teacher study groups to share inform

ation and 
hear feedback.  G

rade level team
s w

ere organized 
by grade span (K

0-K
2, first and second grade, third 

and fourth grades, fifth grade, and m
iddle grades).  

O
ne of the advantages of this cross-grade structure 

is to allow
 teachers to discuss student perform

ance 
across grade levels, and to brainstorm

 support 
strategies that can be sustained from

 one year to 
the next.  

…
. an

d
 I h

ave in
fo

rm
atio

n
 fro

m
 th

e 
p

rio
r year.  A

n
d

 I can
 see th

at th
ey’ve 

b
een

 h
avin

g
 p

ro
b

lem
s b

efo
re, I w

ill 
ask, “H

o
w

 lo
n

g
 h

ave th
ey h

ad
 th

at 
p

ro
b

lem
?  A

n
d

 w
h

at d
id

 yo
u

 d
o

 to
 

h
elp

 th
em

?”   
– Teach

er

Teachers and adm
inistrators reported that the cur-

rent structure of student support team
s (SSTs) w

as 
also in place during SY

2006-2009, and that they 
included teachers, students, parents, and a coun-
selor or special needs coordinator if the student 
had one.  These team

s m
et m

onthly and served 
as a supervisory structure to ensure that teachers 
and students stayed on a plan to w

ork on a range 
of issues, from

 academ
ic to em

otional 20 to fam
ily 

issues.  A
lso in place at the tim

e w
ere Teacher 

Study G
roups, w

hich consisted of groups of six to 
eight staff m

em
bers, w

orking across disciplines and 
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“Push the M
ainstream

 to Accom
m

odate”

 Th
e fo

rm
er Prin

cip
al cam

e to
 th

e Sarah
 

G
reen

w
o

o
d

 as a seaso
n

ed
 ed

u
cato

r an
d

 
n

ative Sp
an

ish
 sp

eaker w
h

o
se exp

erien
ces 

learn
in

g
 an

d
 teach

in
g

 En
g

lish
 as a seco

n
d

 
lan

g
u

ag
e, as w

ell as h
er exten

sive acad
em

ic 
train

in
g

, in
fo

rm
ed

 d
ecisio

n
s sh

e m
ad

e as 
lead

er o
f th

e Sarah
 G

reen
w

o
o

d
.  In

 ad
d

itio
n

, 
h

er p
erso

n
al an

d
 p

ro
fessio

n
al exp

erien
ces 

“h
elp

ed
 u

s p
u

sh
 …

, alw
ays g

u
id

ed
 b

y th
e 

d
ata.”  “Pu

sh
in

g
” as a strateg

y to
 attain

 
sch

o
o

l refo
rm

 g
o

als w
as m

en
tio

n
ed

 several 
tim

es in
 th

e stu
d

y.  Pu
sh

in
g

 refers to
 sh

ift-
in

g
 th

e sch
o

o
l fro

m
 a d

efi
cit to

 a stren
g

th
-

b
ased

 p
arad

ig
m

; to
 re-assig

n
in

g
 b

ilin
g

u
al 

an
d

 m
o

n
o

lin
g

u
al stu

d
en

ts o
f th

e sam
e 

g
rad

e level to
 co

n
tig

u
o

u
s  classro

o
m

s after 
b

ilin
g

u
al stu

d
en

ts h
ad

 b
een

 releg
ated

 to
 a 

Tran
sitio

n
al B

ilin
g

u
al Ed

u
catio

n
 p

ro
g

ram
 in

 
a sep

arate p
art o

f th
e b

u
ild

in
g

 fo
r years; to

 
stro

n
g

ly en
co

u
rag

in
g

 p
revio

u
sly estran

g
ed

 
b

ilin
g

u
al an

d
 m

o
n

o
lin

g
u

al teach
ers to

 w
o

rk 
to

g
eth

er, at fi
rst b

y h
avin

g
 to

 sh
are co

m
m

o
n

 
p

lan
n

in
g

 tim
e; to

 clo
sely exam

in
in

g
 stu

d
en

t 
d

ata to
 d

evelo
p

 an
d

 im
p

lem
en

t ch
an

g
es in

 
in

stru
ctio

n
; an

d
 to

 lead
in

g
 teach

er stu
d

y 
g

ro
u

p
s in

 o
rd

er to
 su

p
p

o
rt teach

ers’ ch
an

g
es 

in
 cu

rricu
lu

m
 an

d
 in

stru
ctio

n
.  A

ll o
f th

ese 
ch

an
g

es to
o

k p
lace p

rio
r to

 th
e stu

d
y years, 

an
d

 laid
 th

e fo
u

n
d

atio
n

 fo
r su

ccess in
 th

at 
p

erio
d

.  

W
hen asked about instruction that w

orked for ELL 
students, m

ost staff m
em

bers at the school speak 
about the Sheltered Im

m
ersion O

bservation Proto-
col (SIO

P) and Readers and W
riters W

orkshop as 
good instructional m

odels for all students.  Teachers 
reported liking the scaffolding provided by Readers’ 
and W

riters’ W
orkshop for teaching literacy – i.e., 

reading the story, asking questions, going back to 
the story, and re-reading it a couple of days later.  
This structure w

as found to give K
-5 youngsters 

com
fort and control over their learning.  A

s they 
gradually took on m

ore responsibility for learn-
ing independently or in sm

all groups, under the 
supervision of a paraprofessional, teachers w

orked 
closely w

ith sm
all groups of students w

ho needed 
additional support.  

The SIO
P, on the other hand, facilitated the 

sheltering of content accom
panied w

ith language 
instruction.  Like Readers’ and W

riters’ W
orkshop, 

this instructional approach w
as found to be useful 

not only for ELL students, but for all students at the 
school, as w

as the early introduction of academ
ic 

language.  M
any instructional strategies endorsed 

by the SIO
P w

ere observable during classroom
 

visits, including:  clear posting of language objec-
tives in relation to curriculum

 fram
ew

orks, the use 
of Spanish for clarification, and the m

ultim
odal 

presentation of vocabulary and new
 concepts.  In 

accordance w
ith SIO

P, teachers w
ere observed 

presenting vocabulary through bilingual songs in 
early elem

entary grades.  By the tim
e w

e observed 
classroom

s, the school had acquired Sm
artBoards 

and iPod Touches that w
ere designed to provide ac-

cess to the Internet on large screens, thus opening 
up a w

ealth of visual resources.  These resources 
w

ere not available during the study period, w
hich 

im
plied that the responsibility of designing and/

or finding already-m
ade visual and audio m

aterials 
rested m

ainly on teachers.  

In interview
s w

ith current teachers, they discussed 
the challenges they experience today teaching 
academ

ic vocabulary, especially abstract w
ords 

such as “heirloom
,” “survival,” “blindness,” and 

“hom
eless people.”  A

 first grade teacher w
as 

observed introducing the concept “tradition” w
ith 

visual representations of different cultural celebra-
tions, and by engaging students in a conversation 
about their ow

n fam
ily traditions, such as birthday 

celebrations.  A
nother teacher reported teaching 

the term
 “w

eather conditions” by depicting differ-
ent kinds of w

eather, and using the m
ore abstract 

term
 “conditions” to encom

pass all.  Teachers also 

I d
o

n
’t kn

o
w

 if yo
u

 can
 sn

ap
sh

o
t th

e 
co

m
fo

rt level th
at w

e h
ave w

ith
in

 th
e 

staff …
 th

at sen
se o

f ease th
at w

e can
 

talk to
 each

 o
th

er.  A
n

d
 if it’s a b

ad
 

d
ay, I th

in
k, “O

kay, w
h

at d
o

 I d
o

?”  
A

n
d

 I ju
st d

o
n

’t h
ave to

 w
ait.…

 I can
 

g
o

 to
 an

yb
o

d
y.  A

n
d

 I th
in

k th
at sen

se 
o

f co
m

m
u

n
ity th

at w
e h

ave in
 h

ere, it 
really h

elp
s.  A

n
d

 I th
in

k th
e stu

d
en

ts 
n

o
tice th

at, th
ey can

 reco
g

n
ize th

at.  
A

n
d

 I d
o

n
’t th

in
k – if w

e d
id

n
’t h

ave 
th

at co
m

fo
rt b

etw
een

 each
 o

th
er, 

I d
o

n
’t th

in
k it w

o
u

ld
 h

ave g
o

n
e, it 

co
u

ld
 g

o
 o

ver to
 th

e stu
d

en
ts in

 th
e 

w
ay th

at I teach
.   

– Teach
er

   Them
e 3:  W

e Know
 O

ur Students W
ell 

and Support Them

 In the previous section, w
e discussed relationships 

am
ong adults as the first step tow

ard change.  
This them

e captures w
hat it took for the school 

to sustain high expectations for all, w
ith as m

uch 
of a focus on ELL students as possible, given that 
the inclusive nature of classroom

 assignm
ent and 

instruction m
ade it hard to distinguish w

hat w
orked 

for ELL students from
 w

hat w
orked for all students.  

A
s m

entioned previously, C
C

L cycles’ em
phasis on 

inquiry created the foundation for the developm
ent 

of data-driven instructional design.  O
ne such effort 

that is w
idely rem

em
bered in the school has to do 

w
ith im

proving higher order thinking skills, infer-
ence in particular.  The Principal rem

em
bered that 

the need for a focus on inference w
as identified 

during a late-sum
m

er three-day professional devel-
opm

ent retreat that the school conducts yearly to 
review

 student assessm
ent data, identify strengths 

and w
eaknesses, and set instructional priorities for 

the upcom
ing school year.  

The assessm
ent of student progress on inference 

helped establish regular in-house m
echanism

s 
for m

easuring student progress in other skills and 
content areas throughout the year.  For exam

ple, 
the school decided to focus on im

proving the first 
grade as a first step tow

ard w
hole-school reform

.  
Traditionally, the early elem

entary program
 (K

1, K
2, 

1) has been strong in order to give students a head 
start.  In the first grade, students w

ere m
onitored 

closely to determ
ine w

hich Fountas and Pinnell Lev-
eled Books (available in English and Spanish) they 
w

ere reading, and w
hat kinds of inference w

ere 

developed through those readings.  M
onitoring 

took the form
 of teacher running records.  Today, 

the focus on inference is instituted as an area for 
ongoing im

provem
ent and as “good teaching” 

that m
oves beyond basic reading and vocabulary 

instruction.  

 I th
in

k o
n

e o
f th

e b
ig

g
est th

in
g

s th
at 

w
e’ve fo

u
n

d
, p

retty m
u

ch
 acro

ss g
rad

e 
levels an

d
 su

b
ject m

atter is th
at w

e 
n

eed
 o

u
r stu

d
en

ts to
 g

et b
etter h

ig
h

er 
o

rd
er th

in
kin

g
 skills.  So

 th
ey’re p

retty 
co

n
sisten

t an
d

 p
retty p

ro
fi

cien
t at 

an
sw

erin
g

 b
asic skills, d

em
o

n
stratin

g
 

w
h

at th
at kin

d
 o

f evid
en

ce so
rt o

f 
m

akes th
em

, like read
in

g
 co

m
p

reh
en

-
sio

n
.  B

u
t w

e n
eed

 th
em

 to
 g

o
 fu

rth
er 

th
an

 th
at, to

 b
e ab

le to
 syn

th
esize 

m
o

re in
fo

rm
atio

n
, evalu

ate m
an

y 
p

ieces o
f in

fo
rm

atio
n

, an
d

 th
en

 m
ake 

an
 in

feren
ce fro

m
 it.   

–ILT m
em

b
er

A
nother exam

ple of the school’s ability to respond 
to individual student needs w

as the use of form
a-

tive and sum
m

ative assessm
ent data.  A

ccording to 
interview

ees, assessm
ent drove instruction during 

the study period, SY
2006-SY

2009.  The D
evelop-

m
ental Reading A

ssessm
ent (D

RA
), the Stanford 

Reading Inventory (SRI), w
riting sam

ples, teacher-
constructed m

ath tests, M
EPA

, M
ELA

-O
, and M

C
A

S 
w

ere all used to inform
 instruction.  Teachers disag-

gregated student scores on these m
easures by race, 

and also by language status.  Item
 analysis report 

sum
m

aries on the Spring M
C

A
S scores w

ere used 
to predict w

hich students m
ight not attain grade 

level skills the follow
ing year.  

These report sum
m

aries w
ere exam

ined annually, at 
a three-day in-service institute held in late A

ugust to 
exam

ine student data and prepare for the upcom
-

ing year.  O
ne year, the school identified questions 

in the fifth grade M
C

A
S that w

ere not covered by 
district m

ath curriculum
 and pacing guide until 

the sixth grade.  This gap w
as addressed through 

changes in sequencing.  
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force their young children’s initial experim
entations 

w
ith w

riting.  K
now

ing that m
others w

ere likely 
to dism

iss their children’s doodling as not “real” 
w

riting, the Principal w
ould explain to them

 the 
need for positive reinforcem

ent that w
ould build 

their child’s confidence and interest in w
riting.  She 

also encouraged parents to ask questions to their 
children about a book they w

ere reading, even if 
the parent w

as not reading w
ith the child.  

D
uring SY

2006-SY
2009, the school staff proactively 

reached out to all fam
ilies and provided resources 

and support to parents, som
e of w

hom
 w

ere bur-
dened w

ith child and w
ork responsibilities.  Fam

ily 
engagem

ent in schooling w
as facilitated through 

hom
e visits, breakfast clubs, Friends of the Fam

ilies, 
and other activities.  The current school librarian 
w

as, and still is, in charge of translating all m
ateri-

als to Spanish.  C
urrently, paraprofessionals take 

responsibility for calling and visiting fam
ilies.  Then 

as now
, parents had access to their teachers’ cell 

phone num
bers.  

In term
s of fam

ily involvem
ent in education, not all 

parents w
ere expected to be involved in the sam

e 
w

ays, especially parents of ELL students.  O
ne cur-

rent teacher spoke eloquently of “differentiating” 
interactions w

ith fam
ilies, just as they differentiated 

instruction w
ithin the classroom

.  

Th
e m

o
re I th

in
k ab

o
u

t it, it’s kin
d

 o
f 

like d
ifferen

tiatin
g

 in
stru

ctio
n

 w
ith

in
 

th
e stu

d
en

ts.  Yo
u

 h
ave to

 d
ifferen

ti-
ate in

stru
ctio

n
 w

ith
 th

e p
aren

ts…
So

 
fo

r th
e p

aren
ts yo

u
 h

aven
’t co

n
tacted

, 
yo

u
 sen

d
 h

o
m

e n
o

tices, yo
u

 sen
d

 h
o

m
e 

id
eas fo

r th
in

g
s to

 h
elp

 th
eir ch

ild
ren

 
at h

o
m

e.  Yo
u

 h
ave d

ifferen
t p

ro
jects, 

like w
e said

.  W
e d

id
 like a tim

elin
e 

w
h

ere th
ey set u

p
 an

d
 m

ad
e p

ictu
res 

an
d

 th
e p

aren
ts h

elp
ed

 th
em

 to
 w

rite 
a tim

elin
e o

f th
eir lives.   

– Early elem
en

tary teach
er

This particular teacher created an opportunity 
for parents w

ho w
ere less involved to help their 

children w
ork on a project about their lives.  This 

subject did not require prior know
ledge and gave 

parents an opportunity to be involved in an edu-
cational activity w

ith their children on their ow
n 

schedule.  

C
   Conclusions and Lessons  
for O

ther Schools

The theoretical fram
ew

ork that guided our research 
focused exclusively on dom

ains of school practice 
in the education of ELL students for w

hich there 
is enough em

pirical support to be considered 
“evidence-based.”  H

ow
ever, as w

e becam
e fam

iliar 
w

ith the school, it becam
e clear that som

e of the 
practices w

e w
ere observing w

ere best practices 
for schools in general, not just for ELL students.  It 
w

as beyond the scope of this study to be guided by 
such a broad fram

ew
ork.  The practices, how

ever, 
are docum

ented for the purposes of the cross-
cutting analysis – i.e., to com

pare them
 w

ith other 
study schools and determ

ine w
hether they w

ere 
shared practices.  

M
odeling and collaboration w

ere effective 
tools for institutional change 

The success of the Sarah G
reenw

ood rests on a 
story of change that broke dow

n divisions to create 
inclusive classroom

s and cross-grade level team
s.  

The Principal’s ow
n life experiences w

ere key in for-
m

ulating and im
plem

enting a vision of equity.  O
ne 

im
portant prem

ise of change described in this study 
is that change is collaborative and starts w

ith adults.  
Effective schools for ELL students have been found 
to have Principals like the Sarah G

reenw
ood’s, w

ho 
share decision-m

aking responsibility w
ith the school 

com
m

unity, assum
e the role of guiding and sup-

porting staff through changes, serve as a stabiliz-
ing force that creates a sense of safety in taking 
risks for school im

provem
ent, focus on continuous 

im
provem

ent, and support and develop teachers of 
ELL students (W

axm
an et al., 2007).  Thus, this case 

study confirm
s the im

portance of collaboration for 
achieving institutional change for ELL students.  

reported using m
ini-lessons to introduce topics that 

m
ay not be fam

iliar to students, such as the life of 
H

elen K
eller, prior to engaging in literacy activities 

involving her life.  A
lthough these reports are con-

tem
porary, they are exam

ples of practices recom
-

m
ended by the SIO

P.  

For students w
ho w

ere identified as academ
ically 

behind through teacher observation or an assess-
m

ent instrum
ent, the school offered three struc-

tures for additional academ
ic support:  (1) support 

during the school day; (2) extended learning tim
e; 

and (3) student support team
s (SST).  In addition, 

practices of fam
ily engagem

ent supported their 
achievem

ent.

Sch
o

o
l D

ay Su
p

p
o

rt

The form
er Principal arranged the school schedule 

to provide students w
ith m

axim
um

 opportunities 
for academ

ic support during the school day.  D
uring 

school support w
as, and continues to be, provided 

through slight m
odifications of the schedule, 

w
hereby students are pulled out during selected 

tim
es and m

atched w
ith a qualified teacher or spe-

cialist to w
ork on specific needs.  The schedule w

as 
m

odified slightly in order to avoid interferences w
ith 

ELA
 or m

ath classes.  Sessions w
ould occur in sm

all 
tim

e blocks, such as fifteen m
inutes during lunch or 

the last ten m
inutes of a specialty class.  

Exten
d

ed
 Learn

in
g

 Tim
e 

To supplem
ent interventions during the school day, 

the school provided afterschool support.  C
urrent 

adm
inistrators estim

ate that about 30%
 of all 

students w
ere identified for reinforcem

ent in m
ath 

and English for afterschool support, and about tw
o 

thirds of that num
ber or 20%

 of students actually 
enrolled in program

s.  Som
e areas that teachers 

currently recognize as requiring academ
ic reinforce-

m
ent are (a) literacy, specifically com

m
unicating 

ideas and reading com
prehension, (b) higher order 

thinking skills, (c) m
ath, and (d) M

C
A

S prepara-
tion.  Teachers reported that, currently, a m

ajority if 
not all students in afterschool reading, m

ath, and 
M

C
A

S preparation w
ere ELL students.  

Students w
ho could attend before- and after-school 

support received grade-specific m
ath and read-

ing tutoring from
 the school’s teachers.  Exam

ples 
of out-of-school tim

e support included “G
uided 

Reading,” “K
now

ing M
ath,” and “Soar to Suc-

cess,” a direct teaching program
 focused on reading 

strategies such as visualization, reflection, and 
m

aking connections (EdVestors, 2006).  Participat-

ing students therefore received a “double dose” of 
instruction.  A

fterschool instruction w
as supervised 

by a m
em

ber of the ILT to ensure continuity w
ith 

m
aterials covered in class that day.  Students w

ere 
m

oved in and out of afterschool tutoring as needed.  

Stu
d

en
t Su

p
p

o
rt Team

s

D
uring the study period, the school had student 

support team
s (SST), or “safety nets,” for those 

w
ho needed support beyond the extended learning 

tim
e offered during, before, and after the school 

day.  SSTs w
ere, and still are, a m

ulti-disciplinary 
group of specialists including an adm

inistrator, 
a special educator, an occupational therapist, a 
counselor (if relevant), and a bilingual teacher.  
SSTs m

eet once a w
eek to assess student progress, 

student by student.  Student referrals to SSTs can 
be initiated by ILT m

em
bers based on form

ative or 
sum

m
ative assessm

ent results; or by teachers w
hen 

they observe that in class and extended-day support 
system

s have not been effective.  

Su
p

p
o

rt fo
r th

e W
h

o
le Stu

d
en

t In
vo

lves  
Su

p
p

o
rt fo

r H
o

m
e Life

The school sees students holistically, as proclaim
ed 

in the m
ission statem

ent.  This perspective m
eans 

that there is an understanding that a student’s 
life outside the classroom

 and beyond the school 
im

pact academ
ic perform

ance.  “W
e know

 our 
students w

ell” is an often-heard expression at the 
school in reference not only to students’ academ

ic 
skills, but also to the student’s fam

ily context, 
socio-em

otional health, and extracurricular needs.  
K

now
ing that each student’s academ

ic perform
ance 

is im
pacted by non-academ

ic developm
ental needs 

w
ithin and beyond the classroom

 and the school, 
the Sarah G

reenw
ood reaches out to fam

ilies to 
learn about needs for econom

ic and/or socio-em
o-

tional support related to poverty, im
m

igration, and 
neighborhood safety.  For exam

ple, during hom
e 

visits conducted prior to the start of the school year, 
m

em
bers of the staff identified and tried to m

eet 
m

aterial needs.  In one case, a teacher reported 
providing an extra m

attress to a fam
ily w

hose 
school-age child w

as sleeping on the floor.  Parents 
also reported this sense of non-judgm

ental collabo-
ration betw

een school and hom
e that developed as 

a result of these actions. 

In addition, fam
ily involvem

ent practices included 
elem

ents of parent education for their children’s 
success in literacy.  The form

er Principal spoke 
about the im

portance of interacting w
ith m

others, 
and focused on pointing out to them

 w
ays to rein-
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Teachers liked on-going, in-house  
professional developm

ent, and training on 
form

ative use of data

Repeatedly, teachers praised C
ollaborative C

oach-
ing and Learning (C

C
L) cycles for targeting the 

specific skills they needed to build, and for creating 
a culture of trust and collaboration.  They also 
preferred having in-house m

ath and LA
T coaches, 

as they could provide ongoing support w
hen ques-

tions arose about classroom
 practices that w

ere not 
w

orking.  A
lso, the relationship of trust that devel-

oped w
ith in-house coaches facilitated help-seeking 

for teachers.  

Professional developm
ent practices sim

ilar to those 
that the Sarah G

reenw
ood engaged in during 

SY
2006-SY

2009 w
ere highly recom

m
ended in a 

recent Practice G
uide issued by the U

.S. D
epart-

m
ent of Education’s Institute of Education Sciences 

(IES) (G
ersten et al., 2007).  The practices included:  

(1) training teachers to use form
ative assessm

ent 
to guide instruction; (2) training teachers and 
other specialists to effectively deliver sm

all-group 
instruction for ELL students w

ho fall behind; and (3) 
training teachers to teach academ

ic English starting 
in the early grades.  In addition, grade level team

 
m

eetings w
ere focused on exam

ining instruction 
and student learning w

ith the support of the ILT 
and the Principal (Saunders et al., 2009).  

In conclusion, the Sarah G
reenw

ood’s success in 
SY

2006-SY
2009 w

as the result of a process of 
com

prehensive reform
 brought about by a Principal 

w
ho intentionally adopted a collaborative leader-

ship style that spread buy-in for change school-
w

ide.  Teachers’ em
pow

erm
ent and dedication to 

data-driven assessm
ent and instructional design, 

the spirit of collaboration created through strong 
professional developm

ent m
odels, and the school’s 

efforts to reach out to the com
m

unity created the 
conditions for academ

ic success for ELL students, 
and all students. 

16 U
nder Boston’s student assignm

ent plan, the city is 
divided into three geographic “zones” (E

ast, W
est, 

and N
orth) for elem

entary and m
iddle schools.  

Students m
ay apply for:  schools in the zone in w

hich 
they live; schools in other zones if the schools are 
w

ithin their “w
alk zone”; and K

-8 schools cityw
ide.  

T
he assignm

ent algorithm
 prioritizes applicants 

w
ithin a one m

ile “w
alk zone” for elem

entary schools 
and entry for siblings of current students.  

17  T
he data on teacher qualifications com

e from
 the 

M
A

 D
epartm

ent of E
lem

entary and Secondary 
E

ducation (http://profiles.doe.m
ass.edu/state_report/

teacherdata.aspx ).
18  T

he Interim
 Principal, a 21-year school veteran 

w
ho held positions of increasing responsibility, from

 
teacher to assistant Principal, led the school for tw

o 
school years follow

ing the Principal’s departure.  A
 

new
 perm

anent Principal w
as appointed to lead the 

school starting SY
2012.  

19  D
uring SY

2006 it had ten m
em

bers (E
dVestors, 

2006).  
20  C

ounselors do not have Spanish speaking ability 
currently, w

hich lim
its support for E

L
L

 students to 
those w

ho are M
E

PA
 L

evels 3 and 4.  

ELL students benefited from
 being in schools 

w
ith standards-based learning outcom

es and 
clear expectations 

The Sarah G
reenw

ood’s Principal instilled in the 
school a vision of high expectations for all students, 
and used the sam

e perform
ance benchm

arks for 
ELL students as for native English speakers.  ELL 
below

-grade-level perform
ance w

as not seen as 
“norm

al” and as som
ething that w

ould resolve 
itself w

ith increased language proficiency.  The 
learning objectives w

ere standards aligned; the 
teachers developed instructional approaches and 
support structures to assist all students to reach 
those objectives.  These findings replicate those of 
a C

alifornia evaluation of 237 schools (W
illiam

s et 
al., 2007) included in our theoretical fram

ew
ork.  It 

should be noted though, that ELL students partici-
pated in large num

bers in extended day instruction 
that w

as targeted and aligned w
ith daytim

e curricu-
lum

.  This suggests that ELL students m
ay require 

out-of-school-tim
e support in order to keep up w

ith 
standards-based instruction.  

Using data-driven inquiry to im
prove instruc-

tion led to better student perform
ance 

The school’s focus on setting In the case of ELL 
students, (W

illiam
s et al., 2007) found that using 

assessm
ent data to im

prove student achievem
ent 

and instruction led to higher outcom
es.  The Sarah 

G
reenw

ood used item
ized analysis of student 

responses on the ELA
 and M

ath subtests of the 
M

C
A

S to determ
ine learning objectives for ELL stu-

dents.  This data-inquiry based approach supported 
an inclusive school organization that gave voice to 
teachers of ELL students in the Instructional Leader-
ship Team

, grade level team
s, student support 

team
s, and teacher study groups.  

Cultural understanding and validation w
ere 

necessary supports for the w
hole student.

W
hen staff at the Sarah G

reenw
ood spoke of 

know
ing their students, they did not just m

ean 
in term

s of their academ
ic outcom

es, but rather 
holistically, including the cultural com

m
unities they 

cam
e from

, the kinds of stressors they faced daily, 
and their hom

e languages.  The fact that students 
and their parents could speak their hom

e language 
at school, not only am

ong them
selves, but also w

ith 
their teachers w

as advantageous.  U
nderstanding 

parents’ cultural practices around parenting w
as 

also valuable, as it enabled teachers and adm
in-

istrators to highlight cultural practices that w
ere 

inconsistent w
ith school practices, such as criticism

, 
and recom

m
ending alternatives, such as encour-

agem
ent to build confidence and self-esteem

.  The 
use of Spanish in classroom

s and hallw
ays, am

ong 
teachers and adm

inistrators, am
ong students, and 

betw
een teachers and parents created a clim

ate 
w

here Spanish ability and the various cultural 
backgrounds of ELL students w

ere valued.  In-
deed validating students’ ethnic identity has been 
recom

m
ended as an effective practice by experts on 

ELL education w
ith a focus on Latino ELL students 

(Tellez &
 W

axm
an, 2005).  

The school visit also confirm
ed that the Sarah 

G
reenw

ood practiced a num
ber of evidence-based 

strategies for fam
ily engagem

ent, including (a) 
school and teachers reach out to parents through 
their language and culture, (b) school hires bilingual 
personnel w

ho are available to speak w
ith parents 

w
hen they com

e to school, (c) school uses a variety 
of strategies to com

m
unicate w

ith parents, and (d) 
school offers a variety of form

al events to com
m

u-
nicate w

ith parents (D
elgado-G

aitan, 2004).  
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C
H

A
P

T
E

R

A
   School Context

The Ellis Elem
entary School is a K

-5 elem
entary 

school located in the Roxbury section of Boston.  
D

uring SY
2009, the school served 328 students; 

35%
 w

ere native speakers of Spanish and 40%
 

w
ere students of lim

ited English proficiency (LEPs).  
In the school as a w

hole, 55.5%
 of students w

ere 
Latino, 40.5%

 w
ere Black, 2%

 w
ere W

hite, and 
2%

 w
ere m

ulti-racial, A
sian, or N

ative A
m

erican.  
Students are assigned to the school according to 
the BPS student assignm

ent plan, 21 and the school 
is one of 19 BPS elem

entary schools w
ith a Spanish-

specific SEI program
 for LEP students.  

O
f the 78 LEP students (81%

 of all LEPs) w
ho took 

the M
EPA

 in A
pril 2009, 12.8%

 w
ere at M

EPA
 Level 

1, 9%
 w

ere at M
EPA

 Level 2, 21.8%
 w

ere at M
EPA

 
Level 3, 38.5%

 w
ere at M

EPA
 Level 4, and 17.9%

 
w

ere at M
EPA

 Level 5.  LEP students at each grade 
level spanned the range of M

EPA
 levels.  

D
uring SY

2009, there w
ere 29.1 full-tim

e equiva-
lent (FTE) staff m

em
bers at the Ellis School for a 

student-teacher ratio of 10.9 to 1 (BPS ratio is 
12.8 to 1).  Five FTE teachers (17%

) w
ere teaching 

ELL-related assignm
ents.  O

ne hundred percent 

of teachers w
ere licensed in their assigned posi-

tion and 100%
 of core classes w

ere taught by 
highly qualified teachers; both figures are slightly 
higher than the district averages of 98%

 and 96%
, 

respectively.  In term
s of the racial m

ake-up of the 
teaching staff, 37%

 of teachers w
ere W

hite, 34%
 

w
ere Black, 24%

 w
ere Latino, 3 %

 w
ere N

ative 
A

m
erican, and 2%

 w
ere A

sian. 22  

In SY
2009, the percentage of students from

 low
-

incom
e households w

as higher than BPS district 
rates for both students of lim

ited English profi-
ciency and those w

ho are English proficient.  For 
Ellis students of lim

ited English proficiency, the rate 
w

as six percentage points higher w
hile for English 

proficient students, it w
as m

ore than 20 percentage 
points higher.  The m

obility rate at Ellis w
as higher 

for both LEP students (15.6%
) and EP students 

(12.9%
) com

pared to BPS LEP students (9.8%
) and 

EP students (8.1%
).

In term
s of engagem

ent outcom
es, attendance 

rates at Ellis w
ere slightly low

er than BPS rates, 
and rates of suspension and grade retention at Ellis 
w

ere low
er for students of lim

ited English profi-
ciency, w

hile higher for English proficient students.  
A

cadem
ically, Ellis students perform

ed w
ell on 

“A PERFECT STO
RM

”:   
A STEAD

ILY IM
PRO

VIN
G

 SCHO
O

L  
FO

R EN
G

LISH LAN
G

UAG
E LEARN

ERS

V.
Report 2  

Chapter 5 Tables 
AND 
Ellis ES Case Study Stand Alone PDF 

 Table 5.1.  Ellis Elem
entary School Enrollm

ent Defined by Native Language, English Language Proficiency, 
and ELL Program

 Participation, SY2009 

 Total 
All Ellis (328) 

Native      
Language 

Native English Speaker (NES) 
(197) (60%

) 
N

ative Speakers of O
ther Languages (N

SO
L)   

(131) (40%
) a 

English Proficient (EP)  (232) (71%
) 

Language 
Proficiency 

N
ES

 
N

SO
L-EP 

(25) (8%
) 

FLEP 
(10) (3%

) 

Lim
ited 

English Proficient (LEP) 
(96) (29%

) b 

Program
 

Participation 
N

ot in ELL Program
 (232) (71%

) 
Not in ELL 

Prog 
(27) (8%

) 

In ELL 
Prog 

(69) (21%
) 

a Native speakers of Spanish were 87%
 of NSO

L. O
ther languages including Haitian Creole and Cape Verdean were 1%

 or less 
of N

SO
L. 

b 84 (87.5%
 of LEPs) were native speakers of Spanish. 

    Table 5.2.  Selected Student Indicators, SY2009
a 

  
Ellis LEP %

 
Ellis EP %

 
BPS ES LEP %

 
BPS ES EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

97.9%
 

96.1%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

15.6%
 

12.9%
 

9.8%
 

8.1%
 

Students with Disabilities 
10.4%

 
17.2%

 
17.6%

 
20.1%

 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
      Report 2  

Chapter 5 Tables 
AND 
Ellis ES Case Study Stand Alone PDF 

 Table 5.1.  Ellis Elem
entary School Enrollm

ent Defined by Native Language, English Language Proficiency, 
and ELL Program

 Participation, SY2009 

 Total 
All Ellis (328) 

Native      
Language 

Native English Speaker (NES) 
(197) (60%

) 
N

ative Speakers of O
ther Languages (N

SO
L)   

(131) (40%
) a 

English Proficient (EP)  (232) (71%
) 

Language 
Proficiency 

N
ES

 
N

SO
L-EP 

(25) (8%
) 

FLEP 
(10) (3%

) 

Lim
ited 

English Proficient (LEP) 
(96) (29%

) b 

Program
 

Participation 
N

ot in ELL Program
 (232) (71%

) 
Not in ELL 

Prog 
(27) (8%

) 

In ELL 
Prog 

(69) (21%
) 

a Native speakers of Spanish were 87%
 of NSO

L. O
ther languages including Haitian Creole and Cape Verdean were 1%

 or less 
of N

SO
L. 

b 84 (87.5%
 of LEPs) were native speakers of Spanish. 

    Table 5.2.  Selected Student Indicators, SY2009
a 

  
Ellis LEP %

 
Ellis EP %

 
BPS ES LEP %

 
BPS ES EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

97.9%
 

96.1%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

15.6%
 

12.9%
 

9.8%
 

8.1%
 

Students with Disabilities 
10.4%

 
17.2%

 
17.6%

 
20.1%

 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
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to im
prove their ow

n ELL instruction, created the 
conditions for a transform

ation that, like a perfect 
storm

, in a short period of tim
e w

ould change ELL 
education at the Ellis for the better.  

The school has experienced tw
o leadership changes 

since the form
er Principal left after SY

2009. 23 A
s a 

result of differing com
m

itm
ents and visions, som

e 
of the ELL-related practices that w

ere im
plem

ented, 
as w

ell as som
e of the key staff responsible for 

facilitating those practices during that period, are 
no longer evident at the school. 24  

B
   Key Them

es in Success w
ith Edu-

cating English Language Learners

A
s a Language Specific SEI program

 school, Ellis 
Elem

entary uses student M
EPA

 scores as w
ell as 

classroom
 w

ork to assess students’ English lan-
guage proficiency levels.  A

s an elem
entary school, 

the SEI teachers have self-contained classroom
s 

w
here they teach all subjects except the specials.  

C
urrently at each grade level, there is one SEI 

classroom
 w

ith students at M
EPA

 Levels 1-3.  The 
current BPS policy is that students w

ho reach M
EPA

 
Levels 4 and 5 are to be transitioned to regular 
education classroom

s.  A
t the tim

e of the study, the 
LA

T facilitator, m
ath coach, and classroom

 teachers 
carefully considered this transition through discus-
sions that took into account all available data and 
socio-em

otional needs of each specific student.  
They reported that if students w

ere not deem
ed 

ready to m
ove to regular education, they w

ere kept 
in SEI classroom

s, w
hich w

ere usually sm
aller in 

size and had extra academ
ic support from

 the LA
T 

facilitator tw
o or three tim

es a w
eek.  

In our case study of the Ellis, w
e found three 

them
es from

 our interview
s, observations, and doc-

um
ent review

 w
hich m

ultiple stakeholders credited 
for the school’s im

provem
ent w

ith ELL education.  
W

e found that the leadership for ELL education in 
the school included the Principal, LA

T facilitator, and 
m

ath coach, w
ho built the capacity of both SEI and 

regular education teachers through coaching, m
od-

eling, and team
ing.  The m

ajor focus of data-based 
inquiry, professional developm

ent, and coaching 
w

as im
proving instruction, particularly in reading 

and w
riting.  Finally, w

e found that through this 
focused w

ork across the faculty, a culture of profes-
sional collaboration developed leading to a sense of 
collective efficacy.  These key them

es are described 
in m

ore detail under the headings:

 
Perfect Storm

”  

w
ould give us the Biggest Bang for our Buck?”

   Them
e 1:  The Principal Created  

Conditions for “a Perfect Storm
”

W
e use the term

 Perfect Storm
 to refer to the pur-

poseful recruitm
ent and deploym

ent of resources 
for the benefit of ELL students.  The Principal during 
SY

2006-SY
2009 had been an English language 

learner in the Boston Public Schools, and had m
any 

years of experience as a bilingual teacher before 
becom

ing a principal, all of w
hich shaped his vision 

for the school.  That vision w
as one of equity for 

English language learners, w
hich he constructed 

as providing resources based on teachers’ needs, 
rather than through a m

athem
atical form

ula.  H
is 

view
s about equity w

ere shaped w
hen, as a teacher, 

he experienced that equality of resources w
as not 

enough to teach ELL students; he needed m
ore 

resources than regular education teachers, and had 
to w

ork extra tim
e to provide them

.  

I cam
e in

 to
 th

e jo
b

 w
ith

 th
e p

ersp
ec-

tive o
f tryin

g
 to

 m
ake su

re th
at En

g
lish

 
lan

g
u

ag
e learn

ers n
o

t o
n

ly w
ere rep

-
resen

ted
 in

 all asp
ects o

f th
e sch

o
o

l, 
th

at in
 p

articu
lar w

e w
ere m

akin
g

 su
re 

th
at th

ey w
ere g

ettin
g

 eq
u

al access to
 

cu
rricu

lu
m

.   
– fo

rm
er Prin

cip
al

The Principal during the study period possessed 
tw

o key leadership traits w
hich supported the 

transform
ation of ELL education at the Ellis:  vision 

and trust in his staff.  H
is vision w

as that English 
language learners w

ould achieve at the sam
e level 

as native English speakers, w
hich they w

ere not 
doing at the tim

e that he took over leadership of 
the school in SY

1990.  H
is vision for ELL students 

w
as that his staff w

ould see the academ
ic potential 

of ELL students and help them
 realize it.  A

t the 
tim

e, this vision required a change in attitudes and 
perceptions about ELL students am

ong staff.  

the M
C

A
S tests, though relatively sm

all num
bers 

suggest caution in interpreting these results since 
patterns could fluctuate due to individual dif-
ferences.  Pass and proficiency rates for Ellis LEP 
students are m

ostly low
er com

pared to their Ellis 
EP counterparts, but higher w

hen com
pared to BPS 

LEP students.  Except for the M
C

A
S ELA

 proficiency 
rate, Ellis LEP students also scored higher than BPS 
EP students.  

D
uring the period in w

hich this school show
ed the 

steady im
provem

ent w
ith ELL students that led to 

its identification in this project, the Principal at the 
tim

e had begun his tenure as Principal in SY
1990, 

after being a bilingual teacher in the Boston Public 
Schools for fifteen years.  H

e him
self w

as an Eng-
lish language learner w

ho is bilingual in Spanish 
and English.  

D
uring his tenure, the m

ission of the Ellis School 
w

as developed to read: 

Th
e D

avid
 A

. Ellis co
m

m
u

n
ity – stu

-
d

en
ts, staff, p

aren
ts, n

eig
h

b
o

rh
o

o
d

s, 
ag

en
cies, u

n
iversities, an

d
 b

u
sin

ess 
p

artn
ers – w

ill p
ro

vid
e an

 effective 
an

d
 en

rich
ed

 ed
u

catio
n

 in
 a safe an

d
 

su
p

p
o

rtive en
viro

n
m

en
t fo

cu
sed

 o
n

 
stro

n
g

 skill d
evelo

p
m

en
t an

d
 p

rep
ara-

tio
n

 fo
r p

ro
d

u
ctive an

d
 resp

o
n

sib
le 

m
em

b
ersh

ip
 in

 so
ciety.  (Ellis Elem

en
-

tary Sch
o

o
l, 2006)

The Ellis School underw
ent a dram

atic dem
ographic 

change from
 the tim

e the form
er Principal started, 

w
hen the school w

as 81%
 A

frican A
m

erican, to 
now

, w
hen m

ore than half of the students are 
Latino.  The form

er Principal reports that there w
ere 

historical tensions betw
een Black and Latino groups 

at the school, and that w
hile he alw

ays m
ade ELL 

education a priority, it becam
e easier to support the 

needs of bilingual students w
hen there w

as a criti-
cal m

ass of native Spanish speakers at the school.  
This case study describes the “perfect storm

” that 
developed w

hen he brought in a hum
an resource 

– the LA
T facilitator – w

hose view
s for educating 

ELL students aligned w
ith his, and w

ith those of the 
m

ath coach, as they w
ould find out.  This strong 

alignm
ent of view

s about w
hat w

ould w
ork w

ith 
ELL students, coupled w

ith teachers’ strong desire 

Table 5.3.  Selected Student O
utcom

es, SY2009
a 

  

Num
ber of 

Ellis LEP 
Students 
w

ith Data  

Ellis  
LEP %

 
Ellis  
EP %

 
BPS ES  
LEP %

 
BPS ES  

EP %
 

M
edian Attendance 

96 
94.4%

 
91.7%

 
96.1%

 
95.0%

 

Suspension 
96 

0%
 

5.2%
 

2.0%
 

3.3%
 

R
etained in G

rade 
69 

5.8%
b 

6.7%
 

6.0%
 

4.1%
 

Passed ELA M
C

AS
c 

100%
 

84.4%
 

64.9%
 

80.0%
 

Proficient in ELA M
CAS 

17 
35.3%

b 
42.2%

 
13.3%

 
39.6%

 

Passed M
ath M

C
AS 

82.4%
 

96.8%
 

61.8%
 

76.3%
 

Proficient in M
ath M

C
AS 

17 
41.2%

b 
55.6%

 
17.8%

 
34.1%

 

Passed Science M
C

AS 
- d 

90.0%
 

45.1%
 

72.0%
 

Proficient in Science M
CAS 

- d 
- d 

36.7%
 

5.3%
 

21.7%
 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS ES = Boston Public Elem

entary Schools 
b Data for this cell is n<10.  
c M

C
AS data includes grades 3-5 for ELA and m

athem
atics and grade 5 for science. W

hile case study site selection looked at 
M

CAS proficiency in ELA and m
athem

atics only for students at M
EPA levels 3 and 4, here the purpose is to present outcom

es 
for the school as a whole, thus we include all test takers as well as pass and proficiency rates. 
d D

ata not reported for categories w
here n<10. 
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candidate for the Ellis School.  She w
as know

ledg-
able about sheltering English for content lessons 
and had w

orked w
ith a highly qualified Elem

entary 
ESL m

entor teacher herself, as part of a teacher 
education program

 in C
alifornia.  W

hen she cam
e 

to the Ellis, she w
as not only a dedicated teacher, 

but also w
as w

illing to w
ork w

ith other teachers.  
She described her role as LA

T facilitator at Ellis as “a 
little bit of everything,” including m

entoring, coach-
ing, collaborating w

ith teachers, and com
pliance.  

O
ne SEI teacher rem

em
bers that she introduced to 

her the concept of differentiating instruction based 
on students’ English proficiency levels.  

From
 the outset of her tenure, the LA

T facilitator 
w

orked w
ith approxim

ately half of ELL students in 
the building, specifically in SEI classroom

s w
here 

the m
ajority of students w

ere at M
EPA

 Levels 1-3, 
and also collaborated w

ith SEI classroom
 teach-

ers one hour a day.  Instruction included both 
w

hole-group instruction and sm
all differentiated 

groups based on English proficiency level.  In the 
LA

T facilitator’s first year at the school, she and the 
m

ath coach serendipitously shared an office, w
hich 

encouraged constant discussion, reflection, and 
planning.  A

s coaches, they did not have their ow
n 

classroom
s and w

ere not adm
inistrators, but they 

had each other.  

The m
ath coach, w

ho had been at the school 
since 2004, supported teachers by w

orking w
ith 

individual struggling students, w
ith sm

all groups 
of students on specific skills, and co-teaching m

ini-
lessons in classroom

s.  She had a general know
l-

edge of all the students in the school, not just ELL 
students, as w

ell as teachers’ strengths and w
eak-

nesses.  The form
er Principal early on recognized 

her value to his leadership team
 and em

pow
ered 

her to take on ELL leadership.

In SY
2007, C

ategory 2 training w
as offered through 

Teach First, w
hich the LA

T facilitator led w
ith 

tw
o other in-house category-trained teachers.  In 

SY
2008, she w

as form
ally designated as LA

T facili-
tator and began to convene regular m

eetings of the 
SEI teachers as the Language A

cquisition Team
.  She 

continued to m
eet one-on-one w

ith all teachers of 
ELL students, including regular education teachers, 
to review

 progress for every ELL student.  D
uring 

SY
2008, the LA

T facilitator w
as w

orking one hour 
a day in K

1 and K
2 SEI classroom

s and ten hours a 
w

eek for G
rades 1-5 SEI classroom

s.  Through their 
tim

e and conversations together, the LA
T facilitator 

and m
ath coach developed aw

areness not only of 

teachers’ learning needs, but also of their ow
n.  In 

June 2007, they applied for training that w
ould 

bring in an external facilitator of data-driven inquiry 
w

ork (described below
) based on a participatory 

m
odel of school reform

.  Thus grew
 a cohesive 

approach betw
een the LA

T facilitator, the m
ath 

coach, and teachers as critical partners.  These tw
o 

coaches becam
e key leaders of a process of change 

for ELL students and their teachers at the school.  
They “broke the barrier into the classroom

s” (SEI 
teacher) to start the conversations about im

proving 
ELL teaching and learning.  

A
 key factor in the coaches’ ability to w

ork closely 
w

ith teachers and build leadership for ELL students 
w

as the Principal’s trust in their decisions.  Because 
the m

ath coach had been at the school for a num
-

ber of years, there w
as already a trusting relation-

ship betw
een her and the Principal.  H

e trusted her 
content know

ledge and her skill as a professional 
developer.  

It is n
o

t a very co
m

m
o

n
 exp

erien
ce 

to
 h

ave a Prin
cip

al w
h

o
 w

an
ts to

 b
e 

tran
sp

aren
t ab

o
u

t w
h

at th
ey kn

o
w

, 
w

h
at th

ey d
o

n
’t kn

o
w

, an
d

 h
o

w
 th

ey 
can

 b
e su

p
p

o
rtive.   

– SA
M

 team
 m

em
b

er

H
e convened regular m

eetings w
ith the LA

T facilita-
tor and the m

ath coach, w
here they had conversa-

tions that led to key decisions about policy and 
practice in the school.  The form

er Principal trusted 
the tw

o coaches to help him
 gather inform

ation 
about the instructional needs of students and  
professional developm

ent needs for the staff as  
a w

hole.  

H
avin

g
 th

o
se eyes an

d
 ears fo

r th
e 

Prin
cip

al w
as very p

o
sitive, an

d
 th

en
 

u
sin

g
 th

at in
fo

rm
atio

n
 to

 d
o

 a little b
it 

m
o

re p
u

rp
o

sefu
l p

lan
n

in
g

 aro
u

n
d

 p
ro

-
fessio

n
al d

evelo
p

m
en

t, aro
u

n
d

 h
o

w
 to

 
d

ep
lo

y m
y tim

e, ab
o

u
t h

o
w

 to
 id

en
tify 

g
en

eral sch
o

o
l n

eed
s, b

u
t also

 g
rad

e 
level n

eed
s, [su

p
p

o
rted

 th
e Prin

cip
al].   

– M
ath

 co
ach

In tim
e, the coaches m

ade decisions each year on 
how

 to spend their tim
e, w

hether in a classroom
 

w
ith a struggling teacher for ESL tim

e, convening 
inquiry team

 m
eetings, providing m

entoring or 
professional developm

ent, collecting and analyzing 
data, or m

eeting w
ith fam

ilies.  

A
 m

in
d

set …
 th

at w
h

en
 yo

u
 lo

o
k at a 

stu
d

en
t, yo

u
 d

o
n

’t see [h
im

/h
er] w

ith
 

a d
efi

cit, yo
u

 see [h
im

/h
er] w

ith
 [h

is/
h

er] p
o

ten
tial, an

d
 yo

u
 lo

o
k at each

 
in

d
ivid

u
al in

 th
at w

ay, th
at [h

e/sh
e] 

can
 m

o
ve fo

rw
ard

.   
– LA

T facilitato
r

Because the teaching staff did not have the 
know

ledge, skills, or collaborative habit required for 
excellent ELL instruction, form

er Principal needed to 
create changes in attitudes and teaching practice.  
H

e brought resources to the school, in the form
s of 

professional developm
ent and staffing that w

ould 
address these needed changes.  

I realized
 th

at w
e h

ad
 a lo

t o
f En

g
-

lish
 lan

g
u

ag
e learn

ers in
 th

e reg
u

lar 
ed

 classro
o

m
s, w

h
ich

 m
ad

e all class-
ro

o
m

s En
g

lish
 learn

in
g

 classro
o

m
s.…

  
I n

eed
ed

 to
 fi

n
d

 a w
ay to

 let th
em

 
u

n
d

erstan
d

 th
at d

yn
am

ic, an
d

 w
h

at 
it is th

at’s req
u

ired
 o

f th
em

.  A
n

d
 so

, 
w

e d
id

 a sig
n

ifi
can

t p
art o

f o
u

r 18 
h

o
u

rs [o
f p

ro
fessio

n
al d

evelo
p

m
en

t] 
ju

st u
n

d
erstan

d
in

g
 SIO

P.  Th
e teach

-
ers started

 to
 realize th

at th
ey h

ad
 a 

resp
o

n
sib

ility fo
r th

o
se stu

d
en

ts, an
d

 
as w

e learn
ed

 th
at, w

e realized
 th

at it 
w

as n
o

t g
o

o
d

 in
stru

ctio
n

 fo
r En

g
lish

 
lan

g
u

ag
e learn

ers, it w
as g

o
o

d
 in

stru
c-

tio
n

 fo
r everyb

o
d

y.  So
 th

at w
as th

e 
fo

u
n

d
atio

n
 o

f it.   
– fo

rm
er Prin

cip
al

Thus, the form
er Principal’s vision included integrat-

ing not only the English language learners but also 
their teachers w

ith the regular education staff.  For 
this purpose, he created structures that facilitated 
collaboration betw

een teachers of ELL students 
and regular education teachers.  For exam

ple, he 
changed the structure of the teacher team

s.  A
t 

the sam
e tim

e, he realized that all teachers in the 
building needed training to teach ELL students, not 
just for the sake of ELL students but for the sake of 
all students.  H

e then created necessary opportuni-
ties for professional developm

ent of all teachers in 
the building.  

It w
as im

p
o

rtan
t fo

r m
e, w

h
en

 I d
id

 
m

y alig
n

m
en

t, th
at th

e teach
er team

s 
w

ere co
m

p
rised

 o
f n

o
t ju

st reg
u

lar ed
 

b
u

t also
 b

ilin
g

u
al ed

 teach
ers o

n
 th

e 
sam

e team
.   

– fo
rm

er Prin
cip

al

H
e also

 h
ad

 th
e visio

n
 to

 see th
at  

th
e teach

ers in
 h

is b
u

ild
in

g
 n

eed
ed

  
to

 w
o

rk o
n

 th
e fo

u
r categ

o
ries  

[SEI train
in

g
].   

– LA
T facilitato

r

In addition to the four-category SEI training, he un-
derstood the value of having a full-tim

e m
ath coach 

to support teachers.  H
e creatively used his budget 

to fund that position at a tim
e w

hen the position 
w

as only funded to be part tim
e.  

The Principal also knew
 that som

e of the ELL teach-
ing and learning expertise w

ould need to com
e 

from
 outside the building.  H

e w
as a leader w

ho 
w

as not afraid to acknow
ledge the lim

its of his 
ow

n ability to directly lead that change, encour-
aged applications to bring in additional resources, 
and identified strong teachers of ELL students w

ho 
could becom

e teacher leaders.  

W
e h

ad
 a p

rin
cip

al at th
e tim

e w
h

o
 

w
as n

o
t n

ecessarily satisfi
ed

, in
 m

y 
o

p
in

io
n

, w
ith

 so
m

e o
f th

e th
in

g
s th

at 
h

e w
as seein

g
, an

d
 n

eed
ed

 th
e su

p
-

p
o

rt.  So
 h

e w
as o

p
en

 to
, “W

e n
eed

 
so

m
eth

in
g

 h
ere.”   

– fo
rm

er M
ath

 co
ach

A
t the sam

e tim
e, the Principal recognized the 

need to delegate and em
pow

er teachers, and for 
that purpose he turned to tw

o key staff:  the LA
T 

facilitator and the m
ath coach.  

In
stru

ctio
n

al C
o

ach
es W

ere G
iven

  
R

esp
o

n
sib

ility Fo
r Em

p
o

w
erin

g
 Teach

ers

The LA
T facilitator w

as hired in SY
2007 as an ESL 

teacher,  the only licensed ESL and 4-C
ategory 

trained teacher in the building (som
e teachers had 

training in C
ategories 1, 2, and 3 but not in ESL).  A

 
trilingual English language learner herself, she had 
experience as an ESL teacher in a Tw

o-W
ay Bilingual 

Im
m

ersion school w
ith a m

ajority of Spanish-speak-
ing ELL students in C

alifornia.  The ESL teacher/
LA

T facilitator experienced a sim
ilar transition w

hen 
a restrictive language policy passed in C

alifornia a 
few

 years earlier.  This experience m
ade her an ideal 
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   Them
e 2:  “W

hat is the Sm
all, High  

Leverage Thing That W
ould G

ive Us the 
Biggest Bang for O

ur Buck?”

The first them
e established that, during the study 

years, the school had in place both a Principal 
and highly qualified coaches w

ho w
ere dedicated 

to training and em
pow

ering teachers to im
prove 

ELL education.  In addition, in SY
2008, the school 

gained access to external coaching and facilitation 
of data-based inquiry by applying and w

inning a 
grant by the C

arnegie C
orporation to w

ork w
ith 

a facilitator from
 the Scaffolded A

pprenticeship 
M

odel (SA
M

), a program
 that originated at the C

ity 
U

niversity of N
ew

 York (C
U

N
Y

) 26 and w
as being 

im
plem

ented in several Boston Public Schools by 
staff at the Boston Plan for Excellence (BPE), an in-
term

ediary organization in Boston.  The SA
M

 m
odel 

involved analysis of student-level data, including 
student w

ork, by grade.  SA
M

 provided resources 
such as the inquiry fram

ew
ork, data spreadsheets, 

guiding questions, w
ays of identifying patterns 

in data, w
ays of focusing on specific groups of 

students, tem
plates for intervention plans, and 

follow
-up accountability processes to keep the SA

M
 

team
 at the school focused on their inquiry ques-

tions and “on the students m
oving forw

ard” (SA
M

 
team

 m
em

ber).

This m
odel’s approach to school reform

 is based on 
changing the role of principals from

 school leaders 
to leaders of capacity developm

ent at the school.  
The SA

M
 team

 of leaders thus created becom
es 

responsible and accountable for the use of data-
based inquiry cycles to lead school im

provem
ent.  

The form
er Principal acknow

ledges experiencing 
som

e discom
fort at being a m

em
ber of a collab-

orative team
 (rather than the leader m

aking the 
decisions), but he trusted that the process that he 
brought in w

ith SA
M

 w
ould result in im

provem
ent 

for ELL students.  

It b
ecam

e, as I said
, n

o
t ju

st th
e 

co
ach

es, b
u

t it b
ecam

e th
e SA

M
 team

 
p

lu
s th

e th
ird

 g
rad

e teach
ers.…

  It 
co

u
ld

 n
o

t w
o

rk fo
r a p

rin
cip

al th
at h

ad
 

a b
ig

 eg
o

.  A
t fi

rst it w
as a little b

it 
h

ard
, b

u
t as I started

 to
 release m

o
re 

an
d

 m
o

re, it b
ecam

e easier to
 b

e ju
st 

o
n

e m
em

b
er o

f a team
.…

  Th
e m

o
re 

p
eo

p
le tru

sted
 m

e in
 th

e p
ro

cess an
d

 I 
tru

sted
 th

em
 in

 th
e p

ro
cess, it w

as all 
o

f u
s p

u
ttin

g
 everyth

in
g

 o
n

 th
e tab

le, 
an

d
 th

e so
le fo

cu
s w

as:  h
o

w
 d

o
 w

e 

im
p

ro
ve in

stru
ctio

n
 fo

r o
u

r stu
d

en
ts, 

an
d

 h
o

w
 d

o
 o

u
r stu

d
en

ts g
ain

 th
e 

skills th
at th

ey n
eed

 to
 b

e su
ccessfu

l 
stu

d
en

ts?  
– fo

rm
er Prin

cip
al

W
ith a consistent external SA

M
 facilitator from

 BPE, 
the team

 system
atically exam

ined student literacy 
achievem

ent at the third and fourth grade levels 
in SY

2009, and began the process of looking at 
w

hole-school literacy data that year.  Progress w
as 

reported quarterly in a new
sletter to the Principal 

and Ellis Staff.  The team
 looked at the district-

based assessm
ents, (Stanford Reading Inventory 

(SRI) and D
evelopm

ental Reading A
ssessm

ent 
(D

RA
), and found that they w

ere not predictive 
of M

C
A

S perform
ance.  They also identified areas 

in w
hich the current assessm

ents did not give 
enough inform

ation about student skills; they then 
developed new

 assessm
ents that w

ere m
ore valid 

indicators of those skills.  

[Th
e M

C
A

S] d
id

n
’t n

ecessarily tell u
s 

th
e clear p

ictu
re o

f th
o

se stu
d

en
ts.  

W
e w

eren
’t su

re th
ey co

u
ld

 read
 th

e 
texts, so

 w
e h

ad
 to

 d
o

 ru
n

n
in

g
 reco

rd
s.  

H
o

w
 can

 yo
u

 lo
o

k at a m
u

ltip
le ch

o
ice 

an
sw

er if yo
u

’re n
o

t even
 su

re th
ey’re 

read
in

g
 th

e sen
ten

ce?  
– SA

M
 team

 m
em

b
er

Through analysis of m
ultiple data sources, SA

M
 

team
 m

em
bers found that student perform

ance on 
different assessm

ents, the Form
ative A

ssessm
ents 

of Student Thinking in Reading (FA
ST-R) and O

pen 
Responses, predicted proficiency on subtests of the 
M

C
A

S.  

A
nother finding of the SA

M
 team

 w
as that ELL 

achievem
ent in the early elem

entary grades (G
rades 

K
-2) w

as strong, but that in the late elem
entary 

grades (G
rades 3-5), outcom

es declined.  Specifi-
cally, in SY

2007 “the M
C

A
S scores of every single 

ELL student had gone dow
n from

 third to fourth 
grade and from

 fourth to fifth grade” (SA
M

 team
 

m
em

ber).  This observation gave the team
 a focus 

on the upper grade SEI classroom
s.  Specifically, 

they decided that they w
ould focus on third grade 

and fourth grade students w
hich included a group 

of ELL students for the tw
o years of the grant:

C
o

ach
es W

ere C
atalysts Fo

r Im
p

ro
vin

g
  

SEI Teach
in

g
 A

n
d

 Learn
in

g

N
ot only did the coaches have the form

er Principal’s 
trust and authority over key decisions about how

 
they spent their tim

e, they also built teachers’ trust 
in the benefits of peer collaboration around curricu-
lum

 and instruction.  O
ne SEI teacher described the 

LA
T facilitator’s role as coaching her through lesson 

planning and m
odeling instruction in the classroom

 
until she adopted new

 practices and w
as ready to 

use them
 independently:

I w
o

u
ld

 cred
it [th

e LA
T facilitato

r] as 
th

e o
n

e w
h

o
 tau

g
h

t m
e w

h
at to

 d
o

.…
  

So
 every d

ay d
u

rin
g

 m
y ESL tim

e, m
y 

kid
s an

d
 I w

o
rked

 w
ith

 h
er, an

d
 sh

e 
w

o
u

ld
 m

o
d

el lesso
n

s, an
d

 th
en

 w
e 

w
o

u
ld

 b
reak th

e kid
s u

p
.  So

 I w
o

u
ld

 
b

e learn
in

g
 fro

m
 h

er, an
d

 th
en

 w
e 

w
o

u
ld

 d
ivid

e th
e ch

ild
ren

 to
 d

ifferen
ti-

ate th
e in

stru
ctio

n
.  W

e w
o

u
ld

 p
lan

 
to

g
eth

er, an
d

 o
ver tim

e, I w
o

u
ld

 d
o

 
m

o
re o

f th
e in

stru
ctio

n
, b

u
t w

e w
o

u
ld

 
still m

eet to
 p

lan
.  A

n
d

 I g
u

ess after a 
co

u
p

le o
f m

o
n

th
s, I w

as m
o

re o
n

 m
y 

o
w

n
 w

ith
 th

e kid
s an

d
 sh

e w
as d

o
in

g
 

o
th

er th
in

g
s, b

u
t w

e w
o

u
ld

 still m
eet 

to
 p

lan
.   

– SEI teach
er

A
 m

ajor accom
plishm

ent for the school w
as its 

retention of highly qualified staff and their teaching 
assignm

ents.  W
hile som

e teachers w
ere m

ore am
e-

nable than others to w
orking w

ith the LA
T facilita-

tor and m
ath coach, w

ith tim
e m

ost cam
e to tap 

into their expertise for im
proving instruction.  D

ur-
ing the study period, m

ost of the staff w
as trained 

in C
ategories 1, 2, and 3.  A

s evidence of the 
m

indset of ongoing learning at the school, several 
teachers discussed the professional developm

ent 
that they felt w

ould be m
ost helpful to them

 in 
im

proving their teaching of ELL students.  Teachers 
w

hose training had been m
ore heavily focused on 

ELA
 expressed an interest in a m

ath focus.  A
t the 

sam
e tim

e, one regular education teacher w
anted 

exem
plars of sheltered English instruction:

I w
o

u
ld

 lo
ve to

 see vid
eo

tap
es, like 

an
 exem

p
lar classro

o
m

, [fo
r exam

p
le] 

a fi
rst g

rad
e classro

o
m

 w
ith

 22 kid
s, 

an
d

 th
ey h

ave six ELL stu
d

en
ts.  Ju

st 
w

atch
in

g
 w

h
at th

at teach
er d

o
es w

ith
 

th
e u

n
it, an

d
 h

o
w

 sh
e reach

es th
e ELL 

stu
d

en
ts.   

– R
eg

u
lar ed

u
catio

n
 teach

er

The LA
T facilitator suggested that w

hile the district 
has focused on “w

ide instead of deep” professional 
developm

ent in the four categories of sheltered 
English instruction, a site-based m

entoring program
 

w
ould ensure that professional developm

ent learn-
ing w

ere translated into classroom
 practice.  

The form
er Principal recognized that professional 

developm
ent, data-based inquiry, and instructional 

change w
ould require extra tim

e from
 teachers.  To 

m
eet this need, he created incentives and w

ays of 
com

pensating teachers for their dedication and 
com

m
itm

ent, a process he called “a dance.”  Per-
haps one of his m

ost pow
erful levers w

as to show
 

success w
ith ELL students and w

ith all students at 
one grade level.  W

hen, in the second year of SA
M

, 
data show

ed that all third grade student outcom
es 

had im
proved, fourth grade teachers jum

ped on 
board w

ith reform
 efforts.  

W
e h

ad
 so

m
e su

ccess to
 sh

o
w

 th
em

.  
Th

e fact th
at n

o
n

e o
f o

u
r th

ird
 

g
rad

ers, n
o

t even
 o

n
e, in

clu
d

in
g

 th
e 

Sp
ecial Ed

 stu
d

en
ts, w

as at a level o
n

e 
[W

arn
in

g
] in

 th
e p

revio
u

s year’s M
C

A
S, 

g
ave th

e fo
u

rth
 g

rad
e teach

ers a little 
[p

au
se].  So

 th
at even

 th
o

u
g

h
 th

ey rec-
o

g
n

ized
 th

at it w
as a lo

t m
o

re w
o

rk, 
th

ere w
as a p

ayo
ff.   

– fo
rm

er Prin
cip

al 

Thus, in the second year of SA
M

 im
plem

entation, 
the team

 w
orked w

ith the sam
e cohort of students 

w
hich included ELL students, now

 in the fourth 
grade. 25
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to im
prove reading com

prehension w
as for student 

to w
rite “self-m

onitoring notes” in w
hich they 

asked them
selves after every paragraph w

hat the 
paragraph’s m

ain idea w
as.  

W
ritin

g

In w
riting, repetition w

as also used to support 
students in their learning, specifically w

riting in 
response to literature.  D

uring the study period, 
students w

ere encouraged to respond to O
pen 

Response prom
pts in com

plete sentences, because 
doing so reinforced academ

ic language.  By asking 
students to com

plete an open response w
riting task 

each tim
e they read a piece of literature, “they’re 

only going to get better at it if they have m
ore 

practice doing the sam
e thing” (LA

T facilitator).  

A
n

d
 w

ith
o

u
t fail, every tim

e w
e read

 
so

m
eth

in
g

, th
ey h

ad
 to

 d
o

 an
 o

p
en

 
resp

o
n

se.  Th
ey w

o
u

ld
 g

et im
m

ed
iate 

feed
b

ack fro
m

 m
e o

r th
eir classro

o
m

 
teach

er, sayin
g

, “D
id

 yo
u

 g
ive an

 
exam

p
le?  D

id
 yo

u
 elab

o
rate o

n
 th

at?”  
A

n
d

 th
at h

elp
ed

 th
em

 as th
ey w

ere 
read

in
g

 to
 fo

cu
s in

 o
n

 certain
 d

etails.   
– LA

T facilitato
r

Beyond w
riting com

plete sentences in open re-
sponses, there w

as a focus on teaching students to 
w

rite paragraphs.  The third, fourth, and fifth grade 
SEI classroom

s in the school used the ham
burger 

m
odel of paragraph w

riting, in w
hich the buns 

represent the topic sentence or introduction and 
the conclusion.  The burger, cheese, and lettuce 
represent the details of the topic.  Students learned 
that they could stack the burger in various w

ays, 
but they alw

ays needed the tw
o buns.  A

s part 
of this m

odel, teachers w
ere encouraged to have 

their ELL students repeatedly provide the details, or 
evidence sections, as a w

ay for students to practice 
w

riting using this structure.  

The LA
T facilitator noticed that ELL students had dif-

ficulty com
ing up w

ith w
ords to use in their w

riting.  
A

n instructional strategy that she used w
as shared 

w
riting, in w

hich the students, the teacher, and the 
LA

T facilitator w
rote a w

hole piece together.  In do-
ing so, the LA

T facilitator m
odeled identifying w

ords 
for sentences.  

So
 w

e fo
cu

sed
 o

n
 th

e th
ird

 g
rad

e, an
d

 
o

u
t o

f th
at w

o
rk w

e b
eg

an
 to

 id
en

-
tify w

h
at stu

d
en

ts n
eed

ed
, h

o
w

 th
e 

artifacts th
at w

ere d
evelo

p
in

g
 in

 th
e 

classro
o

m
s w

ere actu
ally sh

o
w

in
g

 u
s 

w
h

ere th
eir n

eed
s w

ere.   
– M

ath
 co

ach

Student achievem
ent in the upper elem

entary 
grades at Ellis did im

prove during the SA
M

 years 
as dem

onstrated by the school’s identification as 
a case study school for this project. 27  The form

er 
Principal reflected on SA

M
 and its results:

It w
as th

ro
u

g
h

 th
e len

s o
f lo

o
kin

g
 at 

stu
d

en
ts, esp

ecially stu
d

en
ts th

at w
e 

w
ere so

 co
n

cern
ed

 w
ith

, an
d

 as th
ey 

started
 sh

o
w

in
g

 th
ro

u
g

h
 o

u
r o

n
g

o
in

g
 

assessm
en

t th
at th

ey w
ere g

ettin
g

 th
e 

skills, w
e started

 feelin
g

 a little b
it b

et-
ter an

d
 a little b

it b
etter.  A

n
d

 b
y th

e 
tim

e th
at M

C
A

S cam
e o

u
t, th

at g
ro

u
p

 
h

ad
 sco

red
 so

 w
ell.  Th

ey h
ad

 o
u

tp
er-

fo
rm

ed
 reg

u
lar ed

 stu
d

en
ts.   

– fo
rm

er Prin
cip

al

W
ith the support of the LA

T facilitator and m
ath 

coach, school staff becam
e m

ore com
fortable w

ith 
discussing the needs of ELL students, the tools that 
w

ork best w
ith ELL students, and the instructional 

m
odifications that w

ere needed in their classroom
s.  

Yo
u

 h
ave to

 u
n

d
erstan

d
, at [each

 
En

g
lish

 p
ro

fi
cien

cy] level, w
h

at w
ritin

g
 

lo
o

ks like, w
h

at read
in

g
 lo

o
ks like.…

  
A

n
d

 I th
in

k w
h

en
 yo

u
 kn

o
w

 th
at, yo

u
 

kn
o

w
 h

o
w

 to
 create certain

 strateg
ies 

an
d

 scaffo
ld

 th
em

, layer th
em

 b
it b

y 
b

it, to
 g

et ELL stu
d

en
ts to

 th
e n

ext 
step

.  So
, let’s say yo

u
 h

ave an
 ELL an

d
 

a n
o

n
-ELL.  Th

ey b
o

th
 n

eed
 to

 g
et to

 
Po

in
t B

.  Th
is n

o
n

-ELL m
ay b

e ab
le to

 
ju

st take tw
o

 step
s.  Th

at ELL m
ay n

eed
 

to
 take fo

u
r o

r fi
ve step

s to
 g

et to
 th

at 
Level B

.  Th
at is th

e d
ifferen

ce.   
– LA

T Facilitato
r

The coaches therefore supported teachers in dif-
ferentiating and enhancing their literacy strategies 
for ELL students.  

R
ead

in
g

A
 com

m
on them

e in the instructional strategies 
that the teachers incorporated throughout their 
lessons w

as repetition, in both reading and w
riting.  

For exam
ple, in order to foster students’ love of 

reading and their reading com
prehension, teachers 

found that reading favorite stories aloud assisted 
the ELL students to engage w

ith text, understand 
vocabulary, and access the inform

ation in the story.  

I fo
u

n
d

 th
at …

 [stu
d

en
ts] really 

w
an

ted
 to

 rep
eat read

in
g

 [favo
r-

ite] sto
ries....  Th

ey lo
ve to

 listen
 

to
 sto

ries.…
  W

h
en

 yo
u

’re read
in

g
 

alo
u

d
, yo

u
’re m

o
d

elin
g

 fl
u

en
cy, yo

u
’re 

m
o

d
elin

g
 h

o
w

 to
 fi

g
u

re o
u

t certain
 

w
o

rd
s, talkin

g
 to

 th
em

 ab
o

u
t th

e text, 
en

g
ag

in
g

 in
 th

e text.…
  Yo

u
 can

 also
 

d
o

 a read
-alo

u
d

 fo
r a p

articu
lar les-

so
n

, w
h

ere yo
u

 u
p

lo
ad

 th
e vo

cab
u

lary 
th

at th
e kid

s m
ay fi

n
d

 co
n

fu
sin

g
 fi

rst, 
an

d
 th

en
 d

o
 th

e p
ictu

re w
alk, so

 th
at 

esp
ecially yo

u
r [M

EPA
] Levels 1 an

d
 2 

can
 also

 fo
llo

w
.  I’ve alw

ays fo
u

n
d

 th
at 

o
n

ce yo
u

 h
ave b

u
ilt th

at b
ackg

ro
u

n
d

 
fo

r th
em

, b
efo

re read
in

g
 th

e sto
ry, 

th
ey’re ab

le to
 access th

e in
fo

rm
atio

n
 

in
 th

e read
-alo

u
d

 an
d

 really en
jo

y it, 
an

d
 th

ey learn
 a lo

t o
f vo

cab
u

lary, as 
w

ell.  So
, read

-alo
u

d
s h

ave b
een

 very, 
very su

ccessfu
l.   

– LA
T Facilitato

r

Vocabulary developm
ent supports ELL students in 

com
prehending text just beyond their language 

ability level.  D
uring the study period, the coaches 

reported helping teachers becom
e m

ore aw
are 

of using cognates, or w
ords that have a com

m
on 

etym
ology.  Since Spanish and English have m

any 
cognates, students w

ere taught to “successfully use 
m

etacognitive strategies to figure out the m
ean-

ings of readings of harder literature by focusing 
in on cognates” (LA

T facilitator).  For w
ords that 

teachers know
 are difficult or new

 for ELL students, 
teachers focused on the com

m
on vocabulary that 

all students needed to use, w
hile acknow

ledging 
that “the w

ays that they are producing language 
and the depth that they are using vocabulary m

ight 
change based on their English language develop-
m

ent level” (SEI teacher).  

D
uring the study period, another instructional 

strategy that teachers began to em
ploy repeatedly 

W
h

y w
ere C

in
d

erella’s step
sisters m

ean
 to

 h
er?

A
n

 in
stru

ctio
n

al strateg
y th

at so
m

e SEI teach
ers at 

th
e Ellis ES u

sed
 to

 su
p

p
o

rt ELL stu
d

en
ts to

 w
rite 

a stro
n

g
 p

arag
rap

h
 w

ith
 su

p
p

o
rtin

g
 d

etails w
as to

 
p

ro
vid

e stu
d

en
ts w

ith
 a sen

ten
ce-b

y-sen
ten

ce tem
-

p
late, w

ith
 th

e ratio
n

ale th
at “If w

e can
 rem

o
ve o

n
e 

layer o
f th

in
g

s th
at th

ey h
ave to

 th
in

k ab
o

u
t, th

ey 
are ab

le to
 sh

o
w

 m
o

re o
f w

h
at th

ey really kn
o

w
” 

(LA
T facilitato

r).

W
ith

 a p
ro

m
p

t su
ch

 as “W
h

y w
ere C

in
d

erella’s step
-

sisters m
ean

 to
 h

er?” th
e tem

p
late g

ave sen
ten

ce 
starters:

I am
 w

ritin
g

 ab
o

u
t w

h
y C

in
d

erella’s step
sisters w

ere 
m

ean
 to

 h
er.  O

n
e exam

p
le o

f h
o

w
 C

in
d

erella’s step
-

sisters w
ere m

ean
 to

 h
er w

as _____________________
_________.  I kn

o
w

 th
is is th

e an
sw

er b
ecau

se I fo
u

n
d

 
o

n
 p

ag
e __, it said

  “____________________________.” 
A

n
o

th
er exam

p
le o

f h
o

w
 C

in
d

erella’s step
sisters 

w
ere m

ean
 to

 h
er w

as o
n

 p
ag

e __.  It said
, “________

____________________________.” 

W
h

ile so
m

e teach
ers w

ere in
itially resistan

t to
 u

sin
g

 
th

e tem
p

late w
ith

 sen
ten

ce starters, th
e LA

T facilita-
to

r exp
lain

ed
 th

at stu
d

en
ts w

o
u

ld
 n

o
t, as skep

tical 
teach

ers p
red

icted
, co

m
e to

 rely o
n

 th
e tem

p
late 

in
 a fo

rm
u

laic w
ay.  Pro

vid
in

g
 th

e stru
ctu

re o
f th

e 
p

arag
rap

h
 fo

r th
e stu

d
en

ts allo
w

ed
 stu

d
en

ts to
 

fo
cu

s o
n

 th
e co

n
ten

t o
f th

eir an
sw

ers rath
er th

an
 

th
e o

rg
an

izatio
n

.  
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Th
e tw

o
 years o

f co
n

sisten
t th

in
kin

g
, 

m
eetin

g
 every w

eek, m
o

re th
an

 o
n

ce a 
w

eek so
m

etim
es.…

  I th
in

k o
n

e o
f th

e 
b

est th
in

g
s ab

o
u

t SA
M

 w
as th

at it g
ave 

o
n

e vo
ice to

 a w
h

o
le g

ro
u

p
 o

f p
eo

p
le, 

an
d

 th
at vo

ice w
as co

m
in

g
 in

 clear.   
– SA

M
 team

 m
em

b
er

A
nother team

 m
em

ber reflected that instead of 
thinking about im

proving student learning by 
content area, she began to think of the school 
m

ore holistically, as a system
 in w

hich team
ing and 

decision-m
aking all affect student perform

ance.

It’s n
o

t sp
ecifi

cally ab
o

u
t m

ath
 o

r 
literacy, it’s really ab

o
u

t th
e system

 in
 

w
h

ich
 th

o
se tw

o
 fi

eld
s h

ave b
een

 d
e-

velo
p

ed
 fo

r th
e stu

d
en

ts.  W
e lo

o
ked

 
at o

u
r system

 very clo
sely, h

o
w

 d
eci-

sio
n

s w
ere m

ad
e, w

h
at im

p
acted

 w
h

at.   
– M

ath
 co

ach

A
nother role of the SA

M
 team

 w
as to m

ove adult 
conversations to a level of discom

fort w
hich signi-

fies grow
th and change.  A

 SA
M

 team
 m

em
ber 

acknow
ledged that som

etim
es the w

ork w
ith the 

rest of the staff w
as not easy.

W
e w

ere m
akin

g
 ch

an
g

es an
d

 step
-

p
in

g
 o

n
 p

eo
p

le’s to
es an

d
 p

u
sh

in
g

 th
e 

en
velo

p
e a little b

it, an
d

 b
rin

g
in

g
 th

e 
co

n
versatio

n
 to

 a p
o

in
t th

at m
ad

e a 
lo

t o
f p

eo
p

le u
n

co
m

fo
rtab

le.   
– SA

M
 team

 m
em

b
er

A
n im

portant m
echanism

 for expanding the conver-
sation on school im

provem
ent w

as the C
ollabora-

tive C
oaching and Learning (C

C
L) m

odel (N
eufeld &

 
Roper, 2002).  C

C
L w

as a professional developm
ent 

program
 available throughout the district dur-

ing the study period. 28  C
C

L consisted of cycles of 
coaching, collaboration, and learning, facilitated by 
school-based coaches, or outside experts.  A

t the 
Ellis, the coaches w

ere the LA
T facilitator and the 

m
ath coach.  Teachers found C

C
L extrem

ely helpful 
to share and learn best practices from

 their col-
leagues.  C

C
L provided opportunities for coaches to 

conduct classroom
 observations, to m

entor teachers 
one-on-one, to facilitate looking-at-student-w

ork 
sessions, and to share best practices w

ith ELL 
students.  In-service professional developm

ent of 
this kind took tim

e and effort to build.  Teachers 
w

ere not prepared to trust coaches im
m

ediately, or 
to let them

 into their classroom
s at first.  H

ow
ever, 

for those teachers w
ho opened their classroom

s, 
the conversation led to a sense of com

m
unity and a 

clim
ate of trust and collaboration at the school.  

W
hen asked to reflect on professional develop-

m
ent that w

orked, teachers referred to one-on-
one m

entoring as a favored m
odality because 

it gave them
 opportunities to discuss their ow

n 
practices, concretely, w

ith a trained and trusted 
outsider.  O

n their part, coaches rem
em

bered 
entering classroom

s w
ith an attitude of respect and 

inquiry.  A
s described previously, the SA

M
 program

 
w

as predicated on the inclusion of teachers in the 
process of m

apping student perform
ance, setting 

learning goals, and follow
ing student progress, so 

coaching w
as an essential m

echanism
 for creating 

teacher buy-in to SA
M

 principles.  In order to im
ple-

m
ent SA

M
, coaches refined the practice of asking 

“good” questions in order to produce the learn-
ing and change desired.  This approach to training 
as inquiry, rather than judgm

ent, w
as essential to 

gain teachers’ trust.  C
lassroom

 observations w
ere 

prefaced w
ith statem

ents that clarified the role 
of the coach as a m

irror, and not as an evaluator 
w

hose purpose w
as telling teachers w

hat to do.  In-
deed, teachers becam

e key partners in the school’s 
im

provem
ent, given their privileged position to ob-

serve perform
ance in the classroom

 and to identify 
learning issues as they em

erged.  C
oaches, on the 

other hand, m
odeled collaboration through their 

w
ork as m

em
bers of the SA

M
 team

.  

C
oaches also supported teachers to use specific 

“habits of m
ind” or w

ays of approaching learn-
ing and instruction.  In looking at student w

ork 
during team

 m
eetings, for exam

ple, teachers w
ere 

coached to ask questions such as, “W
hat does this 

student know
?  W

hat should this student learn 
next?  H

ow
 am

 I going to assess w
hether learning 

has occurred?”  O
nce this approach to the design 

of instruction becam
e norm

alized throughout 
the school, it w

as possible to have a com
m

on 
conversation, and to speak w

ith one voice about 
instruction and assessm

ent.  The resulting sense 
of excitem

ent and cohesion is conveyed in these 
teacher statem

ents:  

The level of the conversation in that 
room

 had shifted.  It w
as just beautiful.

D
u

rin
g

 th
at tim

e, th
ere w

as a co
llab

o
r-

ative effo
rt b

etw
een

 th
e Prin

cip
al an

d
 

th
e staff, w

ith
 a co

m
m

o
n

 ag
en

d
a.

Th
ey co

u
ld

 see h
o

w
 I cam

e u
p

 w
ith

 
w

o
rd

s.  W
e cam

e u
p

 w
ith

 w
o

rd
 b

an
ks, 

b
ecau

se th
ey so

m
etim

es h
ave a h

ard
 

tim
e fi

g
u

rin
g

 o
u

t w
h

ich
 w

o
rd

s to
 

ch
o

o
se an

d
 h

o
w

 to
 create th

eir  
sen

ten
ces.   

– LA
T facilitato

r

In addition to m
odeling w

riting, the LA
T facilitator 

also m
odeled the revision process w

ith each of her 
students by thinking aloud and revising a paragraph 
from

 the student’s w
riting piece w

hile the teacher 
and student w

atched.  A
fter the think-aloud, both 

teachers and students took responsibility for dis-
cussing the w

riting and continue to conference.  

A
ssessm

en
t

A
fter using several assessm

ent tools, the LA
T facili-

tator identified FA
ST-R (Form

ative A
ssessm

ents of 
Student Thinking in Reading) to predict outcom

es 
on the M

C
A

S ELA
 subtest for ELL students.  The 

SA
M

 team
 trained teachers to use the FA

ST-R and 
gave teachers responsibility for developing instruc-
tional strategies relevant to the target skills.  Teach-
ers m

ight then w
ork w

ith a coach on a C
C

L cycle to 
develop teaching strategies.  O

ne such strategy w
as 

“Stop and Think,” a step-by-step process of reading 
behaviors that helped build com

prehension skills.  
In G

rade 3, for exam
ple, this process w

as spelled 
out as the follow

ing steps:  self-correct; pause to 
process m

eaning; re-read to consolidate m
eaning; 

adjust reading pace according to text difficulty; 
use w

ord parts, prefixes, suffixes to pronounce 
longer w

ords; stop/think – use context clues to 
figure out m

eaning of unknow
n w

ords; and use 
high frequency w

ords accurately to gain read-
ing m

om
entum

.  Teachers charted each student’s 
progress along this continuum

 of sub-skills, through 
a process on instruction – assessm

ent – student 
feedback until students m

astered the desired skill.  
O

nce the desired reading skills w
ere attained, the 

scaffolding w
as rem

oved.  A
t the sam

e tim
e, the 

SA
M

 team
 facilitator w

ould w
ork w

ith teachers to 
help them

 reflect how
 their ow

n assessm
ents w

ere 
w

orking and to m
odify them

 in the future.  This 
process enabled teachers and students to develop a 
sense of m

astery as they m
oved along a continuum

 
tow

ard skill m
astery.  

In sum
m

ary, the SA
M

 team
 changed the w

ay teach-
ers thought about how

 to look at data and how
 

to think about instructional change.  This change 
m

ight not have em
erged organically.  O

ne team
 

m
em

ber articulated this training as helping her to 
re-fram

e her practice for ELL success:

W
h

at p
attern

s d
o

 yo
u

 see?…
  W

h
at’s 

th
e sm

all th
in

g
 th

at’s very h
ig

h
 lever-

ag
e th

at w
e can

 fo
cu

s o
n

, an
d

 th
at 

w
o

u
ld

 really g
ive u

s th
e b

ig
g

est b
an

g
 

fo
r o

u
r b

u
ck?  It m

ad
e u

s th
in

k in
 a d

if-
feren

t w
ay, an

d
 lo

o
k at p

attern
s w

ith
in

 
th

e d
ata, an

d
 fo

cu
s in

 o
n

 a g
ro

u
p

 o
f 

kid
s.  Th

at w
as d

ifferen
t.   

– SA
M

 team
 m

em
b

er

   Them
e 3:  Collective Efficacy  

W
e w

ere all o
n

 th
e sam

e p
ag

e,  
w

o
rkin

g
 to

 m
ake su

re th
at th

ey  
all su

cceed
ed

.   
–SEI teach

er

A
 C

o
llab

o
rative C

u
ltu

re A
m

o
n

g
  

In
stru

ctio
n

al Staff

C
ollective efficacy is the perception of teachers in a 

school that the efforts of the faculty as a w
hole w

ill 
have a positive effect on student learning (G

oddard, 
H

oy, &
 W

oolfolk H
oy, 2000).  A

t the Ellis, collective 
efficacy developed slow

ly, alm
ost as a conversa-

tion, first am
ong the tw

o coaches, then w
ith the 

SA
M

 team
, and alw

ays w
ith teachers.  The SA

M
 

team
 w

as trained to include teachers as partners in 
school reform

, w
hich contributed to the develop-

m
ent of a sense of collective efficacy at the school.  

Th
e SA

M
 team

 m
em

b
ers w

ere th
e 

sp
o

kes th
at w

ere startin
g

 to
 tu

rn
 

th
e w

h
eels, b

u
t as th

e teach
ers n

o
w

 
started

 to
 see th

e u
sefu

ln
ess o

f it, 
th

en
 th

ey w
ere ab

le to
 m

o
ve b

ack 
an

d
 o

p
erate fro

m
 a d

istan
ce.  Ju

st as 
th

is w
o

rked
, as Prin

cip
al, I w

as ab
le to

 
m

o
ve b

ack an
d

 g
ive su

p
p

o
rt  

– fo
rm

er Prin
cip

al

The SA
M

 team
 also w

as charged w
ith the respon-

sibility of sharing their learning w
ith other staff 

m
em

bers through grade level team
 m

eetings.  The 
structure and regularity of the SA

M
 team

 m
eetings 

brought a change to teachers’ practice, to focus 
on data, w

hereas in the past, data had never been 
system

atically analyzed:
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Soon coaches and teachers had fam
ily cell phone 

num
bers and freely gave their cell phone num

bers 
out to facilitate com

m
unication.  Fam

ilies trusted 
that teachers and coaches had their students’ best 
interests at heart.  

In brief, training that enabled teachers to develop a 
shared voice, shared tools and practices contributed 
to the developm

ent of a sense of collective efficacy 
that increased teacher com

m
itm

ent to the school 
(as reflected in low

 teacher turnover), to students, 
and to their fam

ilies.  In turn, students reaped the 
benefits not only of im

proved instruction, but of a 
positive school clim

ate w
here adults w

orked cohe-
sively and involved students’ fam

ilies.  

C
   Conclusions and Lessons  
for O

ther Schools

The story of the Ellis is that of a school w
here a few

 
capable individuals w

ho w
ere deeply com

m
itted to 

educating ELL students, and w
ho believed in the 

potential of ELL students to succeed converged w
ith 

teachers w
ho w

anted to im
prove instruction for 

the benefit of all their students, and for three years 
created a perfect storm

 leading to school-w
ide im

-
provem

ent.  M
any lessons can be learned from

 this 
school’s story during the study years.  First, a princi-
pal w

ith clear high expectations for all students can 
transform

 a school by w
orking w

ith strong coaches 
and giving them

 responsibility for em
pow

ering 
teachers, and building dedication.  

Second, one or tw
o highly qualified and experi-

enced coaches at the school –the LA
T facilitator 

being one of them
 – can turn around practices for 

ELL students at the school, especially w
hen w

ork-
ing collaboratively w

ith teachers, recognizing their 
existing expertise and supplem

enting new
 practices 

that are know
n to w

ork w
ith ELL students.  

Third, personal experience as an English language 
learner and as a teacher of ELL students are desir-
able qualifications for principals and instructional 
leaders in schools w

ith a high population of ELL 
students, because these experiences give them

 an 
insider perspective on w

hat it m
eans to learn and 

to teach a second language, the m
aterial, linguistic, 

social, and cultural challenges along the w
ay.  A

t 
the sam

e tim
e, form

er successful ELL students and 
teachers of ELL students are m

ost likely to develop a 
strong conviction that all ELL students can succeed.  

Fourth, category training does not m
ean that teach-

ers have a repertoire of sheltering English for con-
tent instruction.  Teachers of ELL students should 
have an understanding of language acquisition and 
know

ledge of how
 to m

odify instruction so that ELL 
students reach the sam

e content standards as non-
ELL students.  A

t the Ellis, coaching and m
entor-

ing of m
any SEI teachers w

as provided by the LA
T 

facilitator.  

Fifth, collaborative coaching that breaks dow
n class-

room
 boundaries can serve to develop trust am

ong 
otherw

ise isolated teachers.  This professional learn-
ing m

odel can also im
prove the know

ledge and 
skills of teachers to succeed w

ith ELL students and 
lead to a sense of collective efficacy.

 21   U
nder Boston’s student assignm

ent plan, the city is 
divided into three geographic “zones” (E

ast, W
est, 

and N
orth) for elem

entary and m
iddle schools.  Stu-

dents m
ay apply for:  schools in the zone in w

hich 
they live; schools in other zones if the schools are 
w

ithin their “w
alk zone”; and K

-8 schools cityw
ide.  

T
he assignm

ent algorithm
 prioritizes applicants 

w
ithin a one m

ile “w
alk zone” for elem

entary 
schools and for siblings of current students.  

22  T
he data on teacher qualifications com

e from
 the 

M
A

 D
epartm

ent of E
lem

entary and Secondary 
E

ducation (http://profiles.doe.m
ass.edu/state_report/

teacherdata.aspx).
23  O

ne Principal led the school for SY
2010 and part of 

SY
2011.  A

 new
 Principal w

as appointed to lead the 
school in the latter half of SY

2011.
24  T

he data collection focuses on the study period and 
includes interview

s w
ith E

L
L

 staff and docum
ent 

review
 from

 that tim
e.

25  SA
M

 focused on a sm
all group of students that 

included regular ed, SPE
D

, and E
L

L
 students.  

A
lthough the m

onitoring of every E
L

L
 w

as not the 
focus of SA

M
, the SA

M
 Team

, L
AT

 Facilitator and 
SE

I teachers m
onitored E

L
L

 progress of every E
L

L
 

in grades 3-5 nonetheless.  
26  For m

ore inform
ation, see: http://w

w
w.baruch.cuny.

edu/spa/academ
ics/certificateprogram

s/scaffoldedap-
prenticeship.php

27  A
fter the leadership change in 2010, the SA

M
 team

 
w

as dism
antled and no longer functions at the school.

28  T
he C

C
L

 m
odel is no longer form

ally in practice in 
the district, although som

e schools still use it.  

W
h

en
 all teach

ers see eye-to
-eye, it 

m
akes a b

ig
 d

ifferen
ce. 

– SA
M

 team
 m

em
b

ers

The developm
ent of a shared w

ay of thinking 
about instruction, and the resulting collaboration 
am

ong like-m
inded practitioners, resulted in a sense 

of em
pow

erm
ent am

ong teachers.  The use of a 
participatory, rather than a m

ore traditional top-
dow

n, m
odel for in-service training and professional 

developm
ent gave teachers a sense of agency, 

buy-in and dedication to the job of educating ELL 
students.  M

ath and ELA
 teachers shared inform

a-
tion about the sam

e students during com
m

on 
planning tim

e for grade level team
s, as w

ell as dur-
ing hallw

ay and lunch room
 conversations.  A

ll of 
these discussions facilitated the em

ergence of “one 
voice” am

ong teachers.  

Teachers’ beliefs that they could elicit ELL students’ 
strengths and potential w

ere essential in building 
teacher com

m
itm

ent and dedication.  

Th
e id

ea th
at if yo

u
 d

o
n

’t h
ave 

lan
g

u
ag

e – o
r rath

er th
at yo

u
 h

ave a 
d

ifferen
t lan

g
u

ag
e th

at yo
u

r teach
er 

can
n

o
t u

n
d

erstan
d

 – yo
u

 can
’t th

in
k, 

w
as so

m
eth

in
g

 th
at w

e h
ad

 to
 ch

al-
len

g
e very early o

n
…

   
– M

ath
 co

ach

A
t the sam

e tim
e, the understanding that ELL 

students could learn w
as tem

pered by a realiza-
tion that it m

ay take them
 m

ore tim
e and scaf-

folding than a native speaker to m
ove from

 point 
A

 to point B.  Teacher dedication to ELL students 
required the w

illingness to do “w
hatever it took” 

to succeed.  

C
o

llab
o

ratio
n

 Exten
d

in
g

 to
 Fam

ilies

The sense of collective efficacy w
as not confined 

w
ithin the school building’s w

alls.  A
 key aspect of 

the coaches’ effectiveness w
as the trust that they 

earned from
 fam

ilies.  Because of this trust, ELL stu-
dents’ fam

ilies w
ere open to advice and feedback 

about their children’s classroom
 placem

ent, aca-
dem

ic progress, and additional suggested resources 
for their learning.

O
ne exam

ple of the trust built betw
een coaches, 

teachers and fam
ilies w

as that fam
ilies trusted 

coaches and teachers to m
ake the decision about 

their ELL students’ program
 placem

ent.  The LA
T 

facilitator reported explaining the difference be-
tw

een the general education and SEI classroom
s to 

parents w
ho spoke only Spanish or w

ho originally 
felt that general education m

ight be better for 
their children.  They listened to her in part because 
they saw

 her w
orking w

ith teachers on behalf of 
their children and because she could com

m
unicate 

w
ith them

 in their ow
n language, Spanish.  A

fter 
these discussions, m

any trusted her advice about 
classroom

 placem
ent.  

So
, even

 if I to
ld

 th
em

, “Yo
u

 kn
o

w
 

w
h

at?  I th
in

k th
e SEI p

ro
g

ram
 fo

r yo
u

r 
ch

ild
 fo

r th
e n

ext few
 years w

o
u

ld
 

b
e th

e b
est th

in
g

,” th
ey tru

sted
 m

y 
o

p
in

io
n

 w
ith

 th
at.…

  I to
ld

 th
em

 o
b

-
servab

le facts th
at are tru

e.  “Th
is [SEI] 

class h
as 12 kid

s.  Th
is [g

en
eral ed

u
ca-

tio
n

] o
n

e h
as 25.  Th

is [SEI] teach
er is 

licen
sed

 an
d

 h
as th

e fo
u

r categ
o

ries o
f 

train
in

g
 fo

r En
g

lish
 lan

g
u

ag
e learn

ers.  
Th

is [g
en

eral ed
u

catio
n

] teach
er d

o
es 

n
o

t.”  B
y law

, all p
aren

ts n
eed

 to
 kn

o
w

 
th

at.  I to
ld

 th
em

 th
e exact tru

th
.…

  I 
said

, “W
h

at yo
u

 are g
o

in
g

 to
 g

et in
 

an
 SEI classro

o
m

 is exactly w
h

at yo
u

’re 
g

o
in

g
 to

 g
et in

 th
e reg

u
lar ed

.  B
u

t 
th

at teach
er is g

o
in

g
 to

 p
ractice d

iffer-
en

t strateg
ies to

 h
elp

 yo
u

r ch
ild

 m
o

ve 
fo

rw
ard

 in
 th

eir read
in

g
 an

d
 w

ritin
g

 
an

d
 d

o
 b

etter.”   
– LA

T facilitato
r

Through their intensive data-based inquiry w
ork 

(described below
), teachers and coaches becam

e 
m

ore fam
iliar w

ith the particular students and 
fam

ilies w
hom

 they w
ere follow

ing in the data.  
The coaches reported spending m

ore out-of-school 
tim

e m
entoring, tutoring, and even w

alking these 
students hom

e w
hen fam

ilies could not do so.  For 
certain struggling students, that extra learning tim

e 
w

as im
portant to their success:

I called
 th

eir p
aren

ts an
d

 to
ld

 th
em

, 
“C

an
 I keep

 [ch
ild

’s n
am

e] after sch
o

o
l 

every Frid
ay?”  B

ecau
se I fo

u
n

d
 th

at 
w

h
en

 I w
as w

o
rkin

g
 w

ith
 th

em
 in

 
read

in
g

, th
ey w

ere co
n

fu
sed

 w
h

en
 it 

cam
e to

 w
ritin

g
, esp

ecially th
e lo

n
g

 
co

m
p

o
sitio

n
, an

d
 h

o
w

 to
 o

rg
an

ize 
th

eir th
o

u
g

h
ts.   

– LA
T facilitato

r
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C
H

A
P

T
E

R

A
   School Context

Excel H
igh School is one of three sm

all high schools 
located in the South Boston Educational C

om
plex, 

created in SY
2004 from

 the form
er South Boston 

H
igh School during the district-w

ide effort to cre-
ate sm

aller, m
ore personalized high schools w

ithin 
Boston as a strategy for im

proved student achieve-
m

ent.  In SY
2009, the school served 408 students, 

26%
 of w

hom
 w

ere native speakers of V
ietnam

ese 
and 23%

 of w
hom

 w
ere students of lim

ited English 
proficiency.  In the school as a w

hole, 34.6%
 of stu-

dents w
ere Black, 29.2%

 w
ere A

sian, 18.6%
 w

ere 
Latino, and 16.7%

 w
ere W

hite.  The school is the 
only high school w

ith a V
ietnam

ese SEI program
, 

so m
any new

com
er V

ietnam
ese students learning 

English are autom
atically assigned to this school, es-

pecially if they have already learned som
e English. 29  

D
uring SY

2009, there w
ere 26 full-tim

e equivalent 
(FTE) staff m

em
bers at Excel H

S for a student-
teacher ratio of 14.1 to one (BPS ratio is 12.8 to 
one).  Four FTE teachers (15%

) w
ere teaching in 

ELL-related assignm
ents.  A

ll teachers w
ere licensed 

in their assigned position and 94.3%
 of core classes 

w
ere taught by highly qualified teachers.  In term

s 
of the racial m

ake-up of the teaching staff, 62%
 

of the teachers w
ere W

hite, 19%
 w

ere Black, 15%
 

w
ere A

sian, and 4%
 w

ere Latino. 30 

In com
parison to the Boston high school popula-

tion, the students at Excel H
S report low

er rates of 
eligibility for free or reduced price lunch, a proxy 
for fam

ily incom
e.  Excel’s LEP students have higher 

rates of school m
obility than the district average, 

although its English proficient students have low
er 

rates of m
obility than the district average. 31  

G
iven the slightly low

er rates of eligibility for free 
or reduced price lunch com

pared to the district 
average, it is reasonable to w

onder w
hether or not 

the im
proving M

C
A

S outcom
es of Excel H

S are due 
to the student population being m

ore advantaged.  
H

ow
ever, one advantage of m

ultiple regression is 
that the equations controlled for the proportion 
of low

-incom
e students and the proportion of LEP 

students each year in each school.  Thus, the find-
ing that Excel H

S had steadily im
proving outcom

es 
for LEP students at M

EPA
 Levels 3 and 4 included 

“A HAVEN
 FO

R VIETN
AM

ESE N
EW

CO
M

ERS”:   
A STEAD

ILY IM
PRO

VIN
G

 SCHO
O

L  
FO

R EN
G

LISH LAN
G

UAG
E LEARN

ERS 
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 Table 6.1.  Excel High School Enrollm
ent Defined by Native Language, English Language Proficiency, and ELL 

Program
 Participation, SY2009 

 Total 
All Excel (408) 

Native      
Language 

Native English Speaker (NES) 
(215) (53%

) 
N

ative Speakers of O
ther Languages 

(NSO
L)  (193) (47%

) a 

English Proficient (EP)  ( 316) (77%
) 

Language 
Proficiency 

N
ES

 
N

SO
L-EP 

(71) (17%
) 

FLEP 
(30) 
(7%

) 

Lim
ited 

English Proficient 
(LEP) 

(92) (23%
) b 

Program
 

Participation 
Not in ELL Program

 (316) (77%
) 

*  c 
In ELL 
Prog 

(77) (19%
) 

a N
ative speakers of Vietnam

ese w
ere 54%

 of NSO
L and native speakers of other languages were: Spanish 22%

, Cape Verdean 
9%

, Haitian Creole 6%
 and Chinese 3%

. 
b 78 (84.8%

 of LEP students) w
ere native speakers of Vietnam

ese. 
c 15 (4%

 of all students) were LEP students not in an ELL program
. 

   Table 6.2.  Selected Student Indicators, SY2009
a 

  
Excel LEP %

 
Excel EP %

 
BPS HS LEP %

 
BPS HS EP %

 

Low Incom
e (%

 Eligible for 
free/reduced-price lunch) 

87.0%
 

64.6%
 

91.6%
 

77.4%
 

M
obility (%

 not in the sam
e school 

for O
ctober and June) 

21.7%
 

3.2%
 

9.8%
 

8.1%
 

Students with Disabilities 
8.7%

 
19.6%

 
14.7%

 
17.7%

 

a LEP = Lim
ited English Proficiency; EP = English Proficient; BPS HS = Boston Public High Schools 
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to interact w
ith English-fluent peers.  Finally, the 

school culture em
braced the V

ietnam
ese students’ 

culture, language, and perspectives on education.  
These four key practices are described in m

ore 
detail below

:

 
Students

 
ELL Students

   Them
e 1:  Leadership for ELL Students 

Both the form
er Principal and the LA

T facilitator 
played key roles in the im

provem
ent of ELL educa-

tion at Excel H
S.  The form

er Principal had a vision 
and plan for developing school-w

ide responsibil-
ity for ELL students, and the LA

T facilitator led its 
operationalization.

Prin
cip

al V
isio

n
 fo

r th
e Sch

o
o

l

The Principal during the study period had a strong 
vision of all students reaching college readiness, 
regardless of subgroup such as ELL or SPED

.  She 
w

as unw
avering in her high expectations of student 

achievem
ent, according to staff interview

ed. 32  
Largely due to her leadership in transform

ing the 
school from

 a chronically underperform
ing school 

into an achieving school w
ithin a period of a few

 
years, the school w

as aw
arded the 2007 Thom

as W
. 

Payzant “School on the M
ove” Prize and $80,000.  

The story of the school’s turnaround is captured in 
a case study published the follow

ing year (Rennie 
C

enter, 2008).

W
hen the form

er Principal arrived at the school in 
SY

2005, teachers of ELL students w
orked and m

et 
separately from

 other teachers.  A
fter a period of 

“learning the school,” in w
hich she observed and 

listened to the staff and students (Rennie C
enter, 

2008), she restructured the school so that all teach-
ers w

ere w
orking together.  Rather than have ELL 

teachers form
 their ow

n departm
ent, they joined 

the subject departm
ents, thus w

orking m
ore closely 

w
ith regular education teachers of their subject.  

This organization helped to shift the responsibility 
for the education of ELL students to all teachers 
rather than just ELL teachers.  The sam

e reorganiza-
tion happened for special education teachers at the 
school.  A

s a result, teachers w
ere less isolated and 

collaboration increased.  The form
er Principal articu-

lates the advantages to instruction of her vision for 
teacher collaboration:

Th
e in

teractio
n

 o
f SEI/ESL teach

ers, 
reg

u
lar ed

u
catio

n
 teach

ers, an
d

 sp
ecial 

ed
u

catio
n

 teach
ers m

ad
e th

e en
tire 

facu
lty an

d
 staff aw

are o
f th

e d
iffer-

en
t cu

ltu
res, learn

in
g

 styles, an
d

 n
eed

s 
th

at th
e Excel co

m
m

u
n

ity o
f learn

ers 
h

ad
 an

d
 th

e im
p

act o
f th

e w
ay teach

-
ers teach

.   
– fo

rm
er Prin

cip
al

W
ith this school organization, all teachers, not just 

SEI and ESL teachers, considered them
selves respon-

sible for ELL success.  O
ne w

ay in w
hich the school 

staff becam
e unified in its vision of high expecta-

tions w
as the school structure of a representative 

Instructional Leadership Team
 (ILT) 33 and subject 

team
s, w

hich allow
ed for bi-directional decision-

m
aking and com

m
unication. 

I th
in

k w
e’ve b

een
 fairly su

ccessfu
l in

 
term

s o
f to

p
-d

o
w

n
, b

o
tto

m
-u

p
 co

m
-

m
u

n
icatio

n
 …

 fro
m

 th
e ad

m
in

istratio
n

 
to

 th
e ILT to

 o
u

r d
ep

artm
en

ts (w
h

o
 

m
eet d

u
rin

g
 co

m
m

o
n

 p
lan

n
in

g
 tim

e) 
…

 to
 th

e classro
o

m
.  Th

o
se p

o
licies 

are co
m

m
u

n
icated

 clearly, an
d

 th
en

 
an

y co
n

cern
s th

at w
e h

ave fro
m

 th
e 

teach
er an

d
 classro

o
m

 g
o

 b
ack to

 th
e 

C
PT m

eetin
g

s, ILT, ad
m

in
istratio

n
 …

 
an

d
 sch

o
o

l site co
u

n
cil.  So

 o
u

r p
o

licies 
are estab

lish
ed

 w
ith

 everyo
n

e’s id
eas 

in
 m

in
d

.   
– In

stru
ctio

n
al Lead

ersh
ip

 Team
 

m
em

b
er

The form
er Principal organized the schedule so 

teachers w
ould have departm

ent m
eetings w

eekly, 
w

here they “engaged purposefully w
ith colleagues 

to enhance curriculum
 alignm

ent and rigor, estab-
lish consistent expectations, and share ideas and 
strategies” (form

er Principal). 

The form
er Principal also reported em

phasizing 
data-based decision-m

aking regarding W
hole 

School Im
provem

ent.  C
ollaboratively, she led staff 

to analyze form
ative and sum

m
ative assessm

ent 
data, prioritize areas of w

eakness, and set m
easur-

able annual goals.  These goals w
ere aligned w

ith 
student learning objectives, w

hich drove teacher 
curriculum

 and instruction decisions. 

controlling for the student population; the school 
stood out am

ong BPS schools taking into account 
its student population. 

Excel EP and LEP student suspension rates w
ere 

higher than the respective district high school 
averages.  A

cadem
ically, Excel LEP students posted 

SY
2009 M

C
A

S pass rates and proficiency rates in 
ELA

, M
ath, and Science that w

ere substantially 
higher than the district LEP average.  M

eanw
hile, 

Excel English proficient students posed pass rates 
that w

ere close to the district EP average and profi-
ciency rates that w

ere slightly low
er than the district 

EP average for all subjects. 

The m
ission of Excel H

S, approved in 2007 (Rennie 
C

enter, 2008), is “to foster academ
ic achievem

ent 
and creative expression.  Excel H

S seeks to cultivate 
w

ell-rounded students w
ho are prepared for suc-

cess in college and careers, and to be productive 
m

em
bers of a culturally diverse society” (Excel H

igh 
School, 2010).  A

ccording to the form
er Principal, 

the m
ission statem

ent “reflects the uncontested 
priorities of Excel H

S …
 getting their students ready 

for college and careers in a culturally diverse com
-

m
unity.”  The school also has a definition of rigor in 

the faculty and staff handbook (Excel H
igh School, 

2010) and on the hallw
ay w

alls, developed under 
the form

er Principal’s leadership.  A
cadem

ic rigor at 
Excel H

S is defined as “the goal of helping students 
develop the capacity to understand content that 
is com

plex, am
biguous, thought-provoking, and 

personal or em
otionally challenging.  Rigor m

ust 
be found in three of the follow

ing areas:  C
ontent, 

instruction, and assessm
ent.  A

 com
plete rigorous 

experience m
ust include:  high expectations, high 

relevance, and appropriate support – higher student 
engagem

ent and learning” (Excel H
igh School, 

2010).  H
igh expectations are characterized by stan-

dards aligned, challenging curriculum
, engagem

ent 
in higher order skills, and student independence 
and responsibility. 

B
   Key Them

es in Success w
ith Edu-

cating English Language Learners

The data collected for Excel H
S w

ere analyzed 
to identify key practices that the stakeholders 
considered correlated w

ith ELL im
provem

ent during 
the study years.  W

hile the practices and strategies 
that w

ere identified are not considered causative, 
due to the m

ultiple reports from
 m

ultiple sources, 
they w

ere considered inform
ative to describe in 

detail in this case study.  W
e found that w

ithin the 
school, clearly defined leadership and a vision for 
ELL students w

ere prom
inent.  Through this strong 

leadership and com
m

unication of the vision, cur-
riculum

 and instruction w
ere of high quality and 

incorporated evidence-based strategies associated 
w

ith ELL success.  K
ey staff at the school prom

oted 
and im

plem
ented out-of-school tim

e opportunities, 
w

hich provided ELL students w
ith opportunities 

Table 6.3.  Selected Student O
utcom

es, SY2009 

  

Num
ber of 

Excel LEP 
Students 
w

ith Data  

Excel  
LEP %

 
Excel  
EP %

 
BPS HS  
LEP %

 
BPS  

HS EP %
 

M
edian Attendance R

ate 
94 

95.0%
 

92.2%
 

92.5%
 

92.8%
 

Suspension Rate 
92 

9.8%
 

14.6%
 

2.9%
 

6.4%
 

R
etained in G

rade 
60 

13.8%
a 

9.2%
 

20.9%
 

10.3%
 

D
ropout R

ate 
94 

1.1%
 a 

11.6%
 

6.6%
 

7.0%
 

Passed ELA M
C

AS
b 

93.1%
 

95.8%
 

72.6%
  

95.2%
  

Proficient in ELA M
CAS 

29 
31.0%

 
67.6%

 
17.3%

 
72.6%

 

Passed M
ath M

C
AS 

100%
 

87.3%
 

76.3%
 

89.7%
 

Proficient in M
ath M

CAS 
31 

93.5%
 

60.6%
 

49.0%
 

65.6%
 

Passed Science M
C

AS 
93.1%

 
89.2%

 
59.2%

 
82.4%

 

Proficient in Science M
CAS 

29 
62.1%

 
35.1%

 
14.3%

  
36.7%

  
a Data for this cell is n<10.   
b W

hile case study site selection looked at M
CAS proficiency in ELA and m

athem
atics only for students at M

EPA Levels 3 and 4, 
here the purpose is to present outcom

es for the school as a whole, thus we include all test takers as well as pass and proficiency 
rates. 
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regular education.  Thus, students at low
er M

EPA
 

levels w
ere separate from

 the rest of the school 
except during lunch, gym

, and other specials. H
ow

-
ever, as they progressed in English proficiency to the 
higher M

EPA
 levels (4 and 5), they rapidly entered 

regular classroom
s, and in fact som

e m
oved directly 

to A
P classes in eleventh and tw

elfth grades.  W
hile 

still learning English, these students w
ere closely 

m
onitored in their regular and A

P classes for prog-
ress in English proficiency. 

A
s part of providing the appropriate services to 

each ELL student, the LA
T facilitator convened 

m
eetings w

ith school staff to adjust students’ ELD
 

levels based not only on the M
assachusetts English 

Proficiency A
ssessm

ent (M
EPA

) scores but also on 
teacher feedback and reporting.  She also sched-
uled m

eetings w
ith ELL parents and guardians each 

year to share ELD
 levels and course placem

ents 
after M

EPA
 scores are released.

A
s an exam

ple of the level of detailed know
ledge 

about the students and the individual attention 
required, the tw

o-year FLEP m
onitoring process 

included the follow
ing for each student:

A
fter each

 m
arkin

g
 p

erio
d

, I g
et …

 
th

eir rep
o

rt card
s an

d
 [id

en
tify] an

y 
stu

d
en

ts w
h

o
 h

ave a C
-m

in
u

s o
r less, 

in
 tw

o
 o

r m
o

re classes, o
r in

 th
e sam

e 
class fo

r tw
o

 co
n

secu
tive term

s.  A
n

d
 

th
en

 I in
terview

 th
e teach

ers, to
 see if 

it’s a lan
g

u
ag

e issu
e o

r if it’s an
o

th
er 

issu
e, to

 [d
eterm

in
e] if th

ey h
ave to

 
g

o
 b

ack in
to

 th
e ESL p

ro
g

ram
 o

r h
ave 

so
m

e extra su
p

p
o

rts.   
– LA

T facilitato
r

In addition to FLEP m
onitoring, for each m

arking 
period, the LA

T facilitator also conducted a thor-
ough m

onitoring of each ELL w
ho w

as in a regular 
education class, w

hich w
as m

ost of the M
EPA

 level 
4 and 5 students.  For any child w

ho had received 
low

 grades in tw
o or m

ore classes, she interview
ed 

the teachers to figure out w
hy the student w

as not 
doing w

ell.  She also had the skills and know
ledge 

to identify and m
ake available the best resources 

and interventions for each transitioning and/or 
struggling child. 

C
learly, one school leader know

ing the academ
ic 

needs of each ELL student, understanding how
 to 

change course schedules m
id-term

 based on their 
needs, conducting curriculum

 review
s, and pulling 

together resources for students and teachers took 

the Principal’s vision to the next level, resulting in 
nim

ble and responsive school culture and instruc-
tion for each ELL student. 

LA
T Facilitato

r Pro
vid

in
g

 W
h

o
le Staff  

Pro
fessio

n
al D

evelo
p

m
en

t

A
ccording to the A

cting Principal, one reason for 
the school’s “story of success” is the LA

T facilita-
tor, w

ho “know
s m

ore than you can possibly know
 

about ELL students and is a trainer herself.”  A
s 

an in-house professional developer, she conducted 
full-staff professional developm

ent during the study 
period, w

hich built the capacity of all teachers, not 
just the ELL teachers, to m

eet the needs of ELL stu-
dents in their classroom

s.  Tw
o exam

ples of profes-
sional developm

ent offered during the study years 
w

ere 4-C
ategory and language objectives training. 

4-C
ateg

o
ry Train

in
g

.  The form
er Principal had 

a long-term
 vision of building capacity am

ong all 
of the school’s adults, rather than a sm

all group of 
teachers and adm

inistrators, to teach ELL students.  
Therefore, she ensured that each year all staff 
w

ould receive ELL-related professional develop-
m

ent.  D
uring the study period, the LA

T facilitator 
provided training for the school staff to shelter 
content instruction for ELL students.  This in-house 
C

ategory training (C
ategories 1, 3, and 4) m

ade it 
possible for the LA

T facilitator to tailor the profes-
sional developm

ent offering based on w
hat she 

knew
 about the student population and teachers’ 

com
m

itm
ent. 

Th
e C

ateg
o

ry train
in

g
 w

as key fo
r 

d
ealin

g
 w

ith
 ELL stu

d
en

ts.  Th
e b

est 
train

in
g

 w
as w

ith
 [th

e LA
T facilita-

to
r], b

ecau
se sh

e kn
o

w
s u

s an
d

 sh
e 

kn
o

w
s th

e sch
o

o
l.  Th

is sch
o

o
l w

as 
ah

ead
 o

f th
e cu

rve [relative to
 o

th
er 

B
PS sch

o
o

ls] b
ecau

se th
e o

ld
 Prin

cip
al 

p
u

sh
ed

 train
in

g
 th

e w
h

o
le sch

o
o

l.  
Th

ey all felt in
 it to

g
eth

er.   
– ELL teach

er 

The push for 4-C
ategory training cam

e from
 

the form
er Principal.  The w

hole staff felt “in it” 
together, and they w

ere proud to be “ahead of the 
curve.”  A

ccording to the form
er Principal, alm

ost 
100%

 of the staff w
as 4-C

ategory trained by the 
end of the study period. 

Lan
g

u
ag

e O
b

jectives Train
in

g
.  The im

petus for 
a focus on language objectives in all classroom

s 
cam

e both from
 the district and from

 the school’s 

LA
T Facilitato

r O
p

eratio
n

alizin
g

 th
e  

Prin
cip

al’s V
isio

n

The district has had a position called Language 
A

ssessm
ent Team

 Leader since the beginning of the 
study period (Boston Teachers U

nion, 2006).  The 
district’s current job description for this position, 
now

 called Language A
cquisition Team

 Facilita-
tor (LA

T facilitator), includes responsibilities such 
as support and facilitation of teacher instruction, 
collaboration, and professional developm

ent for 
ESL and SEI im

plem
entation since the study period  

(O
ffice of English Language Learners, 2010).  The 

LA
T facilitator in each building is also responsible for 

the school’s com
pliance w

ith all BPS, M
assachusetts 

D
epartm

ent of Elem
entary and Secondary Educa-

tion (D
ESE), and federal policies and adm

inistrative 
directions pertaining to ELL students.  The LA

T facili-
tator serves as a liaison betw

een the district O
ffice 

of English Language Learners and the school.

Excel H
S’s Language A

cquisition Team
 (LA

T) facilita-
tor w

as an English as a Second-Language (ESL) 
teacher at the school starting in SY

2008.  She has 
been the LA

T facilitator since SY
2010, although 

she voluntarily perform
ed m

any of the duties of 
the role prior to taking it on form

ally.  D
uring the 

study period, she w
orked collaboratively w

ith the 
school’s Student D

evelopm
ent C

ounselor and other 
ESL teacher as a team

 during an eighteen-m
onth 

period w
hen the school did not have a designated 

LA
T facilitator due to a retirem

ent.  A
t Excel H

S, the 
LA

T facilitator role is for a teacher, w
ith a stipend 

and partial release from
 teaching.  She still has 

teaching duties, including ESL for students at the 
interm

ediate level of English language developm
ent 

and French, and teaches afterschool credit recovery, 
art, and French courses, also for a stipend.  A

ccord-
ing to the LA

T facilitator, her role took m
uch m

ore 
tim

e than w
as allotted through relief of preps and 

duties.  The LA
T facilitator w

as responsible for all 
aspects of English learner education from

 entry to 
exit, including student intake, assessm

ent, ELD
 level 

assignm
ent, course assignm

ent and scheduling w
ith 

the Student D
evelopm

ent C
ounselor and Registrar, 

transition into m
ainstream

, and m
onitoring of FLEP 

students.  D
uring the study period, she perform

ed 
these LA

T facilitator and teaching responsibilities 
sim

ultaneously.

For every new
 LEP student w

ho arrived at Excel, the 
LA

T facilitator took the lead on the adm
inistrative 

paperw
ork, w

hich included identification of an Eng-
lish language developm

ent (ELD
) level, analysis of 

data com
ing from

 the child’s previous school (if any) 
and the new

com
er assessm

ent center, and letters 
for and m

eetings w
ith parents.  M

uch of this pa-
perw

ork needed to be com
pleted w

ithin 30 days of 
the student’s entrance.  The LA

T facilitator w
as also 

responsible for representing the school at tri-annual 
m

eetings the BPS O
ffice of English Language Learn-

ers to learn about new
 guidance and policies from

 
the district and im

plem
ent them

.

ELL students w
ere assigned English Language D

e-
velopm

ent (ELD
) levels based on the M

assachusetts 
English Proficiency A

ssessm
ent (M

EPA
), M

assachu-
setts English Language A

ssessm
ent-O

ral (M
ELA

-
O

), and teacher input using district guides.  The 
Language A

cquisition Team
 (LA

T) facilitator w
orked 

w
ith the Student D

evelopm
ent C

ounselor to group 
ELL students according to the M

EPA
 levels w

ith the 
appropriately licensed teachers.  M

any ELL students 
at Excel H

S are new
 arrivals to the U

nited States 
and to Boston Public Schools.  ELL students w

ere 
grouped by M

EPA
 level and received ESL instruction 

at least tw
o hours per day.  For the Spring 2009 

M
EPA

 adm
inistration, 44%

 of LEPs w
ere at M

EPA
 

Level 3, 17%
 w

ere at M
EPA

 Level 4, and 31%
 w

ere 
at M

EPA
 Level 5.  The rem

aining 8%
 w

ere at M
EPA

 
Levels 1 and 2.  D

espite the fact that m
any ELL 

students at Excel H
S are new

com
ers, there w

ere 
so few

 students by Spring at M
EPA

 Levels 1 and 2 
because according to the LA

T facilitator, it is rare 
for a student to spend a year at Level 1.  They tend 
to m

ove m
ore quickly through the first tw

o levels.  
A

t Level 3, students spent m
ore tim

e (hence, the 
greater proportion of students at Level 3), be-
cause academ

ic, gram
m

atically com
plex language 

em
erges at that point. 

D
uring the study period, there w

ere ESL classes 
at tw

o levels.  Students at the low
est M

EPA
 levels 

m
et w

ith their ESL teacher for three periods per 
day.  Students at the interm

ediate M
EPA

 levels m
et 

w
ith their ESL teacher for tw

o periods per day.  The 
school has since added a third ESL teacher, so that 
students are grouped into M

EPA
 Level 1, 2, and 

3 w
ith separate ESL teachers.  D

uring the study 
period, and at present, ESL-licensed teachers taught 
all of the ELL students through M

EPA
 Level 3, and 

alm
ost all of the other teachers in the building had 

com
pleted 4-C

ategory training. 

ELL students w
ere taught m

ath and science by SEI 
teachers w

ho are bilingual in English and V
iet-

nam
ese and are veteran teachers at the school.  

Students at the higher M
EPA

 levels took courses in 
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A
s a result of both the top-dow

n m
andate from

 the 
district and the buy-in from

 the staff, the LA
T facili-

tator conducted professional developm
ent for each 

departm
ent team

 during one com
m

on planning 
tim

e session on incorporating language objectives 
into each lesson in SY

2009.  This m
eeting included 

differentiating language objectives from
 content 

objectives, a brief description of Sheltered Instruc-
tion O

bservation Protocol (SIO
P) M

odel, and exam
-

ples of content-specific language objectives.  SIO
P 

is a w
idely used resource for the SEI approach to 

educating ELL students (Echevarria, Vogt, &
 Short, 

2004).  There w
as also a hands-on elem

ent of the 
session.  D

uring the m
eeting, each teacher revised 

an upcom
ing lesson plan to include language objec-

tives, w
hile the LA

T facilitator provided assistance.  
A

 school-w
ide expectation that all teachers w

ould 
post learning objectives on their w

hiteboards w
as 

m
ade clear.  The Principal and subsequently the 

A
cting Principal provided feedback on w

hether the 
teachers’ language objectives m

et expectations dur-
ing regular observations. 

The LA
T facilitator has since supported this profes-

sional developm
ent by posting a W

iki site (w
ebsite) 

for staff w
hich includes resources such as sam

ple 
language objectives, articles about teaching ELL 
students, and lesson plan exam

ples.  A
s a result of 

both the district and school m
andates to incorpo-

rate language objectives and the teacher team
s’ 

investm
ent in learning about language objectives, 

alm
ost all classes had daily language objectives 

posted on w
hiteboards, and m

ost teachers explicitly 
taught the language objectives during the observa-
tions.  O

ne m
em

ber of the ILT noted that being able 
to decide how

 to address the directive from
 the 

district through in-house professional developm
ent 

w
as key to buy-in for the change.  N

ow
, “staff 

from
 each content area supports the ELL students.  

The content area teachers all focus on language, 
vocabulary, and speaking” (ELL teacher).

   Them
e 2:  Q

uality Curriculum
 and  

Instruction for ELL Students

The ESL teaching is of high quality, incorporates 
m

ultiple observable research-based strategies, and is 
aligned w

ith the regular education ELA
 curriculum

. 

A
lig

n
m

en
t o

f ESL an
d

 ELA
 C

u
rricu

lu
m

The form
er Principal initiated a curriculum

 review
 

and renew
al that involved the district and the 

school.  The LA
T facilitator, in collaboration w

ith 
another ESL teacher and a staff person from

 the O
f-

fice of English Language Learners at Boston Public 
Schools (BPS) central office started w

ith the BPS ESL 
curriculum

, the state’s English Language Proficiency 
Benchm

arks and O
utcom

es (ELPBO
), and the BPS 

ninth grade ELA
 curriculum

.  A
s a result, according 

to the ESL teachers, students in the ESL classes at 
Excel H

S w
ere taught to integrate language, con-

tent, and higher order thinking skills through read-
ing a variety of texts and w

riting com
plex essays, 

skills that are m
uch m

ore in line w
ith expectations 

in the ELA
 curriculum

. 

In order to prepare students to transition to m
ain-

stream
 classes, and as a result if the curriculum

 
alignm

ent, the ESL 3 students read som
e of the 

sam
e texts that the G

rade 9 ELA
 students read, 

such as Farew
ell to M

anzanar, A
nim

al Farm
, and 

O
f M

ice and M
en.  M

odifications for ELL students 
included reading different versions of texts, such 
as shorter sections or graphic novels, and allow

ing 
m

ore tim
e to read one novel.  W

hile ESL student 
read original texts as w

ell, these units provided ESL 
students w

ith the opportunity to interact w
ith their 

English proficient peers in m
eaningful w

ays focused 
on academ

ic content. 

Th
e ELA

 an
d

 ESL d
ep

artm
en

ts w
o

rked
 

to
g

eth
er to

 alig
n

 th
e cu

rricu
la so

 th
at 

th
ey feed

 in
to

 each
 o

th
er.  Th

ere is 
less d

ifferen
tiatio

n
 fo

r th
e stu

d
en

ts as 
th

ey m
o

ve fro
m

 ESL to
 ELA

.  N
o

w
, th

e 
ESL cu

rricu
lu

m
 u

ses m
o

re literary texts, 
an

d
 h

as th
e stu

d
en

ts d
o

 m
o

re an
alysis 

an
d

 essay w
ritin

g
.  Fo

r exam
p

le, in
 ESL 

1, th
ey are read

in
g

 a g
rap

h
ic n

o
vel 

versio
n

 o
f R

o
m

eo
 an

d
 Ju

liet.   
– ELL teach

er

analysis of outcom
es data, w

hich “show
ed that 

ELL students w
ere not doing as w

ell in the content 

areas and that vocabulary w
as a problem

” (A
cting 

Principal).

SIO
P Lesso

n
 Plan

n
in

g
: Exam

p
les o

f Lan
g

u
ag

e O
b

jectives

O
n

 th
e W

iki site, reso
u

rces co
m

p
iled

 fro
m

 extern
al so

u
rces w

ere p
laced

 fo
r teach

ers 
to

 access an
d

 u
se. Th

is o
n

e p
ag

e d
o

cu
m

en
t, p

rep
ared

 b
y Pro

fesso
r Elke Sch

n
eid

er, 
ad

ap
ted

 fro
m

 a SIO
P h

an
d

b
o

o
k, an

d
 sh

o
rten

ed
 h

ere, w
as in

clu
d

ed
 (Sch

n
eid

er, 2007). 
A

d
ap

ted
 fro

m
 Ech

evarria, J, Sh
o

rt, D
., &

 V
o

g
t, M

. (2008). Im
p

lem
en

tin
g

 th
e SIO

P 
M

o
d

el th
ro

u
g

h
 effective p

ro
fessio

n
al d

evelo
p

m
en

t an
d

 co
ach

in
g

. C
o

lu
m

b
u

s, O
H

: 
Pearso

n
. (p

. 148)

 
L

A
N

G
U

A
G

E
 O

B
JE

C
T

IV
E

S
 

E
xam

ples of appropriate L
A

N
G

U
A

G
E

 SU
P

P
O

R
T

 

L
IST

E
N

IN
G

listening com
prehension

being engaged in listening com
prehension, use of know

ledge base w
ords, 

etc.

SP
E

A
K

IN
G

 
defending a position, expression an opinion, com

parisons, giving instruc-
tions, interrupting politely, sum

m
arizing:  e.g,:

T
he author seem

s to tell us…
Sorry, I disagree.  I think…

 because
O

verall, the text m
ade…

 points:  first…
, second.., third…

student dem
onstrates com

fort w
ith the sim

pler expressions

R
E

A
D

IN
G

their m
eaning

and other visual cues

understanding of them
 by creating their ow

n

culture w
ill find it easier to understand circular graphics

W
R

IT
IN

G
m

eaning first and then m
odel the use of m

ore com
plex sentences as E

L
L

 
students’ confidence w

ith basic structures rises  
C

A
U

SA
L

 ST
AT

E
M

E
N

T
:  BE

G
IN

N
E

R
…

…
., because …

..
T

here is a reason for this.  T
he…

…
T

he …
.. C

onsequently, …
..

C
A

U
SA

L
 ST

AT
E

M
E

N
T

:  A
D

V
A

N
C

E
D

D
ue to…

…
,  

A
s a consequence/result of …

..…
.

 
w

ith a sim
ple, then a m

ore com
plex process.  

 
(e.g., m

ath books/tasks, science book chapters)
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“alm
ost [like learning] a new

 language, w
ith a m

as-
sive am

ount of vocabulary.  So m
y classes w

ith [ELL 
students] are the sam

e” as for native English speak-
ers.  H

e acknow
ledged that native English speakers 

m
ight have m

ore fam
iliarity w

ith root w
ords than 

ELL students, dem
onstrating an aw

areness of aca-
dem

ic language developm
ent needs of ELL students.  

U
sing that aw

areness, he differentiated on an 
individual basis for his students.  W

hen this teacher 
heard students speaking V

ietnam
ese in his class, he 

asked w
hat they w

ere talking about.  If there w
as 

an explanation needed, he did so in English. 

   Them
e 3:  O

ut-of-School Tim
e Enrichm

ent 
O

pportunities w
ith English Practice

The ELL staff nurture partnerships for out-of-school 
tim

e opportunities and encourage ELL students to 
take advantage of these opportunities, as partici-
pation these program

s forces students to speak 
English w

ith native English speakers.

A
ftersch

o
o

l A
cad

em
ic C

lu
b

s

D
uring her tenure at Excel H

S, the form
er Principal 

led the creation of seventeen afterschool clubs run 
by teachers w

ho received a stipend for their w
ork.  

M
any of the ELL teachers interview

ed rem
ained in 

the school after the school day ended to run after-
school clubs and classes for ELL students.  Som

e 
of the offerings included a hom

ew
ork club, M

C
A

S 
preparation classes, and enrichm

ent opportunities 
such as art, robotics, and debate.  O

ne of the ELL 
teachers ran the hom

ew
ork club, in w

hich strug-
gling students received extra help.  H

e said that 
their problem

s w
ere m

ostly about “understanding 
the context behind a problem

, rather than the con-
tent.”  H

e used the tim
e to help explain the context 

to students. 

The Principal during the study period deliberately 
focused on M

C
A

S proficiency and started after-
school offerings devoted to M

C
A

S preparation, 
w

hich continue today.  A
fterschool M

C
A

S classes 
w

ere divided into those for English proficient 
students and students w

ith high M
EPA

 levels and 
those for ELL students at low

er M
EPA

 levels, al-
low

ing teachers to tailor instruction.  They w
ere 

offered tw
o days a w

eek for 90 m
inutes each 

from
 January to M

arch.  A
bout one third of the 

students w
ho chose to attend these classes w

ere 
ELL students, w

hich is a higher proportion than 
the overall student population.  Som

e ELL students 
asked perm

ission to attend both M
C

A
S preparation 

classes.  Teachers also offered afterschool credit 

recovery program
s so students w

ould not have to 
go to sum

m
er school. 

Su
m

m
er O

p
p

o
rtu

n
ities

M
any adults in the building, including the Stu-

dent D
evelopm

ent C
ounselor, the career specialist 

from
 the Private Industry C

ouncil (PIC
), and the 

LA
T facilitator talked explicitly about the need for 

ELL students to “take advantage of out-of-school 
tim

e opportunities because they force students to 
practice speaking English, w

hereas staying at hom
e 

and in school does not.”  The staff talked about the 
loss of English proficiency during the sum

m
er due 

to ELL students spending m
ost of their tim

e w
ith 

V
ietnam

ese speakers and the lack of exposure to 
native English speakers (PIC

 career specialist).  The 
educators have seen the results of their aggressive 
attem

pts to im
m

erse students in English speaking 
environm

ents over the sum
m

er:

W
e g

en
erally d

o
n

’t let th
e kid

 leave in
 

Ju
n

e w
ith

o
u

t g
ivin

g
 u

s p
ro

o
f o

f so
m

e 
kin

d
 o

f stu
d

y.  A
n

d
 w

e’ve seen
 th

em
 …

 
co

m
e b

ack in
 Sep

tem
b

er, start in
 o

n
e 

classro
o

m
, an

d
 [realize], “O

h
, h

e really 
learn

ed
 a lo

t o
f En

g
lish

 o
ver th

e su
m

-
m

er.”  It’s co
m

m
o

n
.   

– LA
T facilitato

r

Through the PIC
 career specialist, the school has 

established partnerships w
ith entities like the Fed-

eral Reserve, Bank of A
m

erica, and Sovereign Bank, 
as w

ell as local higher education program
s such as 

Em
erson W

riters’ Program
, Tufts M

edical C
enter 

internship program
, Sum

m
erSearch, and H

arvard 
Refugee Youth Sum

m
er Enrichm

ent program
.  Tw

o 
popular program

s for Excel ELL students have been 
U

rban Scholars and O
utw

ard Bound at U
M

ass Bos-
ton.  D

uring the study period, the Student D
evelop-

m
ent C

ounselor visited ESL classes and convened 
assem

blies in the auditorium
 to announce these 

sum
m

er opportunities to students, strategically tar-
geting ELL students.  The PIC

 career specialist and 
LA

T facilitator follow
ed up w

ith em
ails to students 

and fam
ily m

em
bers for w

hom
 they had em

ail ad-
dresses.  The Student D

evelopm
ent C

ounselor also 
counseled students and supported the application 
process.  In addition, the LA

T facilitator em
ailed 

students and parents about these opportunities as 
they arrived.  These program

s varied in their offer-
ings.  Som

e had an academ
ic com

ponent, such as 
SA

T, language, and tutoring support, w
hile others 

focused on the w
ork setting.  A

 couple of program
s 

In ESL 3, the curriculum
 w

as clearly aligned to both 
the ELA

 standards and the state’s English Language 
Proficiency Benchm

arks and O
utcom

es (ELPBO
) for 

students w
ho are lim

ited English proficient.  For 
exam

ple, by the end of ESL 3, students w
rite literary 

essays that com
pare and contrast tw

o w
orks of 

sim
ilar them

es, essays that include an introduc-
tion, thesis statem

ent, appropriate evidence, and a 
conclusion.  The expectations for analysis, evidence, 
voice, and gram

m
ar w

ere the sam
e as those for 

students in ELA
 classes (ESL 3 C

ourse D
escription). 

The curriculum
 alignm

ent betw
een ESL and ELA

 
m

eant that students w
ere reading the sam

e novels.  
Therefore, the ESL and ELA

 teachers w
ere able 

to collaborate to have the students conduct final 
projects across classes.  For exam

ple, in a Lord of 
the Flies unit, groups of students from

 ESL and 
ELA

 classes created an anti-bullying m
ovie to-

gether.  The ESL students w
rote the script, the ELA

 
students edited and perform

ed the parts, and the 
ESL students edited the video.  The LA

T facilitator 
com

m
ented, “They can get to know

 their peers in 
the m

ainstream
, because, after m

e, they’ll be in 
the m

ainstream
 w

ith them
.”  Through this type of 

collaboration, the transition for students from
 ESL 

to ELA
 is sm

oother because of peer interactions and 
fam

iliarity w
ith content and skills standards. 

The form
al curriculum

 alignm
ent w

as done be-
tw

een ESL 3 and ninth grade.  A
ccording to the 

LA
T facilitator, “since all ELL students at Excel m

ove 
from

 ESL 1 to ESL 3 before being m
ainstream

ed 
in the tenth, eleventh, or tw

elfth grade, exposing 
them

 to the ninth grade ELA
 curriculum

 w
ould 

guarantee that they shared som
e academ

ic/literary 
background w

ith their eventual ELA
 classm

ates.”  In 
the ESL 1 and ESL 2 curricula, students read som

e 
texts from

 the ELA
 curriculum

, such as D
r. Jekyll 

and M
r. H

yde and Rom
eo and Juliet.  H

ow
ever, the 

form
al curriculum

 alignm
ent for those levels has not 

been done. 

ESL In
stru

ctio
n

al Strateg
ies

The form
er Principal also had “an unw

avering focus 
on quality instruction” w

hich she im
plem

ented 
through “frequent form

al and inform
al classroom

 
observations” (Rennie C

enter, 2008).  Through our 
case study data collection, in w

hich 16 classroom
 

observations w
ere conducted in Spring 2011, w

e 
noted that instructional strategies for ELL students 
w

ere prom
inent in m

ost classroom
s, including SEI 

classroom
s predom

inantly for ELL students and 
general education/special education classroom

s 

w
ith very few

 ELL students. 34  W
hile the instruc-

tional strategies varied depending on the subject 
and teacher, researchers observed som

e consis-
tent practices, particularly am

ong teachers of ELL 
students w

ho had all been at the school during the 
study years (but not exclusive to these teachers).  
These practices, w

hich w
ere likely in place during 

the study period and w
ere observed in SY

2011, are 
described next. 

O
ne instructional strategy that facilitates acquisition 

of English fluency is the intentional construction 
of opportunities for students to com

m
unicate in 

English through w
orking in pairs and sm

all groups.  
W

e observed this practice both in classroom
s w

ith 
all ELL students and in non-SEI program

 classroom
s.  

In an A
dvanced Placem

ent ELA
 and com

position 
class, taught by a veteran Excel H

S teacher, w
hich 

included several students w
ho had recently earned 

a FLEP designation, students w
orked in consis-

tent team
s for a w

hole term
.  O

n the day of the 
observation, team

s w
ere preparing answ

ers to a 
list of teacher-generated questions about several 
related texts.  It w

as clear that each student had a 
role (facilitator, note-taker, reporter), although those 
roles seem

ed fluid enough that students could get 
the assignm

ent done in a short am
ount of tim

e.  
There w

as a culture of listening and patience w
ith 

ELL students in these sm
all groups, since they spoke 

m
ore slow

ly and hesitantly than native English 
speakers, not necessarily about the content of the 
w

ork but about expressing them
selves.  D

uring 
the w

hole-class discussion of the team
-generated 

responses, the teacher strategically called on FLEP 
students to share their thinking.  Through this and 
other observations, it w

as clear that students at 
higher M

EPA
 levels and FLEP students, w

ho are in 
m

ainstream
 classes, are taught by teachers skilled 

at incorporating best practices to support lan-
guage learning.  M

ultiple teachers of ELL students 
discussed their strategic grouping of students as a 
w

ay to address the learning needs of students at 
different English proficiency levels:  “I alw

ays use 
heterogeneous grouping and have the students sit 
in m

ixed groups” (ELL teacher).

O
ne strategy w

as discussed by teachers as hav-
ing been practiced during the study period as w

ell 
as observed during the site visit in SY

2011.  A
ll 

teachers explicitly taught academ
ic vocabulary, ELL 

teachers but also regular education teachers.  For 
exam

ple, a science teacher, w
hose class w

as m
ore 

than half ELL students and recent FLEP students, 
suggested that the content that he w

as teaching is 
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H
ig

h
 A

cad
em

ic Exp
ectatio

n
s

Both the school and the fam
ilies of ELL students 

have high academ
ic expectations for their ELL stu-

dents.  In alignm
ent w

ith the m
ission and consistent 

m
essage from

 leadership, the form
er Principal de-

liberately increased em
phasis on providing m

ore op-
portunities for students to take dem

anding courses, 
including Engineering, A

P, and H
onors classes.  The 

goal w
as alw

ays to prepare students for college 
and career, and to position them

 to be eligible for 
scholarships to college. 

In V
ietnam

, teachers have a high social status, high-
er than the parent.  Education is revered, “som

e-
thing to take seriously, not take for granted” (LA

T 
facilitator).  Sim

ilarly, V
ietnam

ese im
m

igrant parents 
and fam

ily m
em

bers expected Excel H
S teachers to 

push and m
otivate students to do w

ell.  Therefore, 
parents reported an adjustm

ent to the low
er level 

and am
ount of school w

ork that students m
ust 

com
plete.  Som

e ELL students com
e to the U

nited 
States accustom

ed to school seven days a w
eek and 

12-13 subjects per year, so w
hen they cam

e here, 
“the w

ork load is reduced by half” com
pared to 

V
ietnam

 (Parent).  The parents interview
ed said that 

at first, w
hen their students cam

e to Excel H
S, they 

thought the w
ork w

as “too easy” and that their 
children “didn’t have to study as hard” as in V

iet-
nam

, w
hich m

ade them
 skeptical of the quality of 

the education.  They said that their children spent 
m

ore tim
e relaxing, on the com

puter, and out w
ith 

friends than possible in V
ietnam

.  H
ow

ever, they 
said that they cam

e to understand the opportunities 
and rigor of the Excel H

S education over tim
e.  

O
ne explanatory factor for the high ELL m

ath 
achievem

ent at Excel H
S is that the m

aterial in U
S 

high school m
ath is redundant to w

hat V
ietnam

ese 
students learned by the end of m

iddle school in 
V

ietnam
.  Therefore, as one alum

nus explained, 
“The difficulty level…

of w
hat tw

elfth graders have 
to study over here is only the sam

e level as a ninth 
grader in V

ietnam
.”  W

ithout the need to learn 
m

ore content in science and m
ath, the students had 

m
ore tim

e and energy to spend on earning English.

M
any V

ietnam
ese ELL students absorbed their 

fam
ilies’ high academ

ic expectations.  Teachers and 
guidance counselors described the ELL students 
as “hardw

orking, focused, and disciplined.”  They 
said that the ELL students had great attendance 
and w

ere “aggressive (in a good w
ay) about m

ov-
ing up in their [ESL] classes” (Student D

evelopm
ent 

C
ounselor).  

Teach
ers’ A

p
p

reciatio
n

 o
f ELL Stu

d
en

ts’  
B

ackg
ro

u
n

d
 an

d
 Exp

erien
ces

W
hile only tw

o staff m
em

bers in the school are 
V

ietnam
ese, the teaching staff at the school 

displays cultural com
petence in its respect for V

iet-
nam

ese culture, students, and fam
ilies.  In addition, 

according to the form
er Principal, the m

ajority w
ere 

im
m

igrants and spoke a language besides English. 
Teachers show

ed interest in and aw
areness of 

students’ culture, particularly their academ
ic experi-

ences.  M
any of the teachers interview

ed described 
individual interactions w

ith students, w
here they 

learned about ELL students’ backgrounds, like how
 

m
uch m

ath they had learned before they cam
e to 

the states, their religions, their fam
ilies’ attitudes 

tow
ard education, typical V

ietnam
ese parent-child 

relationships, typical V
ietnam

ese teacher-student 
relationships, the difference betw

een rural and 
urban education in V

ietnam
, and view

s on the V
iet-

nam
 W

ar.  O
ne ILT teacher said, “The students are 

w
onderful teachers about their culture.”  C

learly, 
teachers dem

onstrated curiosity and appreciation 
for their students’ experiences and view

points. 

A
lum

ni students talked about how
 accessible and 

w
elcom

ing teachers w
ere:

Teach
ers h

ere, esp
ecially th

e ESL teach
-

ers, [are] really h
elp

fu
l, an

d
 th

ey’re 
w

illin
g

 to
 stay after sch

o
o

l.…
  If yo

u
 

h
ave an

y q
u

estio
n

s, an
d

 it’s n
o

t really 
ab

o
u

t sch
o

o
lin

g
, b

u
t if yo

u
 h

ave a 
p

ro
b

lem
 at h

o
m

e yo
u

 can
 also

 talk to
 

th
em

.  In
 V

ietn
am

, th
e relatio

n
sh

ip
 

b
etw

een
 a teach

er an
d

 a stu
d

en
t is 

really strict.…
  W

e really d
o

n
’t co

m
m

u
-

n
icate at all.  B

u
t h

ere, th
ey’re m

o
re 

like o
u

r frien
d

s in
stead

 o
f teach

ers, so
 

it’s easier to
 talk to

 th
em

 if yo
u

 h
ave 

an
y q

u
estio

n
s.   

– A
lu

m
n

u
s

also brought in guest speakers and supported 
students w

ith college essay w
riting.  H

ow
ever, w

hat 
all of these program

s had in com
m

on w
as that they 

forced students to be w
ith “just English speakers, 

to learn English better” (LA
T facilitator).

   Them
e 4:  School Culture a Safe  

Learning Haven for ELL Students

The V
ietnam

ese ELL students, m
ost of w

hom
 

im
m

igrated in their teens, feel com
fort in having 

V
ietnam

ese peers and teachers around them
 during 

their transition to this country, w
ho have com

m
on 

experiences and language.

Stu
d

en
ts A

b
le to

 U
se First Lan

g
u

ag
e  

an
d

 B
e U

n
d

ersto
o

d

Recent graduates of Excel H
S described their experi-

ence as “late entry” ELL students, m
eaning they 

arrived in this country in their early teens.  M
ost of 

the V
ietnam

ese students at Excel H
S are late entry 

ELL, and therefore they are placed in the V
ietnam

-
ese SEI program

 at the school.  These students 
received their elem

entary education in V
ietnam

, 
w

here alum
ni reported the m

ath and science that 
they learned w

as typically at a higher level than 
w

hat A
m

erican students receive.  H
ow

ever, they 
struggled w

ith the culture and language shock, and 
w

ith learning English rapidly enough to graduate 
from

 high school and go to college. 

The graduates w
e interview

ed appreciated the Excel 
H

S experience, partly because they w
ere around 

students w
ho had gone through the sam

e transi-
tion.  They shared com

m
on experiences and lan-

guage.  The structure of the courses w
as that  the 

early M
EPA

 level students spent m
ost of their school 

day together, w
here they could speak V

ietnam
ese 

together betw
een classes and for clarification in 

class.  In addition, the school has tw
o V

ietnam
ese 

teachers w
ho not only speak their language but 

also understand their hom
e cultures. 

W
h

en
 I fi

rst cam
e h

ere, I w
as …

 so
 lo

st.  
I d

o
n

’t (sic) sp
eak En

g
lish

 an
d

 everyo
n

e 
keep

s starin
g

 at m
e.  A

n
d

 I th
in

k th
e 

p
ro

g
ram

 h
elp

s b
y [p

u
ttin

g
] u

s in
 an

 
en

viro
n

m
en

t w
h

ere w
e can

 still sp
eak 

o
u

r o
w

n
 lan

g
u

ag
e, b

u
t learn

in
g

 (sic) 
En

g
lish

 at th
e sam

e tim
e, to

o
.  So

 it’s 
p

ro
b

ab
ly [m

akin
g

 th
e tran

sitio
n

] …
 

a little sm
o

o
th

er.…
  So

 I th
in

k …
 w

e 
h

ave th
e V

ietn
am

ese teach
ers o

ver 
h

ere an
d

 th
ey u

n
d

erstan
d

 h
o

w
 th

at 
feelin

g
 w

as, b
ecau

se th
ey exp

erien
ced

 
th

at to
o

.  So
 th

ey u
n

d
erstan

d
 w

h
at 

w
e’ve b

een
 th

ro
u

g
h

.   
– A

lu
m

n
u

s

Like the LA
T facilitator, the tw

o V
ietnam

ese teach-
ers perform

ed m
any roles in the school outside 

of their teaching responsibilities.  They translated 
docum

ents for V
ietnam

ese fam
ilies, they m

ade calls 
hom

e w
hen the school needed to com

m
unicate 

w
ith a fam

ily m
em

ber in V
ietnam

ese, and they even 
planned and facilitated professional developm

ent to 
build teachers’ cultural com

petence in SY
2008 (see 

below
).  The V

ietnam
ese teachers knew

 the fam
ilies 

w
ell enough that “they know

 that they have to call 
[one fam

ily] at 10pm
 on the cell phone, or this one 

at w
ork at 8am

” (LA
T facilitator).  W

hen V
ietnam

-
ese students failed the M

C
A

S, these teachers called 
hom

e to explain the results and tell fam
ilies about 

afterschool opportunities for preparation. 
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Teachers understood that fam
ily engagem

ent 
looks different in the V

ietnam
ese culture.  W

hile 
A

m
erican educators believe that fam

ily engage-
m

ent includes attendance at school events, helping 
the student w

ith hom
ew

ork, and com
m

unicating 
w

ith teachers, V
ietnam

ese culture and im
m

igrant 
circum

stances here in the U
S m

eant that fam
ily 

engagem
ent looked very different.  M

any students 
do not necessarily live w

ith their parents, and the 
adults in their lives typically w

ork several jobs during 
all hours of the day.  M

any of these adults have lim
-

ited English proficiency them
selves.  Both the LA

T 
facilitator and the V

ietnam
ese teachers knew

 details 
about each student, such as w

hich fam
ily m

em
bers 

spoke English, w
hich used em

ail, and the best tim
es 

of day to call fam
ily m

em
bers.  

Besides know
ing students’ personal situations 

and som
ething about the V

ietnam
ese culture, the 

school also placed value on professional develop-
m

ent that helped teachers learn m
ore about the 

V
ietnam

ese traditions and fam
ily expectations and 

understand the experiences of the V
ietnam

ese 
students as teen im

m
igrants and language learners.  

This tw
o-part professional developm

ent w
orkshop, 

w
hich occurred during the study period, included 

presentations by the V
ietnam

ese teachers them
-

selves and then by the ELL teachers, led by the LA
T 

facilitator.  The staff experienced being taught in 
French and M

andarin, to put them
selves in the 

position of hearing a lecture in a foreign language.  
They also learned about the theory of academ

ic and 
social language acquisition, understood the school’s 
ESL curriculum

, and exam
ined sam

ple student w
ork 

at different M
EPA

 levels.  The cultural com
petence 

professional developm
ent included student-

generated tips for teachers about how
 to integrate 

ELL students w
ith native English speakers, how

 to 
support ELL students and FLEP students in regular 
classes, com

m
on cultural assum

ptions and issues, 
and best ELL instructional strategies. 

Excerp
t fro

m
 C

u
ltu

ral C
o

m
p

eten
ce W

o
rksh

o
p

:  
C

o
m

m
o

n
 G

ram
m

ar M
istakes (V

ach
e, 2008)

Fo
r o

n
e p

art o
f th

e w
o

rksh
o

p
, teach

ers fo
cu

sed
 

o
n

 learn
in

g
 ab

o
u

t lan
g

u
ag

e acq
u

isitio
n

. Teach
ers 

received
 w

ritten
 exam

p
les o

f co
m

m
o

n
 g

ram
m

ar 
m

istakes th
at V

ietn
am

ese stu
d

en
ts m

ake. Th
ey 

w
ere en

co
u

rag
ed

 to
 id

en
tify th

ese m
istakes w

h
en

 
stu

d
en

ts m
ad

e th
em

. R
esearch

ers o
b

served
 th

ese 
co

rrectio
n

s b
ein

g
 m

ad
e in

 ESL classes. 

G
R

A
M

M
A

R
 ST

R
U

C
T

U
R

E
 

L
anguage T

ransfer Issues for  
N

ative Speakers of V
iet-

nam
ese 

Sam
ple T

ransfer E
rror 

present and past perfect  
irregular past participles

Avoidance of present perfect 
w

here it should be used.
I live here for tw

o years. 

passive voice of past and  
present continuous

O
m

ission of helping verb be in 
passive voice.

T
he food finished. 

regular nouns: count,  
non-count and collective

N
o distinction betw

een count 
and non-count nouns

I eat cereals for breakfast. 

a few
/few, a little/little,  

too m
uch

O
m

ission of plural m
arker –s.

I have a few
 book. 

relative pronouns
N

o relative pronouns
L

ook at the backpack is on the 
floor. = L

ook at the backpack 
w

hich is on the floor. 

interrogative pronouns: w
ho, 

w
hat, w

hen, w
hich, how

 + 
clauses in object positions

O
m

ission of relative pronouns
M

y grandfather w
as a generous 

m
an helped everyone. 

Excerp
t fro

m
 C

u
ltu

ral C
o

m
p

eten
ce W

o
rksh

o
p

: 
Stu

d
en

t G
en

erated
 Teach

in
g

 Tip
s fo

r ELL Stu
d

en
ts 

(V
ach

e, 2008)

W
h

at ad
vice d

o
 yo

u
 h

ave fo
r m

ain
stream

 ed
u

catio
n

 
teach

ers w
h

o
 h

ave FLEPs in
 th

eir classes?

u
n

d
erstan

d
in

g
.

tim
e to

 exp
lain

 it to
 th

em
.

m
o

re th
ey p

ractice th
e b

etter th
eir En

g
lish

 w
ill b

e.

g
ram

m
ar b

ecau
se th

ey are n
ew

. Th
is w

ill g
ive 

th
em

 co
n

fi
d

en
ce th

at th
ey can

 d
o

 it.

w
o

rksh
eets.
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sum
m

er learning opportunities that are of inter-
est to ELL students

and other students pursue out-of-school tim
e 

learning opportunities

The school staff dem
onstrated respect for 

and understanding of ELL students’ culture 
and language

The school staff, w
hile alm

ost exclusively non-V
iet-

nam
ese, have prioritized and devoted a great deal 

of tim
e to professional developm

ent that supports 
ELL learning.  In addition, staff have the attitude 
of respect for and interest in their ELL students’ 
culture.  N

ot only do they engage students in 
conversations about their traditions and fam

ilies’ 
expectations, they also ask for their advice on how

 
best to teach ELL students. 

A
s an SEI Language Specific school, Excel H

S has 
the advantage of being a haven for V

ietnam
ese 

new
com

ers, w
ho can translate for each other and 

share stories about their transitions.  Their sim
ilar 

experiences in the V
ietnam

ese education system
 

include a reverence for teachers and the opportu-
nities that education provides.  G

iven the strong 
science and m

ath background know
ledge that m

ost 
V

ietnam
ese ELL students com

e to the U
S w

ith, 
their focus in school is on the acquisition of English, 
w

hich m
ay explain som

e of their success.  H
ow

ever, 
their rapid acquisition of English and their im

proved 
attainm

ent of M
C

A
S proficiency in ELA

 suggest 
that the school has created an excellent educational 
experience that bears out in the case study.  The 
clim

ate of em
bracing its new

com
er students has 

im
plications for other schools:

-
vantage over SEI M

ultilingual program
s because 

they focus m
ore resources on understanding one 

culture and language

w
ith quality, allow

s students and teachers to use 
L1 strategically w

ithout hindering the acquisition 
of English

staff’s w
elcom

ing and learning attitude tow
ard 

the ELL students and their culture and language 
m

itigated the fact that the staff of the school did 
not reflect the m

ajor ELL ethnic group.  

their educational expectations, both from
 the 

fam
ilies and of the schools, is im

portant to tailor-
ing SEI program

s to student needs.  

-
stand the experiences of ELL students in an SEI 
Language Specific program

 school w
ho are not 

from
 the dom

inant ELL language group.

In sum
m

ary, this case study of Excel H
S illustrates 

the key elem
ents in one school’s journey of im

prov-
ing the learning of its ELL students.  The vision, 
com

m
itm

ent, and hard w
ork, led by strong leaders 

w
ho put structures in place that facilitated the 

im
proved culture and instruction in the school, 

resulted in the school being identified as the one 
of tw

o high schools in Boston show
ing steady 

im
provem

ent w
ith its ELL students. 

 29  O
ther new

com
ers attend BPS’s N

ew
com

er A
cadem

y. 
30  T

he data on teacher qualifications com
e from

 the 
M

A
 D

epartm
ent of E

lem
entary and Secondary 

E
ducation (http://profiles.doe.m

ass.edu/state_report/
teacherdata.aspx).

31  Further research on the m
obility of L

E
P students 

is necessary to determ
ine the cause of this unusually 

high rate and w
as beyond the scope of this study.

32  T
he Principal during the study period w

as prom
oted 

in SY
2011 to a central office role, and an interim

 
Principal w

as placed at the school for one year.  Since 
the data w

ere collected for this case study, a new
 

perm
anent Principal has begun her leadership there.  

T
his Principal w

ill preside over a larger high school 
w

hich com
bines E

xcel H
S w

ith M
onum

ent H
S, 

w
hich shares the building.

33  A
n Instructional L

eadership Team
 is a representative 

body of school staff that m
eets regularly during the 

school year to facilitate com
m

unication and decision-
m

aking school-w
ide. 

34  For an explanation of the tim
ing of the case study 

(SY
2011) com

pared to the study years (SY
2006-

SY
2009), see the A

ppendix w
ith M

ethods.

C
   Conclusions and Lessons for  
O

ther Schools

C
ase studies have the advantages of providing 

m
ultiple perspectives on a context or organization, 

rich description of practice, and inform
ation for 

discussion and learning.  The story of Excel H
S is 

unique to Excel H
S, not only because it is the only 

high school in the district w
ith a V

ietnam
ese SEI 

program
, but also because of its history, players, 

and circum
stances.  This case study described the 

follow
ing practices that m

ay be “tried on” by other 
schools through adaptation and refinem

ent to their 
ow

n contexts. 

School leadership had both long-term
  

vision and im
plem

entation capacity

The groundw
ork for the school’s success for ELL 

students took leadership w
ith a clear m

ission and 
vision and the capacity to hire staff w

ho are aligned 
w

ith the m
ission and vision.  The adult culture in 

the building is one of team
w

ork and collaboration.  
W

hile the LA
T facilitator herself exhibited respon-

sibility for all ELL students in the building, she also 
led the school faculty in learning the practices 
necessary at the classroom

 level to ensure ELL suc-
cess through professional developm

ent in category 
training, language objectives training, and learning 
about V

ietnam
ese culture and language acquisi-

tion.  Im
plications of these findings for school 

leaders include:

 
the buy-in for a culture of high academ

ic  
expectations

an LA
T facilitator plays, especially w

hen she is 
also a teacher

the sam
e cultural background as the students

-
tures and tim

e to build teacher capacity 

There w
as a relentless focus on high-quality 

instructional practices and support for 
teachers to use them

The interview
s provided a lens into ELL instruction, 

and the observations confirm
ed w

hat the teachers 
said about the thought put into developing curricu-
lum

 and the consistency of instruction across class-
room

s.  G
iven the approxim

ate three-year trajectory 
betw

een their V
ietnam

ese students’ entrance to 
A

m
erican schools and m

ainstream
 classroom

s, the 
staff paid close attention to a sm

ooth transition by 
exposing ELL students to native English speakers 
and regular curriculum

 throughout their ELL careers.  
In addition, they used evidence-based classroom

 
strategies such as variety of teaching m

odes, 
student groupings across English proficiency levels, 
m

aterials, and assessm
ents to ensure language 

acquisition.  This school’s consistent im
plem

entation 
of high-quality curriculum

 and instructional practices 
for ELL students has im

plications for other schools:-
lum

 and the support and resources for teachers 
to use it

day for teacher team
s to w

ork collaboratively on 
instructional im

provem
ent

Teachers provided m
ultiple opportunities  

to acquire English proficiency in reading, 
w

riting, speaking, and listening

In addition to teachers, school staff such as the 
guidance counselor and the career specialist paid 
close attention to the choices of ELL students in 
their out-of-school tim

e.  The Principal developed 
an array of opportunities after school that are still 
running, w

hich provide academ
ic support as w

ell as 
opportunities to interact w

ith English fluent peers 
beyond the school day.  Teachers also ensure that 
students avail them

selves of sum
m

er opportunities, 
since they are aw

are of the learning loss that takes 
place w

hen ELL students stay in their ow
n language 

isolated com
m

unities.  Im
plications of these find-

ings include:

afterschool clubs and activities as enrichm
ent for 

ELL students
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C
H

A
P

T
E

R

BEST PRACTICES FRO
M

 ELL CASE STUDY SCHO
O

LS   
IN

 BO
STO

N
 PUBLIC SCHO

O
LS

VII.

A
   Sum

m
ary of Study

The m
ultiple regression analysis identified tw

o 
schools that w

ere consistently high perform
ing and 

tw
o schools that w

ere steadily im
proving in their 

ELL M
C

A
S pass rates for students of interm

ediate 
to advanced English proficiency during the study 
years.  The case study schools represented three 

of BPS’s five m
ajor hom

e languages other than 
English:  Spanish, C

hinese, and V
ietnam

ese.  Three 
of the four schools represented one program

 type, 
SEI Language Specific, w

hile the other one had 
developed a unique program

 type adapted from
 the 

Tw
o-W

ay Bilingual program
 m

odel.  A
ll four of the 

schools enrolled a higher proportion of LEP students 
than the district average (20%

).  

Jo
siah

 Q
u

in
cy Elem

en
tary Sch

o
o

l is a K
-5 elem

en
tary sch

o
o

l lo
cated

 in
 C

h
in

ato
w

n
, clo

se to
 th

e 
cen

ter o
f B

o
sto

n
.  D

u
rin

g
 SY

2009, th
e sch

o
o

l served
 829 stu

d
en

ts; 60%
 w

ere n
ative sp

eakers o
f 

C
h

in
ese d

ialects an
d

 46%
 w

ere stu
d

en
ts o

f lim
ited

 En
g

lish
 p

ro
fi

cien
cy (LEP stu

d
en

ts).  In
 th

e sch
o

o
l 

as a w
h

o
le, 64%

 o
f stu

d
en

ts w
ere A

sian
, 13%

 w
ere B

lack, 13%
 w

ere Latin
o

, an
d

 8%
 w

ere W
h

ite.  
Th

e sch
o

o
l is o

n
e o

f tw
o

 B
PS elem

en
tary sch

o
o

ls w
ith

 a C
h

in
ese-sp

ecifi
c SEI p

ro
g

ram
 fo

r LEP stu
-

d
en

ts.  Q
u

in
cy Elem

en
tary is an

d
 h

as b
een

 fo
r m

an
y years a co

m
m

u
n

ity sch
o

o
l b

ased
 in

 th
e B

o
sto

n
 

C
h

in
ese co

m
m

u
n

ity.  C
h

in
ese cu

ltu
re an

d
 lan

g
u

ag
e are in

teg
ral to

 sch
o

o
l p

ro
g

ram
s.  Fo

r exam
p

le, 
in

 th
e co

u
rse o

f stu
d

y, all stu
d

en
ts take M

an
d

arin
 as a sp

ecialty class (sim
ilar to

 art an
d

 p
h

ysical 
ed

u
catio

n
) an

d
 th

ro
u

g
h

o
u

t th
e sch

o
o

l, C
h

in
ese h

isto
ry an

d
 cu

ltu
re are visib

le in
 th

e d
isp

lays o
f 

stu
d

en
t p

ro
jects.

Sarah
 G

reen
w

o
o

d
 K

-8 Sch
o

o
l is a p

reK
-8 sch

o
o

l lo
cated

 in
 D

o
rch

ester.  D
u

rin
g

 SY
2009, th

e sch
o

o
l 

served
 390 stu

d
en

ts; 55%
 w

ere n
ative sp

eakers o
f Sp

an
ish

 an
d

 43%
 w

ere stu
d

en
ts o

f lim
ited

 
En

g
lish

 p
ro

fi
cien

cy (LEP stu
d

en
ts).  In

 th
e sch

o
o

l as a w
h

o
le, 67%

 o
f stu

d
en

ts w
ere Latin

o
, 29%

 
w

ere B
lack, an

d
 2%

 each
 w

ere W
h

ite o
r M

u
ltiracial.  Th

e sch
o

o
l is o

n
e o

f th
ree B

PS sch
o

o
ls 

categ
o

rized
 b

y Tw
o

-W
ay B

ilin
g

u
al p

ro
g

ram
s.  Th

e Sarah
 G

reen
w

o
o

d
 o

ccu
p

ies a w
ell-m

ain
tain

ed
 

b
rick b

u
ild

in
g

 d
atin

g
 b

ack to
 th

e tu
rn

 o
f th

e tw
en

tieth
 cen

tu
ry.  Th

e n
eig

h
b

o
rh

o
o

d
 w

h
ere th

e 
sch

o
o

l is lo
cated

 is larg
ely A

frican
-A

m
erican

.  C
u

rren
tly, th

e sch
o

o
l h

as a h
ig

h
 co

n
cen

tratio
n

 o
f 

ELL stu
d

en
ts, w

h
o

 acco
u

n
t fo

r 60%
 o

f th
e stu

d
en

t b
o

d
y.

D
avid

 Ellis Elem
en

tary Sch
o

o
l is a K

-5 elem
en

tary sch
o

o
l lo

cated
 in

 th
e R

o
xb

u
ry sectio

n
 o

f 
B

o
sto

n
.  D

u
rin

g
 SY

2009, th
e sch

o
o

l served
 328 stu

d
en

ts; 35%
 w

ere n
ative sp

eakers o
f Sp

an
ish

 
an

d
 40%

 w
ere stu

d
en

ts o
f lim

ited
 En

g
lish

 p
ro

fi
cien

cy (LEP stu
d

en
ts).  In

 th
e sch

o
o

l as a w
h

o
le, 

55.5%
 o

f stu
d

en
ts w

ere Latin
o

, 40.5%
 w

ere B
lack, 2%

 w
ere W

h
ite, an

d
 2%

 w
ere m

u
lti-racial, 

A
sian

, o
r N

ative A
m

erican
.  Th

e sch
o

o
l is o

n
e o

f 34 B
PS sch

o
o

ls w
ith

 a Sp
an

ish
-sp

ecifi
c SEI p

ro
-

g
ram

 fo
r LEP stu

d
en

ts.  

Excel H
ig

h
 Sch

o
o

l served
 400 stu

d
en

ts in
 G

rad
es 9-12 in

 SY
2009.  D

u
rin

g
 th

e stu
d

y p
erio

d
, it 

w
as o

n
e o

f th
ree sm

all h
ig

h
 sch

o
o

ls h
o

u
sed

 in
 th

e So
u

th
 B

o
sto

n
 Ed

u
catio

n
al C

o
m

p
lex.  Th

e 
h

ig
h

 sch
o

o
l h

as a V
ietn

am
ese SEI p

ro
g

ram
 th

at serves 77 stu
d

en
ts.  A

ll ELL stu
d

en
ts are p

laced
 

in
 ESL classes fo

r tw
o

 to
 th

ree h
o

u
rs p

er d
ay, w

h
ere th

ey are tau
g

h
t b

y n
ative En

g
lish

 sp
eakin

g
, 

exp
erien

ced
 ESL-licen

sed
 teach

ers.  O
n

e o
f th

e ESL teach
ers is also

 th
e sch

o
o

l’s LA
T Facilitato

r.  
Sh

e p
ro

vid
ed

 in
-h

o
u

se fu
ll staff p

ro
fessio

n
al d

evelo
p

m
en

t o
n

 cu
ltu

ral co
m

p
eten

cy, 4-C
ateg

o
ry 

train
in

g
, an

d
 lan

g
u

ag
e o

b
jectives.  Th

e ESL an
d

 ELA
 cu

rricu
lu

m
 h

ave b
een

 alig
n

ed
.  
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M
ission, Vision, and Leadership

The term
 “vision” refers to a core set of shared be-

liefs that reflect an individual’s or an organization’s 
values about w

hat m
atters in education.  A

 “m
is-

sion” is a brief w
ritten statem

ent of the school’s 
belief system

s that serves as a rem
inder of the big 

picture – w
hat m

atters in the long run.  Ideally, from
 

tim
e to tim

e, schools engage in elucidating a shared 
m

ission and vision as part of their strategic plan-
ning, and in order to keep staff w

orking effectively 
to attain a set of shared values.  A

s school leaders, 
principals play a key role in the developm

ent and 
enactm

ent of a school’s m
ission and vision.  

Sch
o

o
l M

issio
n

s

D
ata on m

ission and vision w
ere collected from

 the 
schools’ SY

2006-SY
2009 m

ission statem
ents, from

 
interview

s and statem
ents m

ade by the Principals 
leading the schools during that period, as w

ell as 
from

 school staff during the school visits in spring 
2011.  The four m

ission statem
ents from

 the case 
study schools are as follow

s:

Jo
siah

 Q
u

in
cy Elem

en
tary Sch

o
o

l:  “W
e seek to 

provide a challenging academ
ic program

 that gives 
all students the m

eans to m
eet high standards and 

achieve their best, to foster sound habits of m
ind 

and action, and to instill in our students such virtues 
as integrity, respect and self-discipline.” 

Sarah
 G

reen
w

o
o

d
 Elem

en
tary Sch

o
o

l:  “To 
m

ake our school a safe learning environm
ent and 

to allow
 our students to grow

 in directions that 
w

ill educate and prepare them
 for life.  W

e seek to 
produce literate and socially healthy students w

ho 
are valuable to the com

m
unity and the w

orld.  W
e 

view
 each child as an individual in a holistic m

anner.  
Each child can and w

ill learn.  A
s professionals, our 

m
ission is to open our hearts and m

inds, to w
ork 

together as a cooperative team
, and to prom

ote 
parent and com

m
unity collaboration.”

D
avid

 A
. Ellis Elem

en
tary Sch

o
o

l:  “The D
avid A

. 
Ellis com

m
unity – students, staff, parents, neighbor-

hoods, com
m

unity organizations, and university 
and business partners – w

ill provide an effective 
and enriched education in a safe and supportive 
environm

ent focused on strong skill developm
ent 

and preparation for productive and responsible 
m

em
bership in society.”

Excel H
ig

h
 Sch

o
o

l:  “The m
ission of Excel H

S is to 
foster academ

ic achievem
ent and creative expres-

sion.  Excel H
S seeks to cultivate w

ell-rounded 
students w

ho are prepared for success in college 
and careers, and to be productive m

em
bers of a 

culturally diverse society.”

A
s these m

ission statem
ents clearly show

, all four 
schools seek to prepare students for life beyond 
the K

-12 experience, w
ith the understanding that 

academ
ic achievem

ent is an im
portant asset for 

becom
ing a productive m

em
ber of society.  Beyond 

that, all schools recognized that to attain high 
academ

ic perform
ance, school staff m

ust educate 
the w

hole child, and prom
ote social, physical, and 

creative developm
ent.  W

hile the four schools w
ere 

identified based largely on the M
C

A
S perform

ance 
of their ELL students of interm

ediate and advanced 
English proficiency, from

 these m
ission statem

ents 
it is clear that academ

ic achievem
ent m

eans m
uch 

m
ore than the results from

 standardized testing. 

Prin
cip

als’ Strateg
ic C

o
m

m
u

n
icatio

n
 o

f  
V

isio
n

 fo
r ELL Stu

d
en

t Su
ccess

The four case study school Principals during the 
study period all com

m
unicated their visions not 

only through the w
ritten m

issions and verbally, 
but also by m

odeling behaviors and attitudes that 
they expected teachers to adopt, by asking probing 
questions of the staff that encouraged reflection, 
and by establishing respect for their authority.  A

t 
tw

o schools, faculty spoke specifically about w
ays 

in w
hich their Principals changed teachers’ beliefs 

about ELL students’ ability to succeed.  A
t the Sarah 

G
reenw

ood, the Principal consciously m
odeled how

 
she w

anted teachers to interact w
ith ELL students 

w
ho w

ere not conform
ing to their behavior norm

s 
by m

odeling curiosity about w
hat m

ay be causing 
those behaviors rather than adopting a judgm

ental 
attitude.  She also facilitated teacher study groups 
so that the m

eetings could be a forum
 for com

m
u-

nicating her vision for ELL students.  O
ne instruc-

tional coach at the Ellis School described the need 
to build high expectations for ELL students:  

Th
e id

ea th
at if yo

u
 d

o
n

’t h
ave th

e 
lan

g
u

ag
e – o

r th
at if yo

u
 sp

eak a d
if-

feren
t lan

g
u

ag
e – yo

u
 can

’t th
in

k, w
as 

so
m

eth
in

g
 th

at w
e h

ad
 to

 ch
allen

g
e 

very early o
n

.   
– M

ath
 co

ach
, Ellis ES

W
e note that the com

panion study, Im
p

ro
vin

g
 

Ed
u

catio
n

al O
u

tco
m

es o
f En

g
lish

 Lan
g

u
ag

e 
Learn

ers in
 Sch

o
o

ls an
d

 Pro
g

ram
s in

 B
o

sto
n

 
Pu

b
lic Sch

o
o

ls exam
ined the M

C
A

S outcom
es by 

ELL program
 type across the district and found that 

the Tw
o W

ay Bilingual Program
 schools and Transi-

tional Bilingual Education Program
 schools had the 

highest LEP student pass rates.  The SEI Language 
Specific program

s did not em
erge as having high 

pass rates in the com
panion study.  H

ow
ever, three 

out of the four case study schools have language 
specific program

s.  There are tw
o explanations for 

the seem
ingly inconsistent findings.  First, since 

SEI Language Specific program
 schools enroll 77%

 
of all LEP students in ELL program

s, the strong 
outcom

es of three of these schools w
ould not have 

been identified using descriptive statistics.  Second, 
the m

ultiple regression analysis in the present study 
used a m

ore stringent cut than the com
panion 

study – M
C

A
S proficiency of M

EPA
 Level 3 and 4 

students rather than M
C

A
S pass rates of all LEP 

students.  

In the findings section of this chapter, w
e review

 
each case study’s findings in light of the others to 
identify key practices w

hich m
ay inform

 teach-
ers and adm

inistrators in other schools.  Som
e of 

these practices have been found by scholars to 
be linked to im

proved student outcom
es.  O

ther 
practices em

erged from
 the case studies that w

ere 
not identified in the literature-based fram

ew
ork for 

best ELL practices; they present opportunities for 
future study.  

B
   Best ELL Practices from

  
Case Study Schools

In this section, w
e present a synthesis of our analy-

sis of the four case studies, w
hich is guided by the 

ELL best practices fram
ew

ork developed from
 our 

literature review
.  H

ow
ever, w

e prioritize the stories 
w

hich the schools conveyed over the fram
ew

ork 
headers.  Therefore, because the stories from

 the 
schools did not strictly follow

 the fram
ew

ork focus 
areas as show

n in A
ppendix 2, the follow

ing analy-
sis does not either.  The analysis is organized by four 
categories that m

ove from
 the guiding vision to 

structures and process and finally to the classroom
, 

the core of student learning.

1. M
ission, V

ision, and Leadership

2. School O
rganization for ELL Teaching  

and Learning

3. School C
ulture and C

lim
ate

4. C
urriculum

, Instruction, and A
ssessm

ent

W
e note that w

hile C
urriculum

, Instruction, and 
A

ssessm
ent is no less im

portant than the other 
categories, the tim

e delay betw
een the data used to 

identify the schools and the site visits necessitated a 
m

ore conservative approach to interpretation of our 
data on classroom

 practice.  

Report 2 

Chapter 7 Tables 

 Table 7.1.  Sum
m

ary of Case Study Schools, SY2009 

 
G

rades 
Reason for Case 

Study 
ELL Program

 
Type 

M
ajor Hom

e 
Language 

%
 LEP 

%
 Low

 
Incom

e 

Josiah Q
uincy 

Elem
entary School  

K-5 
Consistently High 
Perform

ing 
SEI Language 
Specific 

C
hinese 

dialects 
46%

 
78%

 

Sarah G
reenw

ood 
K-8 School 

K-8 (K-5 in 
case study) 

Consistently High 
Perform

ing 
Tw

o-W
ay 

Bilingual 
Spanish 

43%
 

90%
 

David Ellis 
Elem

entary School  
K-5 

Steadily Im
proving 

SEI Language 
Specific 

Spanish 
29%

 
97%

 

Excel High School 
9-12 

Steadily Im
proving 

SEI Language 
Specific 

Vietnam
ese 

23%
 

70%
 

 !
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School O
rganization for ELL Teaching  

and Learning

W
e define school organization for ELL education as 

the w
ay that students are arranged by grade, class-

room
, and program

 as w
ell as the structures that 

are in place for their ELL program
s.  It also refers to 

how
 the roles and responsibility for ELL education 

are distributed across the faculty, and w
hat leader-

ship opportunities are available to teachers of ELL 
students.  The case study schools shared com

m
on 

organization of teachers and ELL students.  The 
organizational structures across the four case study 
schools highlight the Principal, the instructional 
leadership team

, and the Language A
cquisition 

Team
 facilitator (LA

T facilitator).  These schools also 
used clear procedures for assessm

ent of English lan-
guage developm

ent levels and placed students w
ith 

teachers based on their levels of English proficiency.  

Th
e Prin

cip
als Stab

ilized
 Th

e Sch
o

o
ls, So

 Th
at 

Teach
ers C

o
u

ld
 Take In

stru
ctio

n
al R

isks A
n

d
 

Fo
cu

s O
n

 C
o

n
tin

u
o

u
s Im

p
ro

vem
en

t

A
s discussed previously, the Principals w

ere vision-
ary leaders com

m
itted to equity for ELL students.  

These four Principals shared aspects of how
 they 

effectively im
plem

ented their visions.  They real-
ized that their success rested on the w

ork of the 
teachers.  They first identified students’ as w

ell as 
teachers’ needs, set expectations, changed attitudes 
and perceptions of ELL students, built teacher buy-
in for im

provem
ent of ELL education, and m

ade 
program

m
atic and organizational changes for ELL 

students.  For exam
ple, the Ellis Principal hired a 

new
 ESL teacher w

ho w
as able to coach other 

teachers; the Sarah G
reenw

ood Principal changed 
the school’s language program

 so that ELL students 
and native English speakers could be educated 
together in inclusive classroom

s, thereby elevating 
the role of ELL teachers; and the Excel Principal 
restructured teacher team

s so that ELL teachers 
w

ere part of content and grade level team
 m

eet-
ings.  In all four case study schools, the Principals’ 
strategies involved structural and staffing decisions 
w

hich helped teachers to continuously m
onitor ELL 

student perform
ance and m

odify their instruction 
according to the data.  

Interview
s revealed that all four schools also used 

the structure of an Instructional Leadership Team
 

(ILT) w
ith ELL staff representation.  The ILT in three 

of these schools functioned as a tw
o-w

ay channel 
of com

m
unication.  Teachers shared that inform

a-
tion, and directives from

 the district and Principal 
w

ere transm
itted through the ILT to grade level or 

content team
s of teachers.  Teachers com

m
unicated 

thoughts, concerns, suggestions, and decisions 
through ILT m

em
bers to the Principal.  This structure 

facilitated the bidirectional spread of inform
ation 

and resources efficiently and gave room
 for dia-

logue throughout the school staff.  

I th
in

k w
e’ve b

een
 fairly su

ccessfu
l in

 
term

s o
f to

p
-d

o
w

n
, b

o
tto

m
-u

p
 co

m
-

m
u

n
icatio

n
 …

 fro
m

 th
e ad

m
in

istratio
n

 
to

 th
e ILT to

 o
u

r d
ep

artm
en

ts (w
h

o
 

m
eet d

u
rin

g
 co

m
m

o
n

 p
lan

n
in

g
 tim

e) 
…

 to
 th

e classro
o

m
.  Th

o
se p

o
licies 

are co
m

m
u

n
icated

 clearly, an
d

 th
en

 
an

y co
n

cern
s th

at w
e h

ave fro
m

 th
e 

teach
er an

d
 classro

o
m

 g
o

 b
ack to

 th
e 

C
PT m

eetin
g

s, ILT, ad
m

in
istratio

n
 …

 
an

d
 sch

o
o

l site co
u

n
cil.  So

 o
u

r p
o

licies 
are estab

lish
ed

 w
ith

 everyo
n

e’s id
eas 

in
 m

in
d

.   
–  In

stru
ctio

n
al Lead

ersh
ip

  
Team

 m
em

b
er, Excel H

S

O
ther than through personal interactions, all four 

Principals believed that teacher collaboration and 
expertise w

as the key to m
aking high academ

ic 
expectations of ELL students a reality.  For exam

ple, 
each school had an Instructional Leadership Team

 
w

ith representation from
 the ELL team

s on them
.  

A
s a result of their strong visions, not only did the 

Principals com
m

unicate and m
odel their visions, 

but they also created the space for teachers and 
other staff in the schools to do so as w

ell.  D
ur-

ing the interview
s, w

hen asked about the possible 
explanations for their success w

ith ELL education, 
m

any teachers in each school used term
s such as 

“speaking w
ith one voice” and “being on the sam

e 
page” w

hen referring to the attitude and stance of 
the faculty tow

ard ELL education.  Teachers at one 
school, the Sarah G

reenw
ood, dem

onstrated their 
unified vision for ELL and non-ELL students alike by 
the m

antra, “A
ll students are language learners.”  

The school also reorganized so that there w
as no 

distinction betw
een classroom

s – all classroom
s 

had equal proportions of ELL students and native 
English speakers.  This stance and organization of 
classroom

s reinforced the notion that therefore, 
all teachers are ELL teachers and m

ust have the 
strategies in place to teach them

 effectively.  In the 
other schools, w

hile there w
ere distinct SEI program

 
classroom

s, all teachers taught interm
ediate to ad-

vanced English proficient ELL students and therefore 
considered them

selves teachers of ELL students.  

The four case study schools exem
plified the strong 

research evidence that w
hen principals com

m
uni-

cate a clear vision of high expectations and learning 
outcom

es, ELL achievem
ent im

proves.  The practices 
m

ost associated w
ith high perform

ing schools 
included the principal having and com

m
unicating a 

clear vision for ELL education, using state academ
ic 

standards as a guide, and having high academ
ic 

expectations (W
illiam

s et al., 2007).  C
onfirm

ing the 
specific findings about vision, the case studies re-
vealed that all four Principals com

m
unicated clear vi-

sions for ELL education, w
hich included high expec-

tations for m
eeting m

easurable academ
ic learning 

outcom
es.  Those academ

ic goals w
ere the sam

e for 
ELL students as for English proficient students and 
included m

eeting the state standards for English 
language proficiency benchm

arks and proficiency 
on the state standardized tests, the M

assachusetts 
C

om
prehensive A

ssessm
ent System

.  In addition, 
all four Principals distributed responsibility for ELL 
achievem

ent beyond their ELL staff.  The distributed 

leadership increased the chances that changes in 
ELL practice w

ould be sustained over tim
e, beyond 

the tenure of the Principals them
selves.  

Prin
cip

als’ V
isio

n
s Sh

ap
ed

 b
y Sh

ared
  

Exp
erien

ces as En
g

lish
 Lan

g
u

ag
e Learn

ers

A
ll four Principals

35 reported being actively recruited 
to their respective schools either to turn around a 
failing school or to im

prove ELL outcom
es.  A

ll four 
shared sim

ilar life experiences that shaped their 
vision for ELL students.  A

ll four w
ere experienced 

bilingual teachers w
ho had w

orked in Boston 
during desegregation in the 1970s and reported 
racist incidents directed at their students, w

hich 
strengthened their conviction that access to quality 
education w

as a civil right of all students, including 
ELL students.  In addition, the Principals all learned 
English as a second language them

selves, and knew
 

from
 experience that acquiring a strong com

m
and 

of social and academ
ic English required consider-

able tim
e yet conferred lifelong benefits.  This per-

sonal know
ledge and experience attuned Principals 

to the needs of teachers of ELL students and to ELL 
students them

selves at their schools and gave them
 

a clear vision for their success:  ELL students m
ust 

attain the sam
e levels of academ

ic achievem
ent as 

native English speakers.  For that to happen, the 
Principals understood the im

portance of giving 
voice and professional developm

ent opportunities 
to their teachers.  W

ith this vision, the Principals all 
developed strategies in their schools w

hich w
ould 

(1) help ELL teachers to develop effective strate-
gies for language and content instruction, and (2) 
help ELL students to develop the English proficiency 
required for them

 to participate in all of the oppor-
tunities their schools offered.  

This vision w
as com

m
on to all four schools, but that 

w
as not reflected in the literature base on best ELL 

practices.  The recruitm
ent and placem

ent of school 
leaders w

ith shared life and educational experiences 
w

ith ELL students w
as a hallm

ark of all four case 
study schools.  W

hile the leaders did not necessarily 
reflect the sam

e culture as the ELL students, they 
all experienced either im

m
igration or being English 

learners them
selves.  This shared experience shaped 

the Principals’ vision for ELL education to be one of 
inclusion and high expectations in all four schools.  
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their ELL students’ life experiences prior to arrival at 
the school, w

hether in the U
.S. or abroad.  

In addition, four of the five LA
T facilitators in the 

case study schools spoke the hom
e language of 

m
ost ELL students at the school, and of the teach-

ers of ELL students.  Being able to com
m

unicate 
w

ith teachers in their hom
e languages helped 

establish the necessary trust for a productive 
coaching and collaborative relationship.  Sharing 
a com

m
on language w

ith adult fam
ily m

em
bers 

helped them
 to com

e to know
 about students’ 

hom
e lives and histories.  The com

m
unication also 

built trust betw
een the ELL students’ fam

ilies and 
the school staff.  A

t all four schools, LA
T facilitators, 

m
any teachers of ELL students, and fam

ily m
em

bers 
shared phone num

bers w
ith each other.  

N
ot only w

ere LA
T facilitators skilled at w

orking 
w

ith ELL students’ fam
ilies, they w

ere also skilled 
at collaborating w

ith colleagues and Principals.  
They com

m
unicated regularly w

ith their respective 
Principals for supervision and support.  They w

ere 
also skilled in-house coaches w

ho shared their ex-
pertise w

ith teachers to shelter English for content 
instruction, best ESL practices, cultural com

petence, 
form

ative assessm
ent, curriculum

 developm
ent, 

and data-based inquiry.  For exam
ple, teachers at 

Excel valued the 4-C
ategory training they received, 

w
hich w

as delivered by the LA
T facilitator.  O

n the 
other hand, LA

T facilitators w
ere keenly aw

are that 
their role w

as as catalysts, or agents of change.  A
t 

the Ellis, for exam
ple, the LA

T facilitator planned, 
m

odeled, observed, and debriefed lessons and units 
w

ith both SEI and regular education teachers.  U
l-

tim
ately, how

ever, LA
T facilitators had a clear sense 

of the lim
ited role they could play in the absence 

of teacher dedication to im
proving ELL education.  

Finally, the LA
T facilitators in the study w

ere all 
m

em
bers of their school’s ILT, thereby keeping the 

interests and needs of ELL students at the forefront 
of policy and practices discussions.  

Th
e Sch

o
o

l H
ad

 C
lear Pro

ced
u

res A
n

d
 G

u
id

e-
lin

es Fo
r Id

en
tifyin

g
 ELL Stu

d
en

ts A
n

d
 Placin

g
 

Th
em

 In
 A

p
p

ro
p

riate Pro
g

ram
s A

n
d

 Services

The ELL program
 im

plem
ented in the case study 

schools largely dictated the grouping of ELL students 
into classroom

s as w
ell as the assignm

ent of teach-
ers to those classroom

s.  The three Language Specif-
ic SEI program

 schools all grouped their low
er M

EPA
 

level students together w
ith ESL-licensed teachers, 

separate from
 native English speaking students.  In 

the elem
entary schools, these w

ere self-contained 
classroom

s for all content areas.  A
t the high school, 

the focus during ESL tim
e w

as only on English acqui-
sition and English literature.  The LAT facilitators in 
the SEI program

 schools said that as students pro-
gressed to the higher M

EPA
 levels, they w

ere placed 
in regular education classroom

s w
ith teachers w

ho 
w

ere trained to deliver content by sheltering English.  
Form

er Principals and teachers acknow
ledged that 

the professional developm
ent of teachers to shelter 

content instruction for ELL students w
as crucial 

to their program
s.  In three of the four case study 

schools, Principals prioritized 4-C
ategory training 

during the study period, before the district’s push to 
have all teachers trained starting in 2010.  

A
 key role of the LA

T facilitator w
as the proper 

assignm
ent of students to classroom

s, in consulta-
tion w

ith their teachers.  W
e found that the four 

schools engaged in the practice of having clear 
procedures and guidelines for identifying English 
proficiency levels and the prior school experiences 
of incom

ing ELL students.  The LA
T facilitators took 

teacher recom
m

endations about placing those w
ho 

needed special support in program
s that m

et their 
needs.  The com

m
on decisions am

ong the four 
case study schools suggest param

eters for student 
and teacher assignm

ent to classroom
s.  In these 

successful and im
proving schools, students at low

er 
levels of English proficiency w

ere grouped by level 
and taught by an ESL-licensed teacher, w

ho in the 
three elem

entary schools spoke the students’ native 
language.  A

s students gained English proficiency, 
they transitioned to regular education classroom

s 
w

ith appropriately trained teachers.  

W
e also found that each case study school had 

a “go to” person w
ith lead responsibility for ELL 

education, nam
ely, the LA

T facilitator.  The full role 
of the LA

T facilitator is described below
.

O
ne com

m
on w

ay to tackle change w
as to start by 

focusing on one grade level.  A
t the Ellis, the focus 

w
as on third grade, at the Q

uincy it w
as fourth 

grade, and at the Sarah G
reenw

ood, first grade.  
Reform

 at one grade level created m
odels for other 

grade level teachers to replicate and a reason to 
buy into the school’s potential for im

provem
ent.  

For exam
ple, after the third grade ELL students at 

the Ellis show
ed great im

provem
ent in the literacy 

skills they w
ere focused upon, such as vocabulary, 

reading com
prehension, and w

riting, the fourth 
grade teachers w

ho w
ere receiving these students 

the follow
ing year em

braced the extra professional 
developm

ent tim
e the inquiry w

ork w
ould take.  

A
ll four case study Principals m

anaged the school 
im

provem
ent processes based on their visions, 

w
hich m

atches evidence in the research literature 
(W

illiam
s et al., 2007).  They also delegated respon-

sibility for ELL education to key staff people, such as 
their LA

T facilitators and ELL teachers, to em
pow

er 
them

 to im
plem

ent reform
.  Thus, the case study 

findings support the theoretical fram
ew

ork indica-
tors of school organization, that the school has 
clear procedures for ELL student intake, assessm

ent, 
and placem

ent, and that the Principal creates the 
conditions for these procedures to function.

LA
T Facilitato

rs Served
 A

s C
atalysts Fo

r Teach
er 

G
ro

w
th

 In
 ELL B

est Practices

In our case studies, w
e found that each study 

school had an LA
T facilitator w

ho w
as not only a 

m
em

ber of the Instructional Leadership Team
 but 

also engaged ELL students’ fam
ilies,  organized and 

led im
plem

entation of the school’s ELL program
, 

and shared their know
ledge of ELL students w

ith 
teachers.  Sim

ultaneously, the LA
T facilitators 

responded to teachers’ requests for professional 
developm

ent, thereby precipitating im
proved ELL 

instruction and highlighting the key role of teachers 
as the agents of that im

provem
ent.  The LA

T facili-
tators rem

ained stable during the study period and 
m

ost w
ere still present at the case study schools, 

even though the Principals had left.  The district 
describes the current responsibilities of the LA

T 
facilitator position as:  

A
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e p
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 th
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Po
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n

d
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ct ELD
 u

p
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ate an
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 FLEP 
reclassifi
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 m
eetin

g
s; o
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an
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M

EPA
 assessm

en
ts; assist teach

ers in
 

review
in

g
 assessm

en
t d

ata, m
o

n
ito

r 
reg

u
lar ed

u
catio

n
 classes w

ith
 ELL 

stu
d

en
ts; p

articip
ate in

 th
e sch

o
o

l’s ILT.  
(O

ffi
ce o

f En
g

lish
 Lan

g
u

ag
e Learn

ers, 
2010)

The LA
T facilitators at these schools held a key 

position as a catalyst and facilitator of ELL student 
success.  Each school chose to fill the role differ-
ently.  A

t Q
uincy Elem

entary, tw
o SEI teachers filled 

the LA
T facilitator role.  A

t Sarah G
reenw

ood, the 
director of instruction, an adm

inistrator, w
as the 

LA
T facilitator.  A

t Ellis, an ESL teacher served as a 
part-tim

e LA
T facilitator.  A

t Excel, the LA
T facilita-

tor w
as a stipended ESL teacher w

ith release from
 

one preparatory period.  A
t the three elem

entary 
schools, the LA

T facilitators all w
ere experienced 

teachers of ELL students and spoke the predom
i-

nant native language of the ELL students in their re-
spective schools.  The district currently requires that 
LA

T facilitators be experienced ESL or SEI teachers.  

In all four schools, w
e found that the LA

T facilitator 
knew

 each ELL student’s English language develop-
m

ent level, his or her strengths and w
eaknesses 

in reading, w
riting, speaking, and listening, and 

relevant aspects of the student’s socio-em
otional 

profile and fam
ily background.  Therefore, the LA

T 
facilitator w

as able to place students in appropriate 
classes to take them

 to the next level of learning.  
LA

T facilitator and teacher know
ledge of a student’s 

functioning in a class factored into a students’ class 
placem

ent as m
uch as ELD

 level.  Thus, a student 
could have scored Level 4 on the M

EPA
 exam

 but 
clearly needed additional support w

ith speaking 
and listening.  The LA

T facilitator in the three SEI 
schools w

ould discuss this inform
ation w

ith the 
classroom

 teacher to decide w
hether a student 

should continue in an SEI classroom
 setting instead 

of entering a regular education classroom
.  A

t Excel, 
the students’ English language developm

ent levels 
w

ere know
n and used to assign them

 to different 
levels of ESL (1, 2, or 3) classes, w

hich covered ELA
 

and ESL.  Teachers at all of the schools knew
 about 

LAT facilitators pre-

cipitated im
proved ELL 

instruction by providing 

custom
ized professional 

developm
ent to staff: 

The Category training 

w
as key for dealing w

ith 

ELL students. The best 

training w
as w

ith [the 

LAT facilitator], because 

she know
s us and she 

know
s the school. This 

school w
as ahead of the 

curve [relative to other 

BPS schools] because 

the old Principal pushed 

training the w
hole 

school. They all felt in it 

together.  

– ELL teacher, Excel HS
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they reported experiencing these in their personal 
and professional lives.  They believed strongly that 
children of low

-incom
e im

m
igrants such as the ELL 

students at their schools could succeed, but they 
also knew

 that support system
s had to be put in 

place both for ELL students and their teachers.  
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d

 
fo

rth
, an

d
 sh

o
w

 th
em

 h
o

w
 valu

ab
le 

th
at is…

it ab
so

lu
tely h

elp
ed

 kid
s learn

, 
w

h
en

 th
ey see th

e Prin
cip

al can
 sp

eak 
th

e lan
g

u
ag

e, an
d

 it’s n
o

t so
 m

u
ch

 
th

at th
ey can

 sp
eak C

h
in

ese, b
u

t it’s 
th

e n
o

tio
n

 th
at it’s o

kay, th
at w

h
at yo

u
 

b
rin

g
 fro

m
 h

o
m

e is valu
ab

le; it’s ju
st 

th
at yo

u
 also

 n
eed

 to
 learn

 th
e En

g
lish

 
lan

g
u

ag
e.   

– fo
rm

er Prin
cip

al, Q
u

in
cy Sch

o
o

l 

A
s leaders, these experiences gave them

 strength 
to stay the course and to push for changes w

hen 
faced w

ith resistance and opposition.  

There is evidence in the research literature about 
the value of hiring school staff w

ho reflect the 
ethnic and linguistic m

akeup of the school’s Eng-
lish language learners.  H

ow
ever, in the type of 

outcom
e study selected for our fram

ew
ork, ethnic 

m
atch in itself w

as not reported as a strong causal 
or correlational variable w

ith student outcom
es.  

Rather, ethnic m
atch appears connected to the 

teacher-student relationship, and a teacher’s ability 
to incorporate students’ culture into curriculum

 and 
instruction.  For exam

ple, teachers  w
ho are bilin-

gual and understand second language learning can 
help students transition to learning English, em

pa-
thize w

ith the struggles of second language learn-
ing, and design better instruction because of their 
experience (Tellez &

 W
axm

an, 2005).  Teachers w
ho 

are from
 the sam

e culture as the ELL students in the 
school are m

ore readily able to develop curriculum
 

that is relevant to those students (Tellez &
 W

axm
an, 

2005).  These teachers can design and choose read-
ing m

aterial, activities, and content that connects 
to students’ lived experiences, m

aking school m
ore 

m
eaningful and therefore m

ore engaging to English 
language learners (A

ugust &
 Shanahan, 2006).  

Prep
aratio

n
 o

f th
e fu

ll staff’s cu
ltu

ral co
m

p
e-

ten
ce.  W

hile staffing a school w
ith teachers and 

support staff w
ho reflect the language and culture 

of the students in the building w
as one strategy for 

im
proving ELL student learning, Principals also led 

a process of prioritizing the cultural com
petence 

of teachers w
hose cultural backgrounds w

ere dif-
ferent to those of ELL students and other m

inority 
students at the school.  In this section, w

e docu-
m

ent som
e exam

ples of practices that w
ere tied to 

cultural com
petence at all four schools.  

A
s a com

m
unity school w

ith strong roots in the 
C

hinatow
n neighborhood of Boston, the Q

uincy 
School is a strong exam

ple of cultural com
petence 

for ELL students from
 C

hina and other parts of East 
A

sia.  The school has ties to a system
 of com

m
unity 

organizations w
hich also serve C

hinatow
n residents, 

such as a health center and afterschool program
s; 

w
ill be discussed under the Fam

ily and C
om

m
unity 

section.  Som
e school staff live in the neighborhood 

and speak the dialects of the ELL students.  Shared 
cultural values betw

een SEI teachers and parents 
enable teachers to com

m
unicate w

ith parents in 
culturally relevant w

ays.  A
ll Q

uincy Elem
entary 

students study M
andarin at least once a w

eek.  
Language learning is a priority, and the school 
m

akes it clear to parents that students w
ho attend 

the school are expected to learn another culture 
through language, w

hile rem
aining appreciative 

and respectful of all other cultures.  

Th
ere are M

an
d

arin
 classes, w

h
ich

 n
o

t 
m

an
y sch

o
o

ls h
ave, an

d
 th

ey celeb
rate 

C
h

in
ese N

ew
 Year an

d
 cu

ltu
re in

 th
is 

sch
o

o
l.  Th

e kid
s h

ave th
e o

p
p

o
rtu

n
ity 

to
 see it an

d
 feel it.  I th

in
k th

at is 
m

o
st im

p
o

rtan
t…

.  W
e are im

m
ig

ran
ts 

an
d

 w
e fo

llo
w

 C
h

in
ese trad

itio
n

s in
 

d
aily life an

d
 it’s g

o
o

d
 fo

r th
e kid

s to
 

learn
 it in

 sch
o

o
l as w

ell.  Paren
ts d

o
n

’t 
alw

ays h
ave th

e tim
e o

r kn
o

w
led

g
e to

 
teach

 ch
ild

ren
 ab

o
u

t C
h

in
ese h

isto
ry.   

–  Paren
t o

f C
h

in
ese-A

m
erican

 stu
d

en
t, 

Q
u

in
cy sch

o
o

l

The research evidence is strong on school organiza-
tion in term

s of how
 to group students by English 

proficiency levels, the teacher qualifications neces-
sary for students at each English proficiency level, 
and the am

ount of tim
e students should spend on 

English as a second language (A
ugust &

 Pease-A
l-

varez, 1996; G
ersten et al., 2007).  O

ur case study 
findings confirm

 the scholarly evidence that ELL 
leaders in a school m

ust have training and ongo-
ing support to identify and assess students and to 
structure classroom

s in w
ays that are m

ost effective 
for ELL students.  

School Culture and Clim
ate 

W
e defined culture as “w

ays of living, shared 
behaviors, beliefs, custom

s, values, and w
ays of 

know
ing that guide groups of people in their daily 

life and are transm
itted from

 one generation to the 
next” (Trum

bull &
 Pacheco, 2005, p.67).  School cli-

m
ate, on the other hand, is defined as the “m

ood” 
or “attitude” of an organization.  C

lim
ate is m

al-
leable over the course of daily events in the organi-
zations and/or their m

em
bers (G

ruenert, 2008).  

For our exam
ination of school culture, w

e studied 
displays of cultural com

petence throughout the 
school building.  A

gain, Trum
bull and Pacheco 

define cultural com
petence as “the ability to recog-

nize differences based on culture, language, race, 
ethnicity, and other aspects of individual identity 
and to respond to those differences positively and 
constructively” (Trum

bull &
 Pacheco, 2005, p.16).  

The cultural com
petence of the staff m

em
bers, and 

corresponding cultural relevance of curriculum
 and 

instruction in a school, are aspects of both school 
culture and clim

ate.  By being culturally com
petent, 

schools reinforce students’ identities and create a 
sense of academ

ic and physical safety for students 
and their fam

ilies.  O
rganizational school culture, 

w
hich refers to the unw

ritten rules, expectations, 
shared beliefs, and practices that a group of people 
w

ith a com
m

on organization develop over tim
e, 

also shapes the school environm
ent.

In this section, w
e present findings about cultural 

com
petence, school clim

ate, organizational culture, 
and exam

ine their interaction.  W
hile Professional 

D
evelopm

ent and Fam
ily and C

om
m

unity Engage-
m

ent w
ere separate categories in the ELL best 

practices fram
ew

ork, in our analysis of them
es in 

the case studies, they em
erge as com

ponents of the 
overall school culture and clim

ate.  

Sch
o

o
l C

u
ltu

ral C
o

m
p

eten
ce

A
n indicator for the potential presence of cultural 

com
petence in the school is the ethnic m

akeup 
of school staff.  W

hen the school staff m
irror the 

ethnic and linguistic m
akeup of students, there is 

a higher likelihood, although not a guarantee, that 
staff w

ill have shared beliefs, w
ays of know

ing, 
values, and w

ays of living as students of the sam
e 

ethnicity (Tellez, &
 W

axm
an, 2003). 36  If not present 

through an ethnic m
atch, cultural com

petence can 
also be developed through skill training and requires 
a teacher to know

 about students’ national back-
grounds and identities and to be involved w

ith their 
students’ fam

ilies.  U
sing this know

ledge, teachers 
are m

ore likely to construct curriculum
 and instruc-

tion that students can engage w
ith and learn from

.  

Lead
ersh

ip
 (an

d
 so

m
etim

es staff) refl
ected

 
stu

d
en

ts’ eth
n

ic an
d

 lin
g

u
istic m

akeu
p

.  A
s 

noted, the ethnic and linguistic m
akeup of teaching 

staff at Q
uincy Elem

entary and Sarah G
reenw

ood, 
the tw

o consistently high perform
ing schools in this 

study, w
ere representative of their student bodies.  

Respectively, each of these schools had high propor-
tions of A

sian and Latino teachers.  In SY
2009, 

the Q
uincy school had 41.4%

 A
sian teachers, 

com
pared to BPS’s 4.6%

, and 64%
 A

sian students 
com

pared w
ith BPS’s 8.5%

.  A
t the Sarah G

reen-
w

ood, 45.8%
 of the staff and 65%

 of students 
w

ere Latino.  Furtherm
ore, in all three elem

entary 
schools, Principals and LA

T facilitators w
ere ethni-

cally or at least linguistically m
atched w

ith their 
ELL student bodies during the study period.  This 
em

erging them
e, already noted in the M

ission and 
V

ision section, adds a new
 dim

ension to ethnic 
m

atch as a factor in these elem
entary schools’ suc-

cess.  It suggests a connection betw
een school lead-

ers’ ethnic backgrounds, and linguistic experiences, 
and an im

provem
ent in educational outcom

es of 
ELL students at their schools.  

Beyond being ethnically and linguistically m
atched 

w
ith the larger ELL group at their schools, Princi-

pals and LA
T facilitators at all four schools w

ere 
highly qualified for their jobs.  They had w

orked 
as bilingual teachers at som

e point in their careers, 
either in Boston or other urban districts; som

e 
had taken additional graduate training relevant to 
w

orking w
ith their schools’ student populations, 

and all understood the educational im
plications of 

their students’ sociocultural backgrounds.  They un-
derstood the stress that poverty places on fam

ilies.  
They also understood racism

 and discrim
ination, as 

Adults w
ith sim

ilar  

life trajectories as the  

students and their  

fam
ilies provided role 

m
odels and supports as 

students navigated be-

tw
een hom

e and school: 

…
all the [SEI] teachers 

in our school do have 

the background experi-

ence of w
hat the child  

is experiencing now,  

because w
e have all 

grow
n up that w

ay. 

I learned m
y English 

this w
ay. …

M
y parents 

didn’t speak English  

at all.…
 W

e truly have 

the experience of  

w
hat the child is  

experiencing now. 

–  SEI teacher,  

Quincy School
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Silen
ce o

n
 ELL stu

d
en

ts w
h

o
 w

ere n
o

t fro
m

 
th

e d
o

m
in

an
t lan

g
u

ag
e g

ro
u

p
.  In our analysis 

of success w
ith the dom

inant ELL group, w
e also 

found silences about the perform
ance of other 

groups of ELL students present at the school w
ho 

w
ere not part of the dom

inant group.  For exam
ple, 

in SY
2009, 15%

 of LEP students (14 students) at 
Excel w

ere not native V
ietnam

ese speakers.  W
hile 

these LEP students w
ere at higher M

EPA
 levels and 

therefore in regular education classroom
s, teachers 

did not refer to them
 or their needs w

hen discuss-
ing the success of their ELL student population at 
the school.  Sim

ilarly, 36%
 of Q

uincy Elem
entary 

School is not A
sian, and 9%

 of LEP students are not 
C

hinese (34 students).  The m
ajor focus of hiring 

and cultural reflection in the events and curriculum
 

w
as on the C

hinese culture and language.  Little 
discussion addressed other ELL students and the 
services and program

s that support them
.  

This finding suggests to researchers and practi-
tioners that attention to each ELL student m

eans 
further disaggregation of data and close attention 
to the experiences of all ELL students, not just those 
from

 the dom
inant ELL groups in each school.  

Since the m
ajority of these ELL students are likely 

in regular education classroom
s, the im

plications 
of this finding extend to the practices of regular 
education teachers in schools.  

C
o

llab
o

ratio
n

 as Effective Pro
fessio

n
al  

D
evelo

p
m

en
t fo

r ELL Ed
u

catio
n

Teachers in the four study schools told a sim
ilar 

story of change, from
 isolation and distrust to col-

laboration and collegiality as an aspect of school 
im

provem
ent that supported their success w

ith ELL 
students in the classroom

.  Professional develop-
m

ent for teachers m
ay occur during the school day 

or outside of the school day.  It m
ay also be facili-

tated from
 w

ithin the school or outside the school.  
Professional developm

ent opportunities range from
 

one-tim
e w

orkshops to courses to continuous w
ork 

throughout a school year em
bedded w

ithin regu-
larly scheduled m

eetings of teachers.  In schools 
that have developed a collaborative culture, profes-
sional learning takes place on an ongoing basis.  In 
these case study schools, professional developm

ent 
w

as not isolated, but rather a part of daily practice 
during the study period.  In the sections below

, w
e 

discuss both types of professional learning.  

Teach
ers m

o
ved

 fro
m

 iso
latio

n
 to

 co
llab

o
ra-

tio
n

. This change in relationships am
ong adults w

as 
an explicit goal at the Sarah G

reenw
ood, w

here the 
Principal had a clear vision that collaborative adult 
relationships w

ould m
odel collaboration am

ong 
students.  Teachers w

ho had been at the school 
during SY

2006-SY
2009 had fond m

em
ories of 

Latino ELL students and A
frican-A

m
erican native 

English speakers helping each other learn a second 
language.  This kind of collaboration w

as not just 
across language differences, but also across racial 
and cultural differences, and added to a sense of 
safety at the school.  Finally, collaboration led to 
cohesiveness.  W

e heard at m
ore than one school 

that teachers “spoke w
ith one voice,” w

hich con-
tributed to the school’s safe clim

ate.  

So
 if w

e w
ere all h

ere an
d

 th
e stu

d
en

ts 
w

ere h
ere, I m

ig
h

t teach
 a lesso

n
 o

r 
so

m
eb

o
d

y else m
ig

h
t teach

 a lesso
n

.  
A

n
d

 th
en

 w
e w

o
u

ld
 d

eb
rief an

d
 w

e 
w

o
u

ld
 talk ab

o
u

t th
e lesso

n
 an

d
 h

o
w

 it 
w

en
t.  W

e’d
 h

ave g
o

als ah
ead

 o
f tim

e 
o

f w
h

at w
e w

an
ted

 to
 lo

o
k fo

r.  So
 

it w
as b

asically p
eer o

b
servatio

n
 an

d
 

w
atch

in
g

.  I fo
u

n
d

 it to
 b

e very h
elp

fu
l.  

– Teach
er, Sarah

 G
reen

w
o

o
d

M
any authors have studied school collaborative cul-

ture and its im
pact on student achievem

ent (Blank 
&

 de las A
las, 2009; D

arling-H
am

m
ond, 2009; 

D
esim

one, Porter, G
aret, Yoon, &

 Birm
an, 2002; 

D
uFour &

 Eaker, 1998; G
ajda &

 K
oliba, 2008; G

a-
ret, Porter, D

esim
one, Birm

an, &
 Yoon, 2001; Little, 

2006).  H
ow

ever, review
ers have not tied that litera-

ture to the literature on ELL education and ELL stu-
dent outcom

es.  O
ur case studies therefore extend 

the theoretical fram
ew

ork by suggesting that w
hen 

ELL students are in schools w
here the adults w

ork 
collaboratively through structures that enhance 
professional com

m
unity, ELL student achievem

ent is 
high.  If collaboration occurs am

ong a racially and 
ethnically diverse staff that has an understanding 
of students’ lives and cultures, in the study schools, 
student collaboration also crossed racial and ethnic 
lines in w

ays that prom
oted student learning.  

The school building itself exudes C
hinese culture, 

from
 sm

all ornam
ental plants to lanterns, w

ith a 
lion head for student perform

ances tucked in a 
corner of the principal’s office.  Faculty incorporates 
C

hinese m
ythical im

agery as visual com
ponents of 

new
 projects.  C

hinese festivals and cultural celebra-
tions such as Fall Feast and C

hinese N
ew

 Year are 
celebrated throughout the year.  C

om
m

unication 
w

ith fam
ilies is in three or m

ore languages.  A
ll SEI 

teachers have M
andarin and C

antonese language 
capabilities.  

The Sarah G
reenw

ood and the Ellis w
ere tw

o 
schools w

hose student com
position consisted 

largely of tw
o m

inority groups:  Spanish-speaking 
ELL students and A

frican A
m

erican students, 
respectively.  Balancing the needs of these tw

o 
student groups w

as not alw
ays easy, as both form

er 
Principals reported.  

W
e w

an
ted

 ch
ild

ren
 to

 b
e ab

le to
 

talk in
 w

h
atever lan

g
u

ag
e th

ey w
ere 

co
m

fo
rtab

le.  It w
as im

p
o

rtan
t th

at 
everyb

o
d

y felt th
at th

ey w
ere g

o
in

g
 to

 
b

e p
art o

f th
at co

m
m

u
n

ity to
o

 – th
at 

everyb
o

d
y co

u
ld

 b
eco

m
e b

ilin
g

u
al in

 
th

e sch
o

o
l.  So

 th
at’s h

o
w

 th
e Tw

o
-W

ay 
B

ilin
g

u
al p

ro
g

ram
 started

.   
– fo

rm
er Prin

cip
al, Sarah

 G
reen

w
o

o
d

 

The Sarah G
reenw

ood attained a balance in its abil-
ity to validate the identities and hom

e cultures of all 
its students through the distribution of students for 
the Tw

o W
ay Bilingual program

.  Perhaps because 
of this, the Sarah G

reenw
ood presented m

ore as 
a m

ulticultural school that em
braced an ethic of 

respect for diversity.  Specifically, the Tw
o-W

ay Bilin-
gual program

 w
as established to validate Spanish, 

and to provide a safe clim
ate for ELL students to 

develop their identities.  The em
phasis on teaching 

English and Spanish equally in the early elem
entary 

grades created conditions for collaboration and 
equal exchanges am

ong ELL students and native 
English speakers, all of w

hom
 w

ere in the process 
of learning a new

 language.  Teachers rem
em

bered 
fondly how

 students w
orked together to help their 

peers learn the language they knew
 best.  A

t the 
sam

e tim
e that the Spanish language and culture 

w
ere validated, so w

ere the identities of A
frican-

A
m

erican students, w
ho constituted alm

ost half of 
the school population, and w

hose accom
plishm

ents 
and contributions w

ere highlighted in posters 
throughout the building as w

ell as in all aspects 
of curriculum

.  Staff m
em

bers w
ith sim

ilar cultural 

roots as their students reported providing ongo-
ing, in-house education on cultural com

petence to 
colleagues w

ho did not share the sam
e roots.  Both 

schools had a Principal, an LA
T facilitator, and at 

least a few
 teachers w

ho spoke fluent Spanish and 
w

ere skilled at engaging fam
ilies of ELL students.  

A
t Excel H

S, w
here the m

ajority of the school staff 
and all three ESL teachers w

ere not V
ietnam

ese, 
cultural com

petence w
as a form

al professional 
developm

ent topic during the study period.  The 
w

orkshop w
as delivered to the w

hole staff by the 
V

ietnam
ese SEI teachers and by the LA

T facilitator.  
The school culture w

as one of curiosity about and 
respect for their ELL students’ culture and perspec-
tives, particularly their academ

ic experiences.  O
ne 

ILT teacher said, “The students are w
onderful 

teachers about their culture.”  Teachers’ know
ledge 

about their ELL students’ experiences translated to 
the classroom

, w
here they addressed specific gram

-
m

atical errors com
m

on to V
ietnam

ese students, 
accom

m
odated those students w

ho w
ere hesitant 

to speak out, and understood that students’ prior 
education levels differed depending on w

here in 
V

ietnam
 they cam

e from
.  

The research literature on cultural com
petence 

am
ong school staff, regardless of their ethnicity and 

language background, provides som
e evidence that 

teachers w
ho learn about the students’ culture and 

how
 to incorporate this know

ledge into their cur-
riculum

 and instruction im
prove outcom

es for their 
students (A

ugust &
 Pease-A

lvarez, 1996; A
ugust &

 
Shanahan, 2006; W

axm
an et al., 2007).  H

ow
ever, 

the evidence does not rise to the level of experi-
m

ental or quasi-experim
ental studies, m

ost likely 
because the attribute of cultural com

petence lends 
itself in research to description m

ore readily than to 
external observation and quantification.  

The Sarah Greenw
ood 

staff built a sense of 

trust and cam
araderie 

that changed the school 

culture for ELL students:  

I think that sense of 

com
m

unity that w
e have 

in here, it really helps.  I 

think the students notice 

that, they can recognize 

that.  If w
e didn’t have 

that com
fort betw

een 

each other, I don’t think 

it w
ould have gone over 

to the students in the 

w
ay that I teach.  

 –  Teacher,  

Sarah Greenw
ood
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C
om

m
on planning tim

e and teacher study groups 
also supported a culture of collaboration.  Teach-
ers reported that as trust and buy-in built in these 
schools, the adult learning extended beyond the 
m

eetings and into the classroom
s and even beyond 

the school day.  For exam
ple, during the study 

period, the ILT at Q
uincy Elem

entary conducted 
learning w

alks through classroom
s to identify and 

share best practices school-w
ide.  A

t the Ellis during 
the study period, the LA

T facilitator described con-
ducting peer review

s of lessons, as w
ell as co-con-

structing and m
odeling curriculum

 units and lessons 
w

ith teachers to provide them
 w

ith the tools and 
resources to reach their ELL students.

I w
o

u
ld

 cred
it [th

e LA
T facilitato

r] as 
th

e o
n

e w
h

o
 tau

g
h

t m
e w

h
at to

 d
o

.…
  

So
 every d

ay d
u

rin
g

 m
y ESL tim

e, m
y 

kid
s an

d
 I w

o
rked

 w
ith

 h
er, an

d
 sh

e 
w

o
u

ld
 m

o
d

el lesso
n

s, an
d

 th
en

 w
e 

w
o

u
ld

 b
reak th

e kid
s u

p
.  So

 I w
o

u
ld

 
b

e learn
in

g
 fro

m
 h

er, an
d

 th
en

 w
e 

w
o

u
ld

 d
ivid

e th
e ch

ild
ren

 to
 d

ifferen
ti-

ate th
e in

stru
ctio

n
.  W

e w
o

u
ld

 p
lan

 
to

g
eth

er, an
d

 o
ver tim

e, I w
o

u
ld

 d
o

 
m

o
re o

f th
e in

stru
ctio

n
, b

u
t w

e w
o

u
ld

 
still m

eet to
 p

lan
.  A

n
d

 I g
u

ess after a 
co

u
p

le o
f m

o
n

th
s, I w

as m
o

re o
n

 m
y 

o
w

n
 w

ith
 th

e kid
s an

d
 sh

e w
as d

o
in

g
 

o
th

er th
in

g
s, b

u
t w

e w
o

u
ld

 still m
eet 

to
 p

lan
.   

– SEI teach
er, Ellis ES

This opening of classroom
s to other profession-

als w
as evidence of a culture of adult learning, a 

hallm
ark of professional collaboration.  

In addition to professional developm
ent conducted 

by adult experts w
ithin the building, one school’s 

success w
ith ELL students w

as attributed to an ex-
ternally facilitated team

 through a grant during the 
study period.  A

t the Ellis School, this grant-funded 
facilitator led data-based inquiry focused on ELL 
student achievem

ent at one grade level at a tim
e.  

W
h

at p
attern

s d
o

 yo
u

 see?…
W

h
at’s 

th
e sm

all th
in

g
 th

at’s very h
ig

h
 lever-

ag
e th

at w
e can

 fo
cu

s o
n

, an
d

 th
at 

w
o

u
ld

 really g
ive u

s th
e b

ig
g

est b
an

g
 

fo
r o

u
r b

u
ck? It m

ad
e u

s th
in

k in
 a d

if-
feren

t w
ay, an

d
 lo

o
k at p

attern
s w

ith
in

 
th

e d
ata, an

d
 fo

cu
s in

 o
n

 a g
ro

u
p

 o
f 

kid
s.  Th

at w
as d

ifferen
t.   

– SA
M

 team
 m

em
b

er, Ellis ES

The goal of this team
’s w

ork w
as not only to use 

data to identify ELL student needs and address 
them

, but also to build the capacity of the school’s 
staff to system

atize and institutionalize the practice 
for future years.  

These findings support the review
 of research con-

ducted by the N
ational Literacy Panel on Language-

M
inority C

hildren and Youth that, in addition to 
com

m
on planning tim

e and traditional “w
orkshop” 

professional developm
ent that teachers participate 

in, the m
ost effective professional developm

ent 
includes practice of instructional changes w

ith a 
coach or m

entor supporting the teacher (A
ugust 

&
 Shanahan, 2006).  They also found that outside 

collaborators, such as those found at the Ellis, also 
helped teachers im

prove classroom
 practice (A

ugust 
&

 Shanahan, 2006).  

Teach
ers w

ere q
u

alifi
ed

 to
 sh

elter En
g

lish
 fo

r 
co

n
ten

t in
stru

ctio
n

 (4-C
ateg

o
ry train

in
g

), teach
 

ESL, o
r clarify fo

r stu
d

en
ts in

 L1, an
d

 w
ere 

assig
n

ed
 ap

p
ro

p
riately.  Teachers of ELL students 

in the case study schools w
ere highly qualified to 

teach them
.  N

ot only did m
ost of the ELL teach-

ing staff in the case study schools speak the hom
e 

languages of the students, they w
ere also ESL-

licensed.  Thus, for self-contained classroom
s of 

ELL students, virtually all of the teachers in the case 
study schools w

ere fully equipped to address stu-
dent needs, both in learning English and in learning 
content.  Because of the qualifications of teachers 
w

hen they w
ere hired, as w

ell as the professional 
developm

ent they participated in during the study 
period, teachers learned aspects of ELL instruction 
that supported student learning, such as using the 
SIO

P (Sheltered Instruction O
bservation Protocol) 

approach and incorporating language objectives 
into each lesson.  

Sh
ared

 p
lan

n
in

g
 tim

e facilitated
 a fo

cu
s o

n
 

in
stru

ctio
n

 an
d

 stu
d

en
t learn

in
g

.  In-service 
professional developm

ent w
as a priority, as evident 

from
 the num

erous structures in place during the 
study period to allow

 different groups of teachers 
to m

eet during school hours to discuss teaching 
and learning.  Interview

ees discussed com
m

on 
m

eeting tim
es, usually w

eekly, for various gather-
ings such as instructional leadership team

s, grade 
level team

s, teacher study groups, and/or content 
team

s; these m
eetings took place during the study 

period as w
ell as currently.  D

uring these m
eet-

ings, form
er Principals reported that teachers w

ere 
encouraged to focus on curriculum

, instruction, 
and assessm

ent.  For exam
ple, at Q

uincy Elem
en-

tary, teachers reported that grade level team
s 

used protocols for looking at and scoring student 
w

riting to engage in discussions about how
 w

riting 
prom

pts elicited quality w
riting or w

hether teachers 
agreed on the student’s score on the school-w

ide 
w

riting rubric.  

I kn
ew

 th
at u

n
less teach

ers are 
co

n
fi

d
en

t, an
d

 feel safe to
 exam

in
e 

an
d

 q
u

estio
n

, kid
s are n

o
t g

o
in

g
 to

 
[eith

er]…
so

 I really w
an

ted
 th

ere to
 b

e 
a ch

ild
 fo

cu
s, a p

ro
fessio

n
al learn

in
g

 
co

m
m

u
n

ity, an
d

 sh
iftin

g
 th

at cu
ltu

re 
is th

e m
o

st im
p

o
rtan

t p
iece.  W

ith
o

u
t 

h
avin

g
 th

at, yo
u

 can
n

o
t h

ave p
eo

p
le 

learn
.   

– fo
rm

er Prin
cip

al, Q
u

in
cy Sch

o
o

l

A
t Sarah G

reenw
ood, teachers talked about teacher 

study groups w
hich m

et regularly during the study 
period to review

 data about student perform
ance 

and develop classroom
 action steps to address 

areas of challenge, such as students’ ability to use 
inference in their w

riting.  A
t Excel H

S, the com
m

on 
planning tim

e w
as created by the form

er Principal 
for use in instructional im

provem
ent.  For exam

ple, 
teachers participated in professional developm

ent 
on including language objectives in daily lessons.  
Because the schools had expertise to im

prove staff 
capacity in ELL education during the study period, 
including the LA

T facilitators, the com
m

on planning 
tim

e could be facilitated internally by those fam
iliar 

w
ith the context of the teachers and the students 

and could tailor discussions and resources to their 
particular needs.  

The effective schools research literature is strong on 
the developm

ent of professional learning com
m

uni-
ties as a m

eans to student achievem
ent (Saunders 

et al., 2009; W
axm

an et al., 2007).  Teachers in 
effective schools w

ho w
ork together w

ith a sharp 
focus on student learning have better student 
outcom

es (W
axm

an et al., 2007).  M
ore specifi-

cally, w
hen the m

eeting tim
e is focused on how

 to 
change instruction for a particular learning chal-
lenge rather than on m

ore general instructional is-
sues, ELL student learning is enhanced (Saunders et 
al., 2009).  W

hile the focus of the research w
as not 

to docum
ent professional learning com

m
unities, 

the case study schools provided exam
ples of how

 
teachers used m

eeting tim
e to enhance student 

achievem
ent through changed practice.  

Teach
ers in

vited
 exp

erts to
 en

h
an

ce th
eir p

ro
-

fessio
n

al train
in

g
 an

d
 co

llab
o

ratio
n

.  A
lthough 

each school w
as unique in the structures and 

process created to facilitate professional learning, 
at these four schools all Principals strategically de-
veloped a culture of adult collaboration and created 
professional learning com

m
unities, albeit over tim

e.  
W

hen Principals first began to create opportunities 
for collaboration, w

ell before the study period, they 
purposefully used com

m
on planning tim

e for pro-
fessional developm

ent, during w
hich teachers ex-

changed ideas and practices w
ith their colleagues.  

C
ollaboration developed through m

any pathw
ays.  

A
t first, the Principals had to break dow

n barriers 
and push teachers to m

ove beyond the boundaries 
of their classroom

s to w
ork together.  O

ne form
 

of professional developm
ent that w

as repeatedly 
m

entioned as contributing to collegiality w
as the 

use of C
ollaborative C

oaching and Learning (C
C

L) 
cycles, w

hich w
ere part of district-w

ide reform
 ef-

forts in the early years of the study period (N
eufeld 

&
 Roper, 2002).  A

ll elem
entary school teachers 

spoke about the im
pact that C

C
L cycles had on 

their curriculum
 and instruction for ELL students as 

w
ell as their trust in their colleagues.  
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Parents also felt safe trusting their children to 
schools w

hich reflected their ow
n cultural tradi-

tions and belief system
s.  A

t the Sarah G
reenw

ood, 
know

ing that m
others w

ere likely to dism
iss their 

children’s doodling as not “real” w
riting, the 

Principal explained to them
 the need for positive 

reinforcem
ent that w

ould build their child’s confi-
dence and interest in w

riting.  The form
er Principal 

em
phasized im

portance of interacting w
ith m

others 
in particular. 

A
t Q

uincy Elem
entary, C

hinese teachers understood 
C

hinese parents’ cultural background, in w
hich 

standardized test perform
ance in their hom

e coun-
try affects students’ life opportunities.  They tried 
to educate them

 about other educational outcom
es 

that m
ay be m

ore representative of their children’s 
progress, such as level of effort, classroom

 assess-
m

ents m
odified for student English proficiency 

levels, and portfolios.  These form
s of assessm

ent 
allayed parents’ anxiety that their children are not 
w

orking hard enough. 

O
ther form

al structures w
ere in place to ensure 

that the schools prom
oted a clim

ate of safety for 
all students, including ELL students.  The Sarah 
G

reenw
ood instituted hom

e visits during the study 
period, because students’ fam

ilies and living condi-
tions w

ere seen as im
portant factors in student suc-

cess.  Som
etim

es, teachers identified needs w
hich 

they could rem
edy, for exam

ple through provid-
ing a m

attress, transportation hom
e after school, 

or referrals to com
m

unity services. This sense of 
non-judgm

ental collaboration betw
een school and 

hom
e developed m

utual trust and partnership on 
behalf of students. 

School safety is a key attribute of effective schools, 
and ELL scholars affirm

 the im
portance of this at-

tribute in effective schools for language learners.  
The case study schools all created safe and orderly 
clim

ates for their ELL students, not only through the 
previous tw

o practices of hiring staff w
ho reflect 

the students and ensuring their cultural com
pe-

tence, but also by instituting form
al structures.  

W
axm

an et al (W
axm

an et al., 2007) note that in 
such schools students have better self-confidence 
and self-esteem

 and low
er anxiety and alienation 

w
hen they feel safe.  A

 by-product of the affirm
a-

tion and valuing of students’ language and culture 
is that discrim

ination and oppression based on race 
or language are not only not tolerated, but also 
explicitly addressed (A

ugust &
 Pease-A

lvarez, 1996).  

C
o

m
m

u
n

ity an
d

 Fam
ily In

vo
lvem

en
t

Schools w
ith culturally diverse student bodies have 

greater com
plexity in how

 they engage fam
ilies.  

Effective schools partner w
ith com

m
unity organiza-

tions to m
ake available m

ore resources to their stu-
dents.  In order to m

eet the needs of ELL students, 
those partnerships m

ust be strategic and robust.  

Th
e sch

o
o

ls actively en
g

ag
ed

 co
m

m
u

n
ity 

p
artn

ers as reso
u

rces fo
r ELL stu

d
en

ts.  A
ll 

of the case study schools w
ere providing support 

for ELL students during out-of-school tim
e during 

SY
2006-SY

2009.  A
ll schools provided afterschool 

and sum
m

er learning opportunities.  Som
e of the 

opportunities w
ere focused on preparing students 

for M
C

A
S and for the SA

T.  Som
e of the support 

w
as provided by school staff.  A

t all four schools, 
teachers rem

ained in the building after hours to 
reinforce ELL student learning of specific classroom

 
m

aterials, w
ith corresponding parental trust.  A

t the 
sam

e tim
e, com

m
unity partnerships w

ere also an 
im

portant source of academ
ic enrichm

ent outside 
school hours.  

A
s a com

m
unity school, the Q

uincy School w
as a 

m
odel of a school w

ith deep roots in its im
m

ediate 
C

hinatow
n com

m
unity and ram

ifications through-
out the city of Boston.  C

om
m

unity partners not 
only provided health services, after-hours academ

ic 
support and enrichm

ent, but also teachers.  In 
its partnership w

ith N
ortheastern U

niversity, the 
Q

uincy School developed an urban teacher training 
program

 that used the Q
uincy as its laboratory.  

A
 prim

ary approach to preparing teachers to teach 
English language learners in Boston Public Schools 
since SY

2009 has been training for teachers to 
shelter English for content instruction, know

n as 
4-C

ategory training.  This training supports both SEI 
classroom

 teachers and regular education teach-
ers.  The district has offered this training in m

ultiple 
opportunities so that all teachers, including regular 
education teachers, w

ho have LEP students in their 
classroom

s, even at the advanced English proficien-
cy levels, are prepared.  The four categories are:

teaching

 
sheltered content classroom

H
ow

ever, in three of the case study schools, 
interview

ees m
entioned that 4-C

ategory training 
w

as a priority before SY
2009 and w

as provided to 
teachers as in-service professional developm

ent.  
A

t Q
uincy Elem

entary, three of the four categories 
w

ere offered to the w
hole staff during the study 

period through the BPS O
ffice of English Language 

Learners, and 80%
 of teachers participated.  A

t 
Excel H

S, parts of the 4-C
ategory training w

ere 
provided by the LA

T facilitator for the full staff, also 
during the study period, so that w

hen students 
m

oved to regular education classroom
s, their teach-

ers w
ere aw

are of strategies for scaffolding the 
academ

ic English. 37  

The research base for teacher’s know
ledge of how

 
to m

odify instruction for ELL students is low
 and 

m
ostly consists of descriptive studies of techniques 

that m
ay apply to all students w

ho need m
ore sup-

port (G
oldenberg, 2008).  H

ow
ever, w

hen teachers 
have opportunities to attain specialized know

ledge 
of language learning, m

odify instruction to include 
opportunities for instructional conversation, adjust 
instruction according to students’ oral English profi-
ciency, and use content and language objectives in 
every class, there is evidence that learning im

proves 
(A

ugust &
 Pease-A

lvarez, 1996; G
oldenberg, 2008; 

W
axm

an et al., 2007).  

C
lim

ate o
f Safety an

d
 B

elo
n

g
in

g
 fo

r  
ELL Stu

d
en

ts an
d

 Fam
ilies

O
ne connection w

e saw
 at the case study schools 

w
as betw

een cultural com
petence and the creation 

of a safe clim
ate w

here all students and fam
ilies 

could experience a sense of belonging.  C
ultural 

com
petence, linguistic affinity, and adults w

ho 
collaborated on students’ behalf (described below

) 
w

ere im
portant elem

ents in the safe clim
ate that 

pervaded these case study schools.  The pre-
dom

inance of students belonging to one language 
group at each school also contributed to a sense 
of hom

e-school continuity and fam
iliarity for ELL 

students, at least for those w
ho spoke the predom

i-
nant ELL language.  Furtherm

ore, adults w
ith sim

i-
lar life trajectories as the students and their fam

ilies 
provided role m

odels and supports as students 
navigated betw

een hom
e and school.  Even at Excel 

H
S, w

here ethnic m
atch w

as less prom
inent than 

at the tw
o high perform

ing elem
entary schools, 

students appreciated having adults in the building 
w

ho had undergone sim
ilar transitions to education 

and life in the U
.S. 

W
h

en
 I fi

rst cam
e h

ere, I w
as …

 so
 lo

st.  
I d

o
n

’t (sic) sp
eak En

g
lish

 an
d

 everyo
n

e 
keep

s starin
g

 at m
e.  A

n
d

 I th
in

k th
e 

p
ro

g
ram

 h
elp

s b
y [p

u
ttin

g
] u

s in
 an

 
en

viro
n

m
en

t w
h

ere w
e can

 still sp
eak 

o
u

r o
w

n
 lan

g
u

ag
e, b

u
t learn

in
g

 (sic) 
En

g
lish

 at th
e sam

e tim
e, to

o
.  So

 it’s 
p

ro
b

ab
ly [m

akin
g

 th
e tran

sitio
n

] …
 

a little sm
o

o
th

er.…
  So

 I th
in

k …
 w

e 
h

ave th
e V

ietn
am

ese teach
ers o

ver 
h

ere an
d

 th
ey u

n
d

erstan
d

 h
o

w
 th

at 
feelin

g
 w

as, b
ecau

se th
ey exp

erien
ced

 
th

at to
o

.  So
 th

ey u
n

d
erstan

d
 w

h
at 

w
e’ve b

een
 th

ro
u

g
h

.   
–A

lu
m

n
u

s, Excel H
S
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A
t the Ellis, the LA

T facilitator and teachers reported 
tension w

ith parents around the tim
ing for m

ain-
stream

ing ELL students.  Parents had a tendency to 
w

ant their children re-designated as English profi-
cient or advanced in M

EPA
 levels earlier than teach-

ers.  The LA
T facilitator attributed this parental rush 

to m
ainstream

 children to a com
m

on m
isperception 

that students learned m
ore in regular education 

than in SEI classroom
s.  The LA

T facilitator reported 
explaining to parents during the study period that 
SEI classroom

s w
ere especially designed to address 

the language learning needs of ELL students w
hile 

covering the sam
e content as regular education 

classroom
s.  Furtherm

ore, ELL students benefited 
from

 SEI classroom
s that w

ere usually sm
aller than 

their regular education counterparts.  

O
ther form

s of differentiating parent involvem
ent 

included show
ing aw

areness of parental w
orking 

hours and scheduling m
eetings at convenient tim

es 
for parents.  The tw

o consistently high perform
ing 

schools reported interactions w
ith parents before 

the beginning of the school year that included 
teacher calls to ask the parents about their child’s 
school experience the previous year (Q

uincy), and 
hom

e visits before the start of the school year 
(Sarah G

reenw
ood).  In addition, the high perform

-
ing schools reported offering a variety of social 
events to attract parents.  The Q

uincy reported 
good results w

ith social events featuring m
usic and 

dancing as universally appreciated opportunities 
for involvem

ent.  Schools reported com
m

unicating 
events to parents in their native languages.  

Fam
ily involvem

ent is positively correlated w
ith stu-

dent achievem
ent; how

ever, because fam
ily involve-

m
ent has m

ultiple dim
ensions, schools m

ust attend 
to a m

yriad of factors in engaging fam
ilies (Lee 

&
 Bow

en, 2006).  Schools w
ith culturally diverse 

student bodies have greater com
plexity in how

 they 
engage fam

ilies.  

Curriculum
, Instruction, and Assessm

ent

Q
uality curriculum

 and instruction w
ere at the heart 

of each case study school’s ELL program
s.  A

ll four 
case study schools focused on developing curricu-
lum

 and instruction that strengthened students’ 
English literacy.  D

espite the fact that one school 
used a Tw

o-W
ay Bilingual program

 m
odel and the 

other schools used an SEI Language Specific m
odel, 

m
any curriculum

 and instruction practices cut 
across all four schools.  These com

m
on practices are 

described in m
ore detail.  

Th
e Prim

ary U
se o

f a C
o

h
eren

t, Stan
d

ard
s-

B
ased

 C
u

rricu
lu

m
, Sh

eltered
 fo

r ELL Stu
d

en
ts

A
ll four case study schools dem

onstrated this ef-
fective practice identified in the literature; they all 
used district curricula in ELA

 and m
ath.  H

ow
ever, 

they spent tim
e and effort to adapt curricula for the 

needs of ELL students.  A
t the high school, w

here 
ELL students w

ere grouped into ESL classes w
hich 

covered the ELA
 curriculum

 as w
ell as ESL, the 

school’s ELA
 teachers, ESL teachers, and a district 

ELL staff person w
orked together to align the cur-

ricula so that they feed into each other.  This align-
m

ent created a sm
oother transition for students as 

they m
oved from

 ESL classes to regular ELA
 classes 

for English proficient students.  The texts for ESL 
and ELA

 now
 overlap so that ELL students read 

som
e of the sam

e literary texts as English proficient 
students.  A

t Q
uincy Elem

entary, an SEI teacher 
noted that the driver for w

hat they taught w
as the 

district curriculum
 and the state standards.  H

ow
-

ever, this teacher acknow
ledged that all curricula 

need to be m
odified for ELL students:  “W

hatever 
curriculum

 w
e get, it doesn’t m

atter, as long as w
e 

can adapt and scaffold, w
e’ll teach the standards in 

the fram
ew

orks.  O
ur end goal is clear.”  

A
t Excel H

S, a part-tim
e staff person, shared w

ith 
another high school in the building, w

as in charge 
of coordinating, recruiting com

m
unity-based 

organizations, advertising the opportunities to ELL 
students, and encouraging them

 to participate 
during the study period.  The Sarah G

reenw
ood 

used afterschool instruction as a “safety net” for 
students w

ho w
ere at risk of falling behind in their 

learning.  The use of afterschool tim
e in such a 

m
anner required curriculum

 and instructional prac-
tices that w

ere consistent w
ith the school’s school 

hours.  To ensure such continuity, afterschool tim
e 

w
as supervised by a m

em
ber of the ILT.  Students 

w
ere m

oved in and out of after-school tutoring as 
needed.  A

t the tim
e of the study, at least three 

out-of-school tim
e program

s w
ere servicing all 

students at the school.  A
t the Ellis School, the part-

nership w
ith the Boston Plan for Excellence around 

data-driven instruction w
as essential to school 

im
provem

ent efforts.  

This finding, that the case study schools engaged 
com

m
unity partners as instructional resources, has 

som
e basis in the research literature (A

ugust &
 

Pease-A
lvarez, 1996).  W

hile the research on the 
effect of com

m
unity partnerships on ELL student 

achievem
ent does not rise to the level of strong 

evidence, schools that partner w
ith culturally 

com
petent com

m
unity-based organizations and link 

ELL students w
ith their services, w

hether they are 
about counseling, college guidance, or academ

ics, 
are better able to m

eet the needs of ELL students 
(W

axm
an et al., 2007).  O

ur findings suggest that 
com

m
unity partnerships designed to prolong the 

school day and expose students to instruction and 
curriculum

 that is continuous w
ith their day-tim

e 
learning can im

prove achievem
ent.  In the pres-

ence of lim
ited resources, giving priority for their 

use to students at risk appears to be helpful for the 
school’s overall perform

ance.

Th
e sch

o
o

ls u
sed

 a variety o
f co

m
m

u
n

icatio
n

 
an

d
 o

u
treach

 m
o

d
alities.  In addition to em

ploy-
ing bilingual staff, the school leaders understood 
the need to provide m

ultiple opportunities for 
fam

ily engagem
ent w

ith schools.  In the section on 
culture and clim

ate, w
e review

ed school practices 
leading to the establishm

ent of a safe and w
elcom

-
ing clim

ate for students and fam
ilies.  W

e have also 
noted each school’s efforts to ensure that com

-
m

unication w
ith parents occurred regularly about 

student academ
ic progress, using the m

ode m
ost 

effective w
ith the fam

ilies.  Furtherm
ore, since large 

proportions of the staff at the consistently high 
perform

ing schools could speak the ELL students’ 
native languages, com

m
unication w

ith students 
and their fam

ilies w
as possible in their prim

ary 
language.  A

t the sam
e tim

e, schools understood 
that not all fam

ilies could be involved in the sam
e 

w
ays.  A

 new
er teacher at the Sarah G

reenw
ood 

labeled the need to “differentiate” interactions w
ith 

fam
ilies, just as he differentiated instruction w

ith 
students.  This term

 serves to describe practices at 
the schools during SY

2006-SY
2009.  D

uring the 
study period, all schools engaged in “differentiat-
ing” parent involvem

ent opportunities to engage 
parents in w

ays that w
ere com

fortable to them
 as 

exem
plified in the follow

ing practices.  

The m
ost striking finding w

as the practice, shared 
across all four schools by m

any teachers and LA
T 

facilitators, of giving their cell phone num
bers to 

parents in case of a problem
, or to m

ake them
selves 

easily accessible w
hen they w

ere keeping their 
children after school for additional practice, or even 
so students could call them

 in the evenings w
ith 

hom
ew

ork questions.  

A
t all schools, teachers during the study period had 

either personal know
ledge or training about their 

students’ countries of origin and life circum
stances 

upon arrival in the U
.S.  In addition, teachers 

dem
onstrated aw

areness of fam
ilies’ perspectives 

and practices vis-à-vis their ELL students’ educa-
tion.  Excel H

S teachers com
m

ented that V
ietnam

-
ese parents typically trusted the school w

ith their 
children’s education but that at the sam

e tim
e had 

high standards of achievem
ent.  The need for a 

rigorous education w
as a recurring them

e am
ong 

teachers and w
as also highlighted by parents and 

school alum
ni.  

Teachers’ beliefs that 

they could elicit ELL 

students’ strengths and 

potential w
ere essential 

in building teacher com
-

m
itm

ent and dedication: 

The idea that if you 

don’t have language—

or rather that you have 

a different language 

that your teacher cannot 

understand—
you can’t 

think, w
as som

ething 

that w
e had to challenge 

very early on…
   

–  M
ath coach, Ellis ES
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These effective instructional approaches have been 
supported by m

ultiple studies, w
hich suggest that 

such cooperative techniques facilitate learning 
because they enhance self-confidence, prom

ote 
com

m
unication skills, and provide m

ore rich lan-
guage experiences than w

hole-group instruction 
(A

ugust &
 Shanahan, 2006; G

ersten et al., 2007; 
W

axm
an et al., 2007).  G

oldenberg notes that 
these practices hold true for non-ELL students as 
w

ell (G
oldenberg, 2008).  In the studies review

ed 
in G

ersten et al. (2007), ELL students regularly 
(daily) practiced reading out loud and responding 
to questions both orally and in w

riting.  Teachers 
applied sm

all-group interventions to students at the 
sam

e English proficiency levels w
ho w

ere struggling 
w

ith reading (G
ersten et al., 2007).  Thus, w

hile 
the research base for the teaching of all aspects of 
English through m

ultiple grouping techniques w
as 

already strong, the case study schools strengthened 
this part of the theoretical fram

ew
ork focused on 

interactive learning.

Several experim
ental and quasi-experim

ental studies 
show

 that having ELL students w
ork w

ith m
ore 

fluent peers results in im
proved learning outcom

es 
(G

ersten et al., 2007).  W
hen ELL students pair 

w
ith English proficient students, there is tim

e for 
practicing decoding, com

prehension, and spelling 
(G

ersten et al., 2007).  A
ugust and Pease-A

lvarez 
(A

ugust &
 Pease-A

lvarez, 1996) highlight a science 
program

 in w
hich ELL students w

orked w
ith native 

English speakers to discuss the scientific concepts 
of plant grow

th, w
hile caring for and observing 

plants during the unit.  Studies review
ed in A

ugust 
and Pease-A

lvarez (A
ugust &

 Pease-A
lvarez, 1996) 

include som
e show

ing that schools w
ith m

ore 
instructional conversations and m

ore activity-based, 
collaborative learning give students m

ore opportu-
nity to learn English.  C

learly, the case study schools 
also strengthened this indicator from

 the theoretical 
fram

ew
ork by adding exam

ples of w
ays to increase 

interactions betw
een LEP students and English 

proficient students.  

Teach
ers’ U

se o
f ELL Stu

d
en

ts’ N
ative Lan

g
u

ag
e 

to
 En

su
re th

at Stu
d

en
ts U

n
d

ersto
o

d
 Tasks,  

V
o

cab
u

lary, an
d

 M
etaco

g
n

itive Strateg
ies

Initially, the language restrictive policy new
ly im

ple-
m

ented in SY
2004 w

as interpreted to prohibit the 
use of native language in the classroom

.  H
ow

ever, 
Boston Public Schools w

as the first district to im
ple-

m
ent a policy on the use of native language w

hich 
provided principles and guidance to school staff 
on w

hen L1 could be used in the classroom
, w

ith 
fam

ilies, and throughout the school grounds (D
e 

Los Reyes, 2003).  A
s SEI Language Specific schools, 

the case study schools still had the staff and the 
expertise to use L1 to support learning of L2.  W

hile 
the case study schools w

ere not teaching students 
in their native languages in order to m

aintain or 
learn L1, they w

ere using L1 for the purposes of ex-
planation and clarification.  In the case of the Sarah 
G

reenw
ood, in order to be in com

pliance w
ith the 

law
, w

hile continuing Spanish instruction in the 
early grades, the school changed its designation to 
Tw

o-W
ay Bilingual program

.  

A
t the Sarah G

reenw
ood, Q

uincy Elem
entary, and 

the Ellis, the native language of the predom
inant 

group of ELL students (Spanish and C
antonese) 

w
as used by teachers and adm

inistrators for both 
academ

ic and social purposes.  A
t the Sarah 

G
reenw

ood, classroom
 learning in Spanish w

as 
a form

al part of the Tw
o-W

ay Bilingual program
 

through the early grades.  A
t Q

uincy Elem
entary, 

early grade teachers used C
antonese to tell stories, 

w
hich helped students w

ith low
 English proficiency 

to express their understanding and ideas.  W
ith 

know
ledge of the C

hinese language and culture, 
the SEI teachers could understand student thinking, 
speaking, and w

riting in English.  Because of the 
ability of teachers to use L1, they could build on 
students’ L1 proficiency in teaching English literacy.  
For exam

ple, w
hen English vocabulary w

ords had 
sim

ilar cognates in Spanish, teachers at Sarah 
G

reenw
ood and Ellis used students’ know

ledge of 
Spanish to expand their com

prehension and w
ord 

usage in English.  

Research evidence for the use of the district curricu-
lum

 is strong.  Studies and review
s of studies have 

found that English language learners should have 
access the sam

e core curriculum
 that all students 

receive, aligned w
ith district and state standards 

and fram
ew

orks (A
ugust &

 Pease-A
lvarez, 1996; 

G
oldenberg, 2008; W

illiam
s et al., 2007).  Effec-

tive schools for ELL students not only provide equal 
access to the curriculum

, resources, and program
-

m
ing, but the curriculum

 also accom
m

odates ELL 
students’ range of know

ledge, skills, and needs 
(A

ugust &
 Pease-A

lvarez, 1996; W
illiam

s et al., 
2007).  The fact that the case studies confirm

ed 
research evidence in the use of the sam

e standards 
for ELL students as for non-ELL students strength-
ens the theoretical fram

ew
ork.  

Exp
licit Teach

in
g

 o
f A

ll A
sp

ects o
f En

g
lish

  
an

d
 O

p
p

o
rtu

n
ities to

 U
se Th

em

Interview
s w

ith teachers of ELL students revealed 
that the instructional practice of grouping students, 
both by English proficiency level and across English 
proficiency levels, w

as com
m

on during the study 
period.  For exam

ple, at Q
uincy Elem

entary and 
Sarah G

reenw
ood, teachers discussed the consis-

tent use of Readers’ and W
riters’ W

orkshop m
odel 

of literacy developm
ent across grades, w

hich gave 
students practice in all m

odes of English, not only 
w

ith the teacher but w
ith their peers.  This m

odel 
provided m

ultiple opportunities for sm
all groups 

of students to w
ork together, w

hile the teacher 
m

oved am
ong groups to provide additional sup-

port.  Q
uestioning techniques, pair sharing, and 

peer editing w
ere com

m
on practices in the three 

elem
entary schools; they provided students w

ith 
frequent opportunities to develop their English 
proficiency.  W

hen properly im
plem

ented, this 
approach incorporates extensive peer learning 
opportunities, as students w

ork in sm
all groups to 

reinforce m
ini-lessons collaboratively.  C

lassroom
 

observations in SY
2011, tw

o years after the study 
period ended, reinforced that the practices w

ere 
sustained.  Teachers ensured that students prac-
ticed listening, speaking, reading, and w

riting in 
each class period.  

A
t the high school w

e studied, teachers of ELL 
students and regular education teachers crafted 
their lessons to provide students w

ith opportunities 
to practice all aspects of English language develop-
m

ent as w
ell.  Teachers described grouping students 

heterogeneously to com
plete classw

ork.  

Sim
ilar to the practice of using sm

all groups to 
differentiate instruction, noted above, case study 
schools acknow

ledged the need for ELL students to 
practice their English in settings w

here their peers 
did not speak their native language.  This need w

as 
especially true in the three case study schools w

hich 
have Language Specific SEI program

s.  By definition, 
schools w

ith Language Specific ELL program
s have 

large proportions of students w
ho speak the sam

e 
native language and therefore could speak the lan-
guage they are m

ost com
fortable in throughout the 

school day, thereby m
issing opportunities to prac-

tice speaking and listening to English.  In regular 
education classroom

s w
ith ELL students at higher 

English proficiency levels, these heterogeneous 
groupings w

ere created intentionally by teachers.  

A
t the high school, the form

er Principal and ELL 
staff described taking heterogeneous grouping a 
step further during the study period, beyond the 
classroom

, by developing and encouraging ELL 
students to join afterschool clubs and participate 
in sum

m
er program

s that w
ere not necessarily 

designed for ELL students during the study period.  
By participating in U

pw
ard Bound or the debate 

club, for exam
ple, ELL students w

ere forced to 
speak English w

ith native English speakers because 
there w

ere few
 to no V

ietnam
ese students in their 

groups.  Teachers noted that w
hile m

any ELL stu-
dents plateau or decline in their English language 
developm

ent over sum
m

ers, the students w
ho 

participated in these types of sum
m

er program
s 

typically returned to Excel having im
proved their 

English proficiency.  A
dult alum

ni of Excel w
ho 

enrolled in these program
s during the study period 

described being out of their com
fort zones at first 

but appreciating w
hat they learned.  
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tw
o consistently high perform

ing schools, Stu-
dent Support Team

s (SSTs) w
ere m

entioned as the 
m

ain “safety net” for supporting the w
hole child.  

SSTs could include, depending on each individual 
student’s needs, academ

ic m
em

bers, including 
teachers of ELL students, counselors, special needs, 
psychiatric, assessm

ent specialists, and occupational 
therapists.  They m

et regularly to look at student-
by-student progress.  Below

, w
e highlight the types 

of assessm
ents highlighted at each school.  

Teach
ers u

sed
 fo

rm
ative assessm

en
ts fo

r ELL 
stu

d
en

ts to
 id

en
tify an

d
 m

o
n

ito
r th

o
se w

h
o

 
req

u
ired

 ad
d

itio
n

al in
stru

ctio
n

al su
p

p
o

rt.  A
t 

all four case study schools, student assessm
ent 

results w
ere used both to identify ELL students w

ho 
needed additional support and to identify content 
and skills that required instructional changes.  N

ot 
only did the schools use the M

C
A

S and M
EPA

 
results, but also school-created, m

ore frequent for-
m

ative and sum
m

ative assessm
ent data.  Exam

ples 
of standardized tests used to identify students in 
need of support or skills that w

ere uniform
ly w

eak 
included the Stanford Reading Inventory (SRI) and 
D

evelopm
ental Reading A

ssessm
ent (D

RA
).  Teach-

ers at Sarah G
reenw

ood also used Fountas and Pin-
nell running records of students’ reading to identify 
and m

onitor students w
ith reading difficulties.  

The Ellis w
as the school that had accom

plished 
the m

ost system
atic use of assessm

ent to drive 
instruction by w

orking w
ith external facilitators on 

the Scaffolded A
pprenticeship M

odel (SA
M

).  O
ne 

rem
arkable finding at the Ellis w

as the identifica-
tion and use of the FA

ST-R (Form
ative A

ssessm
ents 

of Student Thinking in Reading) as an assessm
ent 

that w
as 80%

 predictive of student perform
ance 

on the M
C

A
S.  

A
ll schools developed their ow

n local assessm
ents 

of sub skills, or skills w
ithin a larger skill such as 

reading com
prehension, throughout the year, based 

on w
hat they saw

 in their item
 analysis of M

C
A

S 
outcom

es.  A
t Ellis, w

hen teachers found that the 
standardized assessm

ents they w
ere using w

ere 
not predictive of M

C
A

S perform
ance, or w

ere not 
inform

ative about w
hat their students knew

 or 
could do, they developed their ow

n assessm
ents 

to m
easure those skills.  A

ssessm
ent w

as used in 
m

eaningful w
ays to guide teacher practice, rather 

than sim
ply for com

pliance sake. W
hen assessm

ent 

data show
ed that students w

ere struggling in a 
particular skill or sub-skill, teachers at the case study 
schools had clear form

al and inform
al m

echanism
s 

and resources to address those w
eaknesses.  A

t 
Sarah G

reenw
ood, students received academ

ic 
support during short stretches of the school day, 
such as at lunch, or they w

ere referred to student 
support team

s that used the assessm
ent findings 

to m
atch students to appropriate resources.  A

t the 
Ellis, the SA

M
 team

 facilitated the identification of 
interm

ediate assessm
ents that m

easured interm
edi-

ate steps tow
ard the m

astering of a larger skill.  

There is strong evidence in the research literature 
that the use of m

ultiple form
ative and sum

m
ative 

assessm
ents to drive instruction is linked to student 

achievem
ent.  A

ssessm
ents of content and English 

proficiency are both necessary for effective ELL edu-
cation (A

ugust &
 Pease-A

lvarez, 1996).  In particu-
lar, m

any studies support the notion that frequent, 
regular assessm

ent of reading in particular is associ-
ated w

ith early identification of ELL students w
ho 

need reading interventions (G
ersten et al., 2007).  

H
igher perform

ing schools reported frequent use of 
m

ultiple types of assessm
ents, from

 state to district 
to com

m
ercial to local assessm

ents, to support 
and m

onitor individual students and to exam
ine 

school-w
ide instructional issues (W

illiam
s et al., 

2007).  C
learly, an inquiry-m

inded approach both 
to supporting struggling students and to identify-
ing school-w

ide or classroom
 instructional changes 

not only has strong evidence in the research base, 
but also w

as associated w
ith all of the case study 

schools.  O
ur findings from

 the case study schools, 
that non-standardized assessm

ents are frequently 
created and used by teachers for their inquiry, 
increase the robustness of this research evidence.  

The research literature is clear that bilingualism
 is 

positively correlated w
ith academ

ic achievem
ent 

(Lindholm
-Leary &

 Borsato, 2006).  It is also clear 
on the finding that students w

ho received instruc-
tion in L1 for longer achieved at higher levels than 
those w

ho received instruction for a short term
 

(Lindholm
-Leary &

 Borsato, 2006).  H
ow

ever, the 
am

ount of L1, the length of tim
e to use L1, and 

the w
ays in w

hich to use L1 need further study 
(A

ugust et al., 2010).  In the case study schools, L1 
w

as not the prim
ary language of instruction and so 

our findings do not com
pletely align w

ith the ELL 
practices fram

ew
ork.  Rather, our findings suggest 

that teachers w
ho speak L1 can help students learn 

vocabulary, literacy, com
prehension, and transfer of 

skills in L1 (A
ugust et al., 2010).

A
ssessm

en
t:  “W

e K
n

o
w

 O
u

r Stu
d

en
ts W

ell”

A
ssessm

ents are tools that teachers use to m
easure 

students’ progress, skills, and content know
ledge.  

Broadly speaking, there are tw
o types:  form

a-
tive and sum

m
ative.  The term

s “form
ative” and 

“sum
m

ative” are used in reference to the different 
purposes of assessm

ents.  Form
ative assessm

ent is 
used to evaluate classroom

 learning, and to provide 
students w

ith im
m

ediate feedback for im
prove-

m
ent.  Sum

m
ative assessm

ent, on the other hand, 
is used for reporting and accountability purposes, 
as required by N

o C
hild Left Behind and statew

ide 
regulations.  O

ne characteristic of sum
m

ative as-
sessm

ent is that the results are not know
n until 

m
onths later, and therefore cannot be used to 

support learning of the specific student w
ho took 

the test.  H
ow

ever, m
any schools use sum

m
ative 

assessm
ents like the M

C
A

S for form
ative purposes.  

Item
ized analyses of the test can yield valuable 

inform
ation of patterns of errors and/or non-

responses that point to a school’s ow
n curricular 

and instructional practices.  The schools featured in 
these case studies all used the M

C
A

S for form
ative 

purposes, in addition to m
any form

ative academ
ic 

assessm
ents.  

Furtherm
ore, teachers at the schools featured in this 

report claim
ed to know

 their students in w
ays that 

w
ent beyond their academ

ic perform
ance.  A

 focus 
on the w

hole child w
as reflected in the schools’ 

m
issions, w

hich highlighted other developm
ental 

outcom
es beyond academ

ics.  Thus, in addition to 
rem

em
bering each student’s M

EPA
 levels, M

C
A

S 
scores, and academ

ic strengths and w
eaknesses, 

teachers and the LA
T facilitator also knew

 their 
students’ em

otional, physical, health needs, and 
potentially distracting fam

ily events.  The elem
en-

tary schools especially knew
 about children’s hom

e 
languages and cultures, and incorporated them

 into 
curriculum

 design and staffing decisions.  Services 
w

ere available not only for students, but, depend-
ing on funding availability, for parents, w

ho w
ere 

referred to health clinics or m
ental health services 

as needed.  C
om

m
unity partnerships and fam

ily 
engagem

ent (discussed later) w
ere key m

echanism
s 

for providing these supports, w
hich served to de-

velop parental trust for teachers, the LA
T facilitator, 

and the Principal.  Suffice to say here that, at the 
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35  In this paper, w
e use the term

 “Principal” to refer 
to the Principals during the study period, SY

2006-
SY

2009.  W
e note that at none of the four case study 

schools is the Principal during the study period cur-
rently the Principal of the sam

e school.  A
ll four case 

study schools experienced one, if not tw
o, leadership 

transitions from
 SY

2009 to SY
2011.

36  T
he higher likelihood of cultural com

petence associ-
ated w

ith ethnic m
atch is im

portant to note, in order 
to qualify assum

ptions that ethnic m
atch guaran-

tees a cultural m
atch.  W

e do not assum
e cultural 

hom
ogeneity am

ong people of the sam
e ethnicity, or 

ethnic hom
ogeneity am

ong people w
ho share cultural 

beliefs and practices.  
37  D

ata on the percentages of teachers w
ho w

ere 4-C
at-

egory trained in each of the study years w
as not avail-

able to the research team
.  M

ore recent data w
ould 

not account for staff turnover in these schools.  

CO
N

CLUSIO
N

S AN
D

 RECO
M

M
EN

DATIO
N

S

VIII.
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W
e close by review

ing a few
 key conclusions that 

em
erged from

 the four case studies and the preced-
ing synthesis.  The first four conclusions align to the 
four categories in C

hapter V
II.  The last tw

o conclu-
sions relate to connections betw

een this study and 
the overall project.  W

ithin each concluding section, 
w

e provide related recom
m

endations.   

1) M
ission, V

ision, and Leadership:  The Principal 
laid the groundw

ork for teachers to lead reform
 

of ELL education 

2) School O
rganization for ELL Teaching and Learn-

ing:  The LA
T facilitators w

ere catalysts for the 
im

provem
ent of ELL education

3) School C
ulture and C

lim
ate:  C

ultural com
pe-

tence crossed all aspects of school reform

4) C
urriculum

, Instruction, and A
ssessm

ent:  Teach-
ers differentiated instruction for the specific 
needs of ELL students

5) The findings of this study shed light on the find-
ings in Im

p
ro

vin
g

 Ed
u

catio
n

al O
u

tco
m

es o
f 

En
g

lish
 Lan

g
u

ag
e Learn

ers in
 Sch

o
o

ls an
d

 
Pro

g
ram

s in
 B

o
sto

n
 Pu

b
lic Sch

o
o

ls

6) Reflections on the research m
ethods and recom

-
m

endations for future research  

A
   The Principals laid the groundw

ork 
for teachers to lead reform

 of  
ELL education

A
 consistent them

e across the case study schools 
w

as that the Principals responsible for the prom
ising 

results that led to their identification for this study 
had in com

m
on key attributes:

-
tion, culture, and high expectations, including 
that equity is not equality and that ELL students 
should be integrated into the w

hole school

and teachers for ELL students in w
hom

 to build 
capacity

learning, collaboration, and opening of class-
room

s for im
proving ELL instruction

w
ay to transform

 a school culture to one that 
em

braces ELL education

These strong leaders had long tenures in the 
schools before the study period and had strategi-
cally organized the roll out of their school’s reform

 
in every aspect of the fram

ew
ork for ELL best 

practices.  Rather than start w
ith w

hole faculties, 
three of the schools started w

ith one grade level 
team

 and built the buy-in of teachers at that grade 
level before adding other grade level team

s to take 
on new

 w
ork.  Except for the Ellis, the other schools 

had undergone at least ten years of the process 
of change under one leader prior to being identi-
fied for this study for their outcom

es in SY
2006-

SY
2009.  U

nfortunately, after the study period, all 
four Principals left their schools for retirem

ent or 
prom

otion.  In three of the four schools, there w
ere 

m
ultiple unanticipated leadership transitions be-

tw
een SY

2009 and SY
2011.  It is unclear w

hether 
the strong outcom

es that led to the identification 
of the case study schools w

as sustained beyond 
the study period.  H

ow
ever, leadership instability is 

one reason that capacity for reform
 should also lie 

w
ithin a school staff.  

Recom
m

endations

A
. In recruiting and placing principals, the district 

should consider candidates w
hose professional 

and life experiences prepare them
 to serve stu-

dent populations targeted for im
provem

ent

B. School principals should not only recruit highly 
qualified teacher leaders and teachers, they 
should also build their capacity to take on ad-
m

inistrative roles and earn principal credentials.  
Retiring principals should develop and docum

ent 
preferred succession plans for their schools.  

C
. The district should use data on student out-

com
es by subgroup to determ

ine w
hen Principals 

are m
oved from

 school to school.  If a school is 
show

ing strong perform
ance or im

provem
ent, 

the district should ensure that a change in lead-
ership does not result in the loss of the program

s 
or structures w

hich led to those results.  

B
   The LAT facilitators w

ere  
catalysts for the im

provem
ent  

of ELL education

The LA
T facilitator(s) in each case study school 

played a key role in the im
plem

entation of the 
program

 and services to ELL students.  These staff 
m

em
bers oversaw

 the identification, placem
ent, 

services, scheduling, assessm
ent, and reclassification 

of all ELL students in the school.  These responsibili-
ties involved m

ultiple m
eetings w

ith teachers and 
fam

ilies and docum
entation review

 and creation.  
In addition, the LA

T facilitators acted as teacher 
leaders, providing support to classroom

 teachers in 
inform

ation about language acquisition, interpreta-
tion of assessm

ent data, delivery of professional 
developm

ent w
orkshops, m

entoring and coaching 
teachers on instructional im

provem
ents, and facili-

tation of team
 m

eetings.  Finally, the LA
T facilitators 

also acted as liaisons to BPS O
ELL, ensuring that 

schools w
ere com

pliant w
ith the regulations from

 
the O

ELL and the state.  

In the case study schools, all of the LA
T facilitators 

w
ere bilingual, ESL-licensed, and four category 

trained.  A
ll but one spoke the m

ajor native lan-
guage in the school.  A

ll but one w
as a classroom

 
teacher.  In interview

s, m
ost indicated that they 

spent m
any hours beyond the school day com

plet-
ing their LA

T facilitator responsibilities in addition to 
their teaching responsibilities.  H

ow
ever, they did so 

out of strong com
m

itm
ent to their ELL students.  

Recom
m

endations

A
. The district m

inim
al qualifications for LA

T facilita-
tors should go beyond the current requirem

ents 
that they have experience as ESL or SEI teachers, 
have com

pleted C
ategories 1, 2, and 4, and are 

qualified M
ELA

-O
 adm

inistrators.  The m
inim

al 
qualifications should extend to require that LA

T 
facilitators have experience w

ith assessm
ent 

data analysis, experience providing professional 
developm

ent, and experience facilitating adults.  

B. The district should have provisions for com
pen-

sating LA
T facilitators that take into account 

the size of the ELL population in a school.  For 
exam

ple, in schools w
ith large ELL populations, 

LA
T facilitators should not have teaching respon-

sibilities since their w
ork as assessors, schedulers, 

professional developers, parent liaisons, and 
district liaisons constitute m

ore than 1FTE.  

C
. School principals should appoint LA

T facilitators 
w

ho either speak the m
ajor native language of 

the ELL students in the school or are m
otivated 

and positive about becom
ing culturally and 

linguistically com
petent.  

D
. The district should publish its ow

n guidelines 
for school organization for each type of ELL 
program

, including inform
ation about teacher 

qualifications, student groupings by M
EPA

 level 
into classroom

s, the am
ount of tim

e students at 
each M

EPA
 level should receive ESL instruction.  

C
   Cultural com

petence crossed  
all aspects of school reform

In all four schools, w
e found different degrees of 

cultural com
petence am

ong staff.  C
learly, the 

predom
inant group of ELL students at each school 

shaped teaching practices by their m
ere pres-

ence, and provided a sense of continuity for ELL 
students betw

een hom
e and school.  W

e found 
that hiring staff that speaks the language of ELL 
students, and can com

m
unicate fluently w

ith their 
fam

ilies appears to increase cultural com
petence, 

especially in the presence of school leaders w
ho 

can reconcile different perspectives w
ithin m

em
-

bers of the sam
e linguistic and ethnic group into a 

cohesive vision for ELL students.  H
ow

ever, in one 
of the schools, w

here m
ost of the ELL teachers did 

not share the ELL students’ language and culture, 
teachers learned both form

ally and inform
ally 

about the backgrounds of their ELL students and 
fam

ilies and in so doing created a m
ore culturally 

relevant school.  A
s this report show

s, in culturally 
com

petent schools, culture perm
eated every aspect 

of the elem
entary schools, from

 m
ission and vision, 

to organization, to curriculum
 and instruction, to 

professional developm
ent, to fam

ily and com
m

u-
nity relationships.

The research literature on cultural com
petence 

am
ong school staff – regardless of their ethnicity 

and language background, provides som
e evidence 

that teachers w
ho learn about the students’ culture 

and how
 to incorporate this know

ledge into their 
curriculum

 and instruction im
prove outcom

es for 
their students (A

ugust &
 Pease-A

lvarez, 1996; 
A

ugust &
 Shanahan, 2006; W

axm
an et al., 2007).  

H
ow

ever, the evidence does not rise to the level of 
experim

ental or quasi-experim
ental studies, m

ost 
likely because the attribute of cultural com

petence 
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D
. Principals should ensure that structures are in 

place for faculty to develop professional col-
laborative cultures through regularly scheduled 
m

eetings w
ithin and across grades to focus on 

continuous im
provem

ent of instruction.  They 
should also ensure that those m

eetings include 
only academ

ic agenda item
s.

E
   The findings of this study shed 
light on the findings in Im

proving 
Educational O

utcom
es of English 

Language Learners in Schools and 
Program

s in Boston Public Schools

Both studies in this project, this one and the com
-

panion paper to this one, Im
p

ro
vin

g
 Ed

u
catio

n
al 

O
u

tco
m

es o
f En

g
lish

 Lan
g

u
ag

e Learn
ers in

 
Sch

o
o

ls an
d

 Pro
g

ram
s in

 B
o

sto
n

 Pu
b

lic Sch
o

o
ls, 

used a com
prehensive student-level database to 

describe and analyze ELL student enrollm
ent and 

outcom
es in BPS during SY

2006-SY
2009.  

A
 sobering finding of Im

p
ro

vin
g

 Ed
u

catio
n

al 
O

u
tco

m
es o

f En
g

lish
 Lan

g
u

ag
e Learn

ers in
 

Sch
o

o
ls an

d
 Pro

g
ram

s in
 B

o
sto

n
 Pu

b
lic Sch

o
o

ls, 
the com

panion report, w
as that in SY

2006, 2536 
LEP students w

ere transferred to out of ELL pro-
gram

s into general education or special educa-
tion program

s before they w
ere deem

ed English 
proficient.  In the case study schools, the only LEP 
students w

ho w
ere enrolled in general education 

classes w
ere at the highest M

EPA
 levels.  The LA

T 
facilitators and ELL staff follow

ed set protocols 
involving the review

 of m
ultiple sources of data, 

including grades and teacher recom
m

endations, 
to m

ove their LEP students into general education 
classroom

s.  In addition, these schools ensured that 
teachers in those classroom

s w
ere aw

are of the 
English proficiency levels of their ELL students and 
know

ledgeable about how
 to shelter instruction.

The com
panion report uses com

pelling data analysis 
com

bining M
EPA

 and M
C

A
S outcom

es to show
 

not only that students take m
ore than three years 

to attain academ
ic English proficiency, but also 

that until they reach M
EPA

 Level 4, they have very 
little hope of passing the M

C
A

S.  U
sing this and 

previously published inform
ation (English Language 

Learners Sub-C
om

m
ittee of the M

assachusetts 
Board of Elem

entary and Secondary Education’s 
C

om
m

ittee on the Proficiency G
ap, 2009), the case 

study schools w
ere identified based on the M

C
A

S 

ELA
 and M

ath proficiency of M
EPA

 Level 3 and 4 
students only. 38  In these schools, w

e found that 
students at the low

er M
EPA

 levels w
ere closely 

m
onitored and frequently assessed for their prog-

ress in attaining English.  In addition, teachers w
ere 

skilled at sheltering English for content instruction, 
differentiating instruction for students at different 
English proficiency levels, creating m

ultiple entry 
points in to the curriculum

 for ELL students, and 
grouping students strategically for practice in all 
m

odalities.  In addition, m
any teachers and staff 

m
em

bers in all four schools could use the students’ 
native language to ensure understanding, develop 
vocabulary, and use m

etacognitive strategies.  LEP 
students at higher M

EPA
 levels perform

 as w
ell or 

better than their English proficient counterparts in 
their schools.  H

ow
ever, it takes tim

e to reach those 
higher M

EPA
 levels.  D

uring that tim
e, staff m

ust 
realize that M

C
A

S is not an appropriate m
easure of 

learning.  Thus, even though the tw
o studies differ 

in the w
ays M

C
A

S w
as used, they com

e to the 
sam

e conclusions – M
C

A
S perform

ance is depen-
dent on English proficiency.

Both the study from
 A

pril 2009 by the sam
e authors 

(Tung et al., 2009) and the com
panion report found 

that m
any LEP students w

ere placed in special 
education program

s that w
ere not designed for ELL 

students nor staffed w
ith qualified ELL teachers.  

These transfers m
eant that these students w

ere 
likely not receiving optim

al services for their special 
needs nor for their English learning needs.  A

m
ong 

the case study schools, the situation of students 
w

ho w
ere designated LEP and w

ith disabilities did 
not arise as a point of discussion during the site 
visits.  The proportion of LEP-SW

D
 students in each 

of the case study schools w
as low

er than the district 
average.  A

s the com
panion report indicates, as-

sessm
ent, identification, and placem

ent guidelines 
and procedures from

 the district did not exist during 
the study period.  O

ur study did not reveal w
hether 

the low
 proportions of LEP–SW

D
 students in the 

case study schools w
ere due to the schools follow

-
ing their ow

n guidelines and procedures or to som
e 

other reason.  

lends itself to descriptive research m
ore readily than 

to external observation and quantification.  O
ur 

findings point to a strong alignm
ent betw

een the 
lives and professional experiences of school leaders 
and LA

T facilitators and the lives of ELL students 
and their teachers.  

Recom
m

endations

A
. H

ire staff w
ho are highly qualified to teach ELL 

students and speak their language.  Just hiring 
staff that speak the language of ELL students 
is not sufficient.  Rather, w

hen teachers of the 
sam

e linguistic background as the m
ajority ELL 

group are not available, staff should be recruited 
w

ith in-depth know
ledge of second language 

acquisition.

B. H
ire staff w

ho, in addition to the language capa-
bilities described above, have a sim

ilar cultural or 
im

m
igrant experience.

C
. For staff w

ho do not reflect the linguistic and cul-
tural backgrounds of the ELL students, develop 
professional learning com

m
unities and profes-

sional developm
ent experiences w

hich educate 
them

 about their students’ lived experiences.  

D
. G

iven the silence in the case study data collec-
tion around the non-dom

inant ELL language 
groups, ensure that teachers of ELL students 
from

 those groups are represented in the ILT, 
LA

T, teaching staff, and have a strong voice at 
the school.

D
   Teachers differentiated  
instruction for the specific needs 
of ELL students

The literature review
 identified m

any indicators of 
curriculum

 and instruction for ELL education.  The 
curriculum

 in each school w
as standards-based, 

and ELL students w
ere taught to the sam

e stan-
dards as English proficient students w

ith adapted 
and m

odified curricula.  Teachers during the study 
period considered all students language learners 
and reported differentiating instruction to acknow

l-
edge that each person’s path to the standard m

ight 
be unique in the turns or directions or num

bers of 
steps.  Because teachers acknow

ledged the differ-
ences in language abilities, content know

ledge, 
learning styles, and self-esteem

, they used different 
groupings of students throughout a class period, 

different m
aterials and aides such as technology 

and interactive approaches, and m
any opportunities 

to practice English, including w
ith non-ELL students.  

These instructional practices w
ere aligned w

ith the 
district m

odel of Readers’ and W
riters’ W

orkshop, 
w

hich w
as used in the elem

entary schools during 
the study period.  

Because of the staffing practices in the case study 
schools, m

ost ELL teachers could speak the native 
language of the ELL students, allow

ing the use of 
L1 in supporting student understanding of assign-
m

ents, vocabulary developm
ent, and m

etacognitive 
strategies.  W

hile teachers in these SEI Language 
Specific schools did not use L1 to teach, they w

ere 
able to use L1 to also com

m
unicate w

ith fam
ilies 

and to engage in non-academ
ic conversations w

ith 
students w

hen not in class.  

Finally, the in-service professional developm
ent 

practices in the four schools during the study period 
included data-based inquiry, teacher study groups, 
and grade level com

m
on planning tim

e m
eetings 

to look at student w
ork.  In interview

s, teachers 
described having clear agendas, goals, and out-
com

es m
onitoring for their m

eetings.  D
ue to the 

collaborative cultures built in these schools during 
the study period, teachers felt accountable to each 
other to im

plem
ent new

 strategies and report back 
to each other on how

 they w
ent.  

Recom
m

endations

A
. H

igh expectations m
ean that schools should 

teach ELL students to the sam
e standards as they 

teach English proficient students, w
hile ac-

know
ledging that good instruction supports ELL 

students to reach those standards.  

B. The district and principals should augm
ent the 

4-category training w
ith support for teachers 

to apply the practices, strategies, and ideas in 
the training.  For exam

ple, the Principal or LA
T 

facilitator could observe the teacher providing a 
differentiated lesson to ELL students at different 
English proficiency levels or to a regular educa-
tion class w

ith LEP students in it and provide 
feedback on the teacher’s instructional m

oves.  

C
. The district and state should heed the strong re-

search evidence that students w
ho learn L1 and 

L2 sim
ultaneously have stronger outcom

es and 
develop m

ore Transitional Bilingual Education 
and Tw

o-W
ay Bilingual program

s for the district.  
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and rem
ain open to new

 best practices em
erging 

from
 schools them

selves.  

Reflecting upon this report’s findings and in light of 
the com

panion report’s findings, several research 
questions em

erged for further study.

Recom
m

endations for Further Research  
and Evaluation

A
. The m

odel of collaborative research betw
een re-

searchers and district offices should inform
 other 

program
 areas w

ithin the district.  

B. Q
ualitative research should accom

pany reports 
of outcom

es as often as possible, as descriptions 
of practice allow

 the audience to understand 
how

 they are im
plem

ented in schools.  

C
. The district should define w

hat each ELL pro-
gram

 type entails, how
 program

 types differ, and 
clear criteria to m

onitor fidelity of im
plem

enta-
tion across the district of each program

 type.  

D
. Researchers should study the experience of ELL 

students in SEI Language Specific schools w
ho 

speak other languages than the dom
inant ELL 

language.  W
hat w

ere their educational experi-
ences?  H

ow
 did they perform

? 

E. The ELL practice fram
ew

ork guided data analysis 
and strengthened the research base for som

e 
of the practices w

ithin it.  In addition, the study 
identified com

m
on practices for further study as 

they relate to ELL student outcom
es (role of LA

T 
facilitator, focus on the w

hole child, collaborative 
culture).  Future research questions should focus 
on the com

m
on practices identified in this study.

F. 
The case study schools represented three of 
the five top non-English language groups in 
BPS.  Thick descriptions of SEI Language Specific 
schools serving H

aitian C
reole and C

ape-Verdean 
C

reole native speakers w
ell are needed.

G
. G

iven the finding in the com
panion report of 

large proportions of students w
ho are both LEP 

and SW
D

, m
ore inform

ation is needed about the 
identification, assessm

ent, program
 placem

ent, 
teachers, and services to these students.  A

re 
they in the least restrictive environm

ents for their 
language and disability needs?

H
. M

ore research on the optim
al qualifications for 

teachers of ELL students is needed to determ
ine 

w
hich ones result in im

proved instruction:  ESL 
licensure, 4-C

ategory training, bilingualism
.  

I. 
A

 follow
-up study should include m

ore recent 
data and com

parison schools of average or low
 

ELL student outcom
es, to verify or refine the 

current study’s findings of cross-cutting ELL best 
practices.  

38  M
E

PA
 scores from

 SY
2006-SY

2008 w
ere reported 

as a perform
ance level on a scale of 1 to 4.  In 2009 

perform
ance levels w

ere changed to a 1 to 5 scale.  
U

sing the M
A

 D
E

SE
 chart provided in the G

uide to 
U

nderstanding the 2009 A
nnual M

easurable A
chieve-

m
ent O

bjectives (A
M

A
O

s) R
eports (D

ecem
ber 2009), 

w
e converted A

pril 2009 results back to a 1 to 4 scale to 
use for the creation of the dependent variables used in 
the m

ultiple regressions for M
C

A
S proficiency rates.

In its analysis of outcom
es by ELL program

 type, the 
com

panion report dem
onstrated that students in 

Transitional Bilingual Education and Tw
o-W

ay Bilin-
gual program

s had the highest M
C

A
S pass rates of 

all ELL program
 types.  The Sarah G

reenw
ood w

as 
one of the schools included in the TW

B analysis.  
W

e note that the case study findings clarify the ELL 
program

 im
plem

entation that w
as in place during 

the study years.  W
hile G

rades K
-2 conform

ed 
to the definition of Tw

o-W
ay Bilingual program

, 
G

rades 3-5 did not.  The school deliberately m
odi-

fied its Tw
o-W

ay Bilingual program
 to m

eet the 
needs of its students; w

hile ELL students and native 
English speakers continued to share classroom

s, the 
instructional m

odel being im
plem

ented w
as m

ore 
sim

ilar to a SEI Language Specific program
 than to 

Tw
o-W

ay Bilingual program
.  This finding reinforces 

a recom
m

endation from
 the com

panion report to 
develop consistent definitions of each program

 
type, their sim

ilarities and differences in instruction 
and the use of L1.  O

nly w
ith definitions and m

ea-
sures of fidelity of im

plem
entation in each school is 

it possible to explain outcom
es by program

 type in 
a com

prehensive w
ay.  

Finally the com
panion report finds that of all grade 

levels, m
iddle school ELL students  w

ere particu-
larly vulnerable to low

 academ
ic perform

ance and 
school engagem

ent.  C
onfirm

ing these findings, 
m

ultiple regression analysis identified only three 
schools serving m

iddle grades.  H
ow

ever, tw
o of 

these schools experienced inconsistent patterns 
of achievem

ent and one’s SEI Language Specific 
program

 had been replaced by SEI M
ultilingual 

program
 and could not be studied.  C

learly, im
prov-

ing m
iddle school ELL program

 options and services 
should be a priority.  

F
   Reflections on the  
Research M

ethod

Collaboration

This study and its com
panion study w

ere produced 
in collaboration w

ith the O
ffice of English Language 

Learners at BPS.  D
uring the course of the research, 

regularly scheduled m
eetings and electronic com

-
m

unication allow
ed researchers and district staff 

to pose questions, exam
ine em

erging issues, refine 
m

ethods, and discuss im
plications in an open, 

ongoing, and collaborative w
ay.  Through these 

interactions, trusting relationships w
ere form

ed 
am

ong district staff and research team
 m

em
bers 

that ensured the relevance of the findings for the 
district.  The collaboration succeeded in reflecting 
on and affirm

ing the O
ELL’s policy and program

m
at-

ic decisions and directing the O
ELL in next steps.

Theoretical Fram
ew

ork and  
Case Study Synthesis

The m
ultiple m

ethods used in this study involved 
analysis of both quantitative data to identify the 
schools and qualitative data to create portraits of 
these schools.  The qualitative data analyses for the 
individual case studies w

ere conducted induc-
tively.  Interview

s w
ere coded openly, allow

ing the 
stories of success in each school to em

erge from
 

the data.  The analysis of them
es across the four 

case studies w
as deductive, guided by the ELL best 

practices fram
ew

ork, w
hich w

as based on em
piri-

cal evidence of w
hat w

orks for ELL school success.  
U

sing the fram
ew

ork, w
e identified the practices 

and strategies across schools that w
ere found by 

other researchers as correlated w
ith attributes of 

effective schools for ELL students.  W
e also identi-

fied case study findings that did not appear on the 
fram

ew
ork but did across the case study schools.  

Thus, w
e both confirm

ed aspects of the theoreti-
cal fram

ew
ork as w

ell as identified new
 areas for 

inquiry.  The process of analyzing the case studies 
brought up the question of w

hat “evidence-based 
practice” m

eans.  Because the literature base for 
the ELL practice fram

ew
ork w

as stringently form
ed 

based upon correlative and causative research, the 
practices identified w

ere largely ones that resulted 
in increased test scores.  H

ow
ever, large sw

aths of 
scholarly research on teaching and learning for ELL 
students are ignored by these stringent criteria.  W

e 
m

ust recognize the lim
itations of the fram

ew
ork 
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O
verview

This report responds to a request from
 the Boston 

Public Schools O
ffice of English Language Learners 

to undertake a qualitative exam
ination of the prac-

tices at four BPS schools w
hich w

ere perform
ing at 

a consistently high level or show
ing steady im

prove-
m

ent in educating ELL students.  The report sought 
to answ

er the follow
ing research questions:

interm
ediate to advanced English proficiency 

levels perform
ing at a consistently high level or 

show
ing steady im

provem
ent during SY

2006-
SY

2009? 

-
tural, instructional, professional developm

ent, 
and com

m
unity engagem

ent practices that the 
school staff attributed to their success w

ith ELL 
students during SY

2006-SY
2009?

-
tional, professional developm

ent, and com
m

u-
nity engagem

ent practices identified by school 
staff w

ere shared am
ong the selected schools? 

O
ur approach to answ

ering the research questions 
involved m

ultiple m
ethods.  M

ultiple regression w
as 

used to identify schools having success w
ith English 

language learners (ELL students) w
hile control-

ling for the characteristics of the schools’ student 
populations.  A

 qualitative case study approach w
as 

used to allow
 for discovery and unanticipated find-

ings w
hile gathering m

ultiple perspectives on each 
school’s ELL education approach and im

plem
enta-

tion.  To guide the case study protocol develop-
m

ent, data collection, and analysis, the researchers 
conducted a literature review

 in order to understand 
the theoretical and em

pirical basis of som
e of the 

practices that m
ight be found in the schools.  From

 
this literature review

, the researchers developed an 
em

pirically based fram
ew

ork for best ELL practices.  
This ELL practices fram

ew
ork grounded our inquiry 

and guided the developm
ent of research instru-

m
ents used w

hen conducting our case studies.  A
 

m
ultiple case study design w

as used (Y
in, 2009).  

Each of four case studies involved tw
o-day school 

visits w
hich included pre- and post-interview

s w
ith 

school leaders, classroom
 observations, and inter-

view
s w

ith additional teachers and adm
inistrators.  

Finally, w
e analyzed the data from

 the individual 
case studies in order to tell the story of ELL success 
in each school.  The data w

ere analyzed in relation 
to the ELL practices fram

ew
ork, w

hile allow
ing for 

new
 insights and practices not found in the fram

e-
w

ork to em
erge.  W

e also analyzed the data across 
the four case studies, again in relation to the ELL 
practices fram

ew
ork, to strengthen or expand upon 

the research of others.  W
hen replication occurred 

am
ong tw

o or m
ore case studies, they strengthened 

or m
odified the existing fram

ew
ork.  For exam

ple, 
m

any ELL practices in the evidence-based fram
e-

w
ork w

ere found in m
ultiple case studies, strength-

ening the support for those practices.  In addition, 
som

e ELL practices w
ere found in m

ultiple case 
studies w

hich w
ere not identified in the literature 

review
 that added em

erging them
es to the analysis 

and w
ill inform

 future research.

This study, Learn
in

g
 fro

m
 C

o
n

sisten
tly H

ig
h

 
Perfo

rm
in

g
 an

d
 Im

p
ro

vin
g

 Sch
o

o
ls fo

r En
g

lish
 

Lan
g

u
ag

e Learn
ers in

 B
o

sto
n

 Pu
b

lic Sch
o

o
ls, 

and its com
panion study, Im

p
ro

vin
g

 Ed
u

ca-
tio

n
al O

u
tco

m
es o

f En
g

lish
 Lan

g
u

ag
e Learn

-
ers in

 Sch
o

o
ls an

d
 Pro

g
ram

s in
 B

o
sto

n
 Pu

b
lic 

Sch
o

o
ls, have been a collaborative project am

ong 
Boston Public Schools O

ffice of English Language 
Learners (O

ELL), the C
enter for C

ollaborative Edu-
cation, and the M

auricio G
astón Institute for Latino 

C
om

m
unity D

evelopm
ent and Public Policy at the 

U
niversity of M

assachusetts, Boston.  D
uring each 

phase of the research, regularly scheduled m
eet-

ings w
ere held am

ong the three research partners.  
D

uring these m
eetings, staff m

em
bers from

 each 
partner discussed em

erging findings and potential 
explanations for them

.  The O
ELL staff provided the 

reactions, feedback, and context that allow
ed the 

researchers to m
ove forw

ard w
ith each step.  This 

collaborative relationship enhanced the analysis 
and use of the research findings.  The aim

 of this 
collaboration has been to produce a report that 
can blend different research m

ethods to produce 
an in-depth study of how

 and w
hy ELL students in 

the selected schools attained the high perform
ance 

or steady im
provem

ent, w
hile at the sam

e tim
e 

providing a description of the practices and strate-
gies identified.

M
ultiple Regression M

ethods for  
Identification of Case Study Schools

Background to M
ultiple Regression

The objective of this phase of the study w
as to 

identify schools in w
hich ELL students w

ere per-
form

ing at rates above w
hat w

ould be predicted, 
know

ing only the dem
ographic characteristics of 

the school.  O
ther researchers have used several 

m
ethods to identify schools that are perform

ing 
substantially better than schools w

ith com
parable 

dem
ographics; tw

o standard m
ethods are:  (1) 

cluster analysis and (2) m
ultiple regression (Buttram

, 
2007; M

cREL, 2005).  W
hile both m

ethods address 
the school selection process differently, they pro-
duce com

parable results.  To provide equitable com
-

parisons of student perform
ance am

ong schools, 
w

e used m
ultiple regression to identify groups of 

schools sim
ilar in dem

ographic characteristics but 
distinct in perform

ance.  By using these analyses, a 
school w

ith a large proportion of students receiv-
ing free or reduced price school lunch w

ould not 
be com

pared to a school w
ith a sm

all proportion 
of students receiving free or reduced price school 
lunch (Buttram

, 2008).  These analyses allow
 us to 

com
pute the effects of ELL program

s on student 
perform

ance above and beyond the effects of the 
student population. 

W
e chose to replicate the m

ethod used in the study 
“H

igh N
eeds Schools – W

hat D
oes It Take to Beat 

the O
dds?” (M

cREL, 2005).  In the M
cREL study, 

m
ultiple regression w

as used to exam
ine perfor-

m
ance w

hile controlling for differences in student 
populations across schools. 39  A

 key im
plication of 

the findings in the M
cREL study w

as that low
-

perform
ing, high-needs schools did not need to 

reorganize, but rather that the priority for im
prov-

ing student achievem
ent should be on creating 

better school-w
ide policies and practices, especially 

through the role of leaders.  Thus, the M
cREL study 

supported using case studies to illustrate the poli-
cies and practices of high perform

ing high-needs 
schools.  U

sing m
ultiple regression, w

e set out to 
identify schools that w

ere perform
ing substantially 

above the level that w
ould be predicted by their de-

m
ographic characteristics alone in w

hich to conduct 
case studies.  W

hen only tw
o schools em

erged after 
discussion of the m

ultiple regression results, w
e 

identified a second type of school in w
hich to con-

duct case studies:  those that w
ere show

ing steady 
im

provem
ent in outcom

es, controlling for any 

changes in student dem
ographics.  These analyses 

w
ere conducted separately for elem

entary (K
-5) and 

secondary (6-12) grades. 

Boston Public Schools Sam
ple

The unit of analysis for this portion of the study 
w

as the school.  D
uring the study period (SY

2006-
SY

2009), there w
ere 140 total schools in Boston 

Public Schools.  N
ine Boston public schools that 

serve specific populations w
ere excluded from

 the 
participant set:  six Early Learning C

enters do not 
have students in G

rade 3 or above and do not have 
standardized perform

ance data; and three special 
schools, as they w

ould not address the goal of 
providing transferable exam

ples of ELL best practice 
due to the unique populations they serve and the 
unique strategies in these schools, w

hich w
ould not 

be appropriate for the m
ajority of ELL students. 40  

For the rem
aining 131 schools in the sam

ple, w
e 

separated the data file into elem
entary schools 

(n=
80) and secondary schools (n=

68) to deal w
ith 

outliers in the regression analyses. 41  Seventeen K
-8 

schools that include both elem
entary and secondary 

grades w
ere included in both the elem

entary file 
(K

-5 and K
-8 schools) and the secondary file (K

-8, 
M

S, H
S, m

iddle-high schools).  A
 separate m

iddle 
school sam

ple w
as not possible due to the sm

all 
num

ber of schools w
hen dividing the schools into 

three groups (elem
entary, m

iddle, and high) rather 
than tw

o (elem
entary and secondary).  H

ow
ever, 

schools at all three levels w
ere identified as the high 

perform
ing type and the steadily im

proving type. 

A
pproxim

ately 30 schools enrolled few
er than 15 

students of lim
ited English proficiency (LEP) dur-

ing at least one of the study years.  Though these 
schools w

ere included in the initial sam
ple of 131 

schools, because the focus of this study w
as on 

the perform
ance of LEP students, a threshold of 

fifteen w
as selected as the m

inim
um

 num
ber of 

LEP student cases needed to generate each of the 
outcom

e variables related to perform
ance (one 

prom
otion variable and three M

C
A

S variables).  This 
threshold w

as selected in an attem
pt to balance 

the desire to include as m
any schools as possible in 

these analyses w
ith the need to generate relatively 

stable param
eter estim

ates. 42  D
ifferent schools m

et 
the threshold for different outcom

e variables in dif-
ferent years.  Thus, w

e began w
ith all 131 schools 

for each outcom
e variable, w

ith som
e schools being 

elim
inated by the threshold each tim

e.
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study – to identify schools w
hose ELL students w

ere 
perform

ing or im
proving at high levels.  W

hile pass 
rates w

ere the accepted threshold for high school 
accountability during the study period, the purpose 
of this study, the identification of high perform

ing 
schools, required a higher bar.  Since the focus of 
this study w

as the perform
ance of ELL students, 

these M
C

A
S proficiency rates w

ere com
puted for 

LEP students rather than the entire population 
of the school.  Furtherm

ore, because the M
C

A
S 

is adm
inistered only in English, w

e lim
ited the 

com
putation of these variables to LEP students for 

w
hom

 English proficiency had reached interm
edi-

ate to advanced English language developm
ent 

levels (e.g., perform
ance level of 3 or 4, using the 

pre-2009 scale, on the M
assachusetts English Profi-

ciency A
ssessm

ent [M
EPA

] test 45).  Previous studies 
have show

n that the LEP students at M
EPA

 Levels 1 
and 2 do not achieve proficiency in M

C
A

S, and that 
only LEP students w

ho have attained the higher 
levels of English proficiency reach the proficient 
category on M

C
A

S (English Language Learners Sub-
C

om
m

ittee of the M
assachusetts Board of Elem

en-
tary and Secondary Education’s C

om
m

ittee on the 
Proficiency G

ap, 2009; Tung et al., 2009). 

G
iven the lim

ited num
ber of grades in w

hich the 
Science test is adm

inistered, very few
 schools m

et 
the threshold of fifteen cases.  Therefore, M

C
A

S 
Science proficiency rates w

ere dropped as a de-
pendent variable for this study.  The total num

ber 
of schools for w

hich the rem
aining tw

o M
C

A
S 

variables w
ere com

puted is show
n in the Table 9.2. 

In com
paring the num

bers of schools used for each 
dependent variable in the regression analysis, few

er 
schools w

ere used for M
C

A
S proficiency rates than 

for prom
otion rates.  The reasons for the difference 

include (1) the use of all LEP students in prom
otion 

rates versus LEP students at M
EPA

 Levels 3 and 4 for 
M

C
A

S proficiency rate and (2) the fact that not all 
grade levels take M

C
A

S.  The com
bination of these 

factors m
eant that few

er schools m
et the threshold 

of 15 students for the M
C

A
S variables than for the 

prom
otion variable.

M
ethod for M

ultiple Regression

The first standard m
ultiple regression analysis 

w
as perform

ed betw
een the dependent variable 

(prom
otion rate) and the independent variables 

(percentage low
-incom

e, percentage LEP, and 
percentage LEP in first year in the U

.S.).  A
nalysis 

w
as perform

ed separately for elem
entary schools 

and secondary schools using SPSS Regression.  A
s-

sum
ptions w

ere tested by exam
ining scatterplots 

of residuals versus predicted residuals.  Pearson 
product-m

om
ent bivariate correlations w

ere com
-

puted.  A
ll correlations w

ere below
 0.67, indicating 

low
 to m

oderate m
ulti-collinearity.  N

o violations of 
norm

ality, linearity, or hom
oscedasticity of residuals 

w
ere detected.  In addition, case-w

ise diagnostics 
revealed no evidence of outliers. 

The regression form
ula predicted prom

otion rates 
based on the percentage of low

-incom
e students, 

percentage of Lim
ited English proficient students, 

and the percentage of LEP student in their first year 
in U

.S. schools (for SY
2008 and SY

2009, w
hen 

this variable w
as introduced by the state).  The 

regression equation allow
ed us to create groups of 

schools sim
ilar in dem

ographic characteristics, but 
distinct in perform

ance by using the standardized 
residuals, w

hich com
pare the observed perform

ance 
of the school (e.g., the actual percentage of stu-
dents prom

oted to the next grade) to the predicted 
perform

ance based on the characteristics of the 
student population.  In other w

ords, standardized 
residuals are the differences betw

een the actual and 
the predicted values of the outcom

e variable based 
on the m

odel w
e have specified, m

easured in stan-
dard deviation units.  Follow

ing C
rone and Teddlie, 

a cut point of 0.75 standard deviations above the 
predicted score for each school w

as used to identify 

Sch
o

o
l Level D

atab
ase C

reatio
n

The database for the m
ultiple regression analysis 

used to identify case study schools differs from
 the 

database for the descriptive analysis in the com
pan-

ion report for the project, Im
p

ro
vin

g
 Ed

u
catio

n
al 

O
u

tco
m

es o
f En

g
lish

 Lan
g

u
ag

e Learn
ers in

 
Sch

o
o

ls an
d

 Pro
g

ram
s in

 B
o

sto
n

 Pu
b

lic Sch
o

o
ls, 

since the unit of analysis is the school rather than 
the student.  Student-level data from

 the database 
created for the com

panion report w
as used to cre-

ate a school-level database for m
ultiple regression. 43 

Sch
o

o
l D

em
o

g
rap

h
ic C

o
n

tro
l V

ariab
les

W
e used tw

o student-level SIM
S data elem

ents
44 

and a variable for Lim
ited English Proficiency cre-

ated from
 BPS data for each year of the study to 

create school-level control variables:

(D
O

E021)

For Low
 Incom

e, the percentage of students receiv-
ing free or reduced priced lunch w

as com
puted 

for each school.  For Lim
ited English Proficient, 

the percentage of students w
ho w

ere not capable 
of perform

ing ordinary class w
ork in English w

as 
com

puted.  For LEP Students in their First Year in 
U

.S. Schools, the percentage of students w
ho m

eet 
this definition w

as com
puted.  This variable w

as 
available for the first tim

e in the O
ctober 2007 

SIM
S, and thus w

as not included in the first study 
year’s data set.  D

ata from
 these three variables 

represent a description of the school.  For exam
ple, 

one school m
ight be 75%

 low
 incom

e, 15%
 LEP 

students, and have no LEP students in their first 
year in U

.S. schools. 

These three variables w
ere selected because they 

describe school-w
ide dem

ographic characteristics of 
the school that are related to ELL and/or high-need 
populations.  The variables also m

eet the necessary 
conditions to ensure that the results w

e obtained 
w

ere valid.  First, the three variables are not cor-
related com

pared to standard regression practice 

(Variable correlation <
 0.80).  N

ext, our target 
num

ber of variables w
as calculated by the fact that 

w
e needed 10 to 20 tim

es the num
ber of schools in 

the database as the num
ber of variables w

e used to 
cluster the schools.  Therefore, three variables w

ere 
selected and not m

ore.  

ELL O
utcom

e Variables

Pro
m

o
tio

n
 R

ate V
ariab

le.  The SIM
S G

rade 
Level variable (D

O
E016) w

as used to com
pute the 

percentage of students prom
oted at the end of 

the school year by school.  By com
paring the grade 

level in June of one year w
ith the grade level in O

c-
tober of the follow

ing year, school prom
otion rates 

w
ere calculated.  For students w

ho changed schools 
from

 one school year to the next, the prom
otion 

rate w
as attributed to the school the student w

as 
in during the spring of the first year.  Because the 
focus of this study w

as on the perform
ance of 

LEP students, this variable w
as com

puted for LEP 
students only (using the threshold of a m

inim
um

 
of 15 LEP student cases), rather than for the entire 
population of the school.  The total num

ber of 
schools for w

hich the “prom
otion rate” variable 

w
as com

puted is show
n in the Table 9.1.

M
C

A
S Pro

fi
cien

cy R
ate V

ariab
les.  The M

assachu-
setts C

om
prehensive A

ssessm
ent System

 (M
C

A
S) 

is the state accountability test w
ith results available 

in three content areas:  (1) English Language A
rts 

(ELA
), (2) M

athem
atics, and (3) Science.  A

ssess-
m

ents are adm
inistered annually in ELA

 and M
ath-

em
atics for students in G

rades 3-8 and G
rade 10.  

For Science, assessm
ents are adm

inistered in G
rades 

5 and 8 and in high school grades as end-of-course 
science and technology tests (i.e., biology, chem

istry, 
introductory physics, and technology/engineering).  
Individual student perform

ance levels for the M
C

A
S 

assessm
ents w

ere collected and from
 them

, school-
level variables w

ere created for each school.  For 
each of the content areas, the percentage of stu-
dents earning one of the tw

o highest perform
ance 

levels (proficient or advanced) w
as com

puted. 

Proficiency rates w
ere chosen over pass rates 

because of the purpose of this portion of the 

Report 2 

Chapter 9/Appendices Tables 

 Table 9.1.  Total Num
ber of Schools for Analysis – Prom

otion Rates 

Year 
Elem

entary (n=80) 
Secondary (n=68) 

SY2006-SY2007 
63 

46 

SY2007-SY2008 
62 

39 

SY2008-SY2009 
60 

42 
   Table 9.2.  Total Num

ber of Schools for Analysis – M
CAS Perform

ance 

Year 
Elem

entary (n=80) 
Secondary (n=68) 

SY2006 
25 

27 

SY2007 
29 

29
a 

SY2008 
31 

34
b 

SY2009 
33 

35 
a In m

athem
atics, one of these schools did not m

eet the threshold of 15 cases.  
b In m

athem
atics, two of these schools did not m

eet the threshold of 15 cases.  
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   Table 9.2.  Total Num

ber of Schools for Analysis – M
CAS Perform

ance 

Year 
Elem

entary (n=80) 
Secondary (n=68) 

SY2006 
25 

27 

SY2007 
29 

29
a 

SY2008 
31 

34
b 

SY2009 
33 

35 
a In m

athem
atics, one of these schools did not m

eet the threshold of 15 cases.  
b In m

athem
atics, two of these schools did not m
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Seco
n

d
ary G

rad
es

Regression analyses revealed that the m
odel did not 

significantly (p >
.05) predict prom

otion rates in one 
out of the three years.  H

ow
ever, in SY

2007 and 
SY

2008, the three independent variables explain a 
sm

all portion of the variance.

the adjusted R2 w
as .352, indicating that 35%

 
of the variance can be explained by percentage 
of low

-incom
e students and the percentage of 

LEP students.  (F(3,36) =
 11.337, p<

.01.)

and the adjusted R2 w
as .179, indicating that 

nearly 18%
 of the variance can be explained by 

percentage of low
-incom

e students, percentage 
of LEP students, and percentage of LEP students 
in their first year in the U

.S.  (F(3,38) =
 3.982, 

p<
.05.)

Table 9.4 displays the unstandardized regression 
coefficients (B) and standardized regression coef-
ficients (β) for each variable for these tw

o years. 

Regression analyses revealed that the m
odel did not 

significantly (p >
.05) predict M

C
A

S proficiency rates 
for English Language A

rts or M
athem

atics in any of 
the four years. 

Though in several instances, the independent 
variables significantly predicted the outcom

e vari-
ables, in the cases w

hen they did, those variables 
explained only a sm

all proportion of the variance 
(10%

, 35%
, and 18%

).  The proportions w
ere 

acceptable for our purpose, allow
ing us to proceed 

w
ith case study school selection.

Selection of Case Study Schools Based on 
the Results of M

ultiple Linear Regression

C
o

n
sisten

tly H
ig

h
 Perfo

rm
in

g
 Sch

o
o

ls

The regression equation for prom
otion and M

C
A

S 
proficiency rates resulted in a num

ber of schools 
that w

ere considered to be perform
ing better than 

predicted in term
s of prom

otion and high M
C

A
S 

proficiency rates, w
ith a standardized residual of 

0.75 or higher.  For elem
entary grades (K

-5), each 
year there w

ere 10-14 schools identified for prom
o-

tion and 4-8 schools identified for M
C

A
S proficiency 

in ELA
 and M

athem
atics.  For the secondary grades 

(6-12), each year there w
ere 6-7 schools identified 

for prom
otion and 3-6 schools identified for M

C
A

S 
proficiency in ELA

 and M
athem

atics.  A
s show

n in 
Table 5, for prom

otion, m
ost of the schools earned 

the distinction for prom
otion one year w

hile som
e 

earned it for all three years.  Likew
ise, for M

C
A

S 
proficiency, som

e of the schools earned this distinc-
tion for one year, w

hile very few
 earned it for three 

years or m
ore.  It is also evident from

 Table 5 that 
m

any m
ore schools em

erged for the prom
otion vari-

able than did for the M
C

A
S variables. 

Because of the close collaboration w
ith staff from

 
the BPS O

ffice of English Language Learners, the 
results in Table 9.5 w

ere brought to a regularly 
scheduled project m

eeting, w
here each of the 

schools w
ith high standardized residuals w

as 
discussed, using the contextual know

ledge that the 
district personnel possessed.  For exam

ple, one goal 
of identification of case study schools w

as repre-
sentation across language groups, ELL program

 
types, school size, and other salient characteristics.  
In addition, O

ELL staff w
ere know

ledgeable about 
recent leadership or program

m
atic changes, and 

this inform
ation w

as brought into the final selection 
of case study schools.  Though prom

otion rate w
as 

included as a dependent variable, the schools w
ith 

m
ultiple years of high prom

otion rates did not over-
lap w

ith those w
ith m

ultiple years of high M
C

A
S 

proficiency rates.  In addition, consistent standards 

schools w
hose prom

otion rates w
ere distinctly 

higher than those of schools w
ith sim

ilar dem
o-

graphics (C
rone &

 Teddlie, 1995).  This process w
as 

conducted for each of the three years of data for 
w

hich prom
otion rate data w

ere available. 46  

This process w
as repeated to generate regression 

form
ulas to predict M

C
A

S proficiency rates for LEP 
M

EPA
 Level 3 and 4 students for each of the four 

years of ELA
 data and M

athem
atics data.

M
ultiple Regression Analysis Interpretation

The next step w
as to determ

ine w
hether or not the 

three independent variables alone could explain 
the dependent variables of prom

otion and M
C

A
S 

ELA
 and M

athem
atics perform

ance.  Because our 
hypothesis w

as that school-based practices m
ake a 

difference in ELL perform
ance, w

e needed to con-
firm

 that the three independent variables explained 
only a sm

all proportion of the variance, if any. 

Elem
en

tary G
rad

es

Regression analyses revealed that the m
odel did 

not significantly (p >
.05) predict prom

otion rates in 
tw

o out of the three years.  H
ow

ever, in SY
2008, 

the three independent variables explain a sm
all 

portion of the variance:  F(3,58) =
 3.205, p<

.05.  R2 
for the m

odel w
as .142 and adjusted R2 w

as .098, 
indicating that nearly 10%

 of the variance in that 
year can be explained by percentage of low

-incom
e 

students, percentage of LEP students, and percent-
age of LEP students in their first year in the U

.S.  
Table 9.3 displays the unstandardized regression 
coefficients (B) and standardized regression coef-
ficients (β) for each variable.  

Regression analyses revealed that the m
odel did not 

significantly (p >
.05) predict M

C
A

S proficiency rates 
for English Language A

rts or M
athem

atics in any of 
the four years. 

 Table 9.3.  Regression Coefficients for Elem
entary Prom

otion, SY2008 

Predictor 
B 

 

Intercept 
79.92 

 

Percent Low Incom
e 

.200 
.257 

Percent LEP 
-.004 

-.008 

Percent LEP in first year in U.S. 
-.275 

-.309 
    Table 9.4.  Regression Coefficients for Secondary Prom

otion 

 
SY2007 

SY2008 

Predictor 
B 

 
B 

 

Intercept 
53.62 

 
74.05 

 

Percent Low Incom
e 

.520 
.515 

.278 
.108 

Percent LEP 
-.307 

-.367 
-.128 

.091 

Percent LEP in first year in U.S. 
N

A 
N

A 
-.138 

-.178 
    

 Table 9.3.  Regression Coefficients for Elem
entary Prom

otion, SY2008 

Predictor 
B 

 

Intercept 
79.92 

 

Percent Low Incom
e 

.200 
.257 

Percent LEP 
-.004 

-.008 

Percent LEP in first year in U.S. 
-.275 

-.309 
    Table 9.4.  Regression Coefficients for Secondary Prom

otion 

 
SY2007 

SY2008 

Predictor 
B 

 
B 

 

Intercept 
53.62 

 
74.05 

 

Percent Low Incom
e 

.520 
.515 

.278 
.108 

Percent LEP 
-.307 

-.367 
-.128 

.091 

Percent LEP in first year in U.S. 
N

A 
N

A 
-.138 

-.178 
    

Table 9.5.  Num
ber of Schools w

ith Standardized Residuals G
reater than 0.75 across Years  

Num
ber of Years 

Elem
entary G

rades 
Secondary G

rades 
 

Prom
otion 

ELA 
M

ath 
Prom

otion 
ELA 

M
ath 

O
ne Year 

21 
10 

7 
9 

3 
4 

Tw
o Years 

5 
0 

2 
3 

1 
2 

Three or Four Years 
2 

2 
2 

2 
3 

2 

TO
TAL 

28 
12 

11 
14 

7 
8 

!     Figure 9.1.  Standardized Residuals for High Perform
ing Schools  

Note: Data not analyzed for categories where n<15. 
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0.5 1 

1.5 2 

2.5 3 

SY2006 
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SY2008 
SY2009 

Standardized Residual 

Q
uincy School ELA 

Q
uincy School M

ath 

Sarah G
reenwood 

ELA 

Sarah G
reenwood 

M
ath 
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To identify tw
o of these schools for further study, 

a variety of factors w
ere considered, including 

the contextual know
ledge of the O

ffice of English 
Language Learners.  The goal w

as to m
axim

ize 
inform

ation that could be shared across the district.  
W

e again took into account the predom
inant native 

language of the ELL students in the school.  O
ne 

of the secondary schools w
as a m

iddle school w
ith 

a C
hinese SEI program

, and since C
hinese w

as 
already represented in one of the high perform

ing 
schools, this secondary school w

as elim
inated.  The 

school also experienced a dip in M
C

A
S M

athem
at-

ics in SY
2009.  The other secondary school, Excel 

H
igh School w

ith a V
ietnam

ese SEI program
, w

as 
identified as the third case study school.  O

f the 
tw

o elem
entary schools w

ith steady im
provem

ent, 
Ellis Elem

entary, w
hich has an SEI-Spanish program

, 
w

as selected because it had a stronger upw
ard 

trajectory and higher standardized residuals than 
the other elem

entary school.  

Thus, w
e finalized the selection of tw

o steadily im
-

proving case study schools to Excel H
igh School and 

Ellis Elem
entary School.  Their standardized residuals 

during the study years are show
n in Figure 9.2.

In sum
m

ary, four BPS schools w
ere identified for 

further study using qualitative m
ethods, w

hich are 
show

n in Table 9.6.

This selection of schools does not include m
iddle 

schools, serving G
rades 6-8.  A

lthough tw
o m

iddle 
schools w

ere identified in the regression analyses, 
they w

ere not chosen for case studies because of 
contextual reasons, as described previously. 47  W

hile 
this selection of schools represents three of the 
five m

ajor languages spoken by BPS students, it 
does not represent H

aitian C
reole or C

ape Verdean 
C

reole.  Finally, three of the ELL program
s are SEI 

Language Specific program
s.  N

one of the schools 
identified in the m

ultiple regression analyses w
ere 

SEI M
ultilingual program

 schools. 

for prom
otion do not exist across schools, w

hereas 
they do for M

C
A

S proficiency. 

O
f the tw

o elem
entary cases in Table 9.5, the 

schools identified as having high perform
ance 

for m
ultiple years in both ELA

 and M
athem

atics 
w

ere Josiah Q
uincy Elem

entary School and Sarah 
G

reenw
ood K

-8 School.  These tw
o schools repre-

sented tw
o different language groups, C

hinese and 
Spanish, respectively.  They also represented tw

o 
different ELL program

 types, SEI Language Specific 
and Tw

o-W
ay Bilingual. 

For the secondary grades, three schools w
ere identi-

fied for m
ultiple years in both ELA

 and M
athem

at-
ics, though ultim

ately w
e chose not to study any of 

these schools for their secondary grades.  O
ne of 

the secondary schools had an SEI C
hinese program

.  
Since there are only four BPS schools w

ith SEI 
C

hinese program
s, w

e did not w
ant to choose tw

o 
of them

 as case study schools.  Since the Q
uincy 

Elem
entary School serves a larger num

ber of LEP 
students than the secondary school, the Q

uincy 
School w

as chosen.  A
nother secondary school’s SEI 

Language Specific program
 had been converted to 

an SEI M
ultilingual program

 in SY
2010.  Therefore, 

this m
iddle school’s program

 w
ith the strong results 

w
as no longer present to be studied.  Finally, the 

third secondary school w
as Sarah G

reenw
ood K

-8 
School.  W

hile em
erging from

 the m
ultiple regres-

sion analysis of the secondary school database w
ith 

high standardized residuals, the school had too few
 

cases for tw
o of the four years and declining m

iddle 
school proficiency rates during the rem

aining tw
o 

years.  Therefore, w
e chose not to study the sec-

ondary grades at the Sarah G
reenw

ood K
-8 School. 

Thus, w
e finalized the selection of tw

o high 
perform

ing case study schools to tw
o elem

entary 
schools, the Q

uincy School and Sarah G
reenw

ood 
(G

rades K
-5 only).  Their standardized residuals dur-

ing the study years are show
n in Figure 9.1.  Both 

schools’ standardized residuals for ELA
 and M

ath 
M

C
A

S proficiency exceed 1.0 for all years, m
ean-

ing that their LEP students at M
EPA

 Levels 3 and 4 
perform

ed consistently higher than predicted.  A
s 

noted, a standardized residual of 0.75 is interpreted 
as M

C
A

S proficiency distinctly higher than schools 
w

ith sim
ilar dem

ographics (C
rone &

 Teddlie, 1995).

Stead
ily Im

p
ro

vin
g

 Sch
o

o
ls

O
ur analysis revealed only tw

o elem
entary schools 

perform
ing at high levels in m

ultiple areas (i.e., pro-
m

otion, ELA
, M

athem
atics) for at least three years.  

In order to identify schools that w
ere m

aking sub-
stantial gains in outcom

es over the four-year study 
period, additional analyses w

ere conducted.  U
sing 

the standardized residuals from
 the results of the 

regression analyses explained above, w
e exam

ined 
the trajectories of each school for SY

2006-SY
2009 

to identify schools w
hose standardized residuals 

show
ed m

eaningful im
provem

ents in M
C

A
S pro-

ficiency rates of LEP M
EPA

 Level 3 and 4 students 
for ELA

 and M
athem

atics, ending the study period 
w

ith a standardized residual of greater than 0.75.  
Tw

o secondary schools and tw
o elem

entary schools 
m

et this definition.

Table 9.5.  Num
ber of Schools w

ith Standardized Residuals G
reater than 0.75 across Years  

Num
ber of Years 

Elem
entary G

rades 
Secondary G

rades 
 

Prom
otion 

ELA 
M

ath 
Prom

otion 
ELA 

M
ath 

O
ne Year 

21 
10 

7 
9 

3 
4 

Tw
o Years 

5 
0 

2 
3 

1 
2 

Three or Four Years 
2 

2 
2 

2 
3 

2 

TO
TAL 

28 
12 

11 
14 

7 
8 

!     Figure 9.1.  Standardized Residuals for High Perform
ing Schools  

Note: Data not analyzed for categories where n<15. 

  

0 

0.5 1 

1.5 2 

2.5 3 
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SY2007 

SY2008 
SY2009 

Standardized Residual 

Q
uincy School ELA 

Q
uincy School M

ath 

Sarah G
reenwood 

ELA 

Sarah G
reenwood 

M
ath 

 Figure 9.2.  Standardized Residuals for Im
proving Schools 

Note: Data not analyzed for categories where n<15. 

     

-1 

-0.5 0 

0.5 1 

1.5 2 

2.5 3 

SY2007 
SY2008 

SY2009 

Standarized Residual 

Ellis ES ELA 

Ellis ES M
ath 

Excel HS ELA 

Excel HS 
M

ath 

 N
O

TE: Sam
e as Table 1.2 in C

hapter 1 

Table 9.6.  Case Study Schools 

 
G

rades Studied 
Predom

inant Native Language 
ELL Program

 Type 

Q
uincy School 

K-5 
Chinese dialects 

SEI – C
hinese 

Sarah G
reenw

ood  
K-5 

Spanish 
Tw

o-W
ay Bilingual (Spanish) 

Ellis ES 
K-5 

Spanish 
SEI – Spanish 

Excel HS 
9-12 

Vietnam
ese 

SEI – Vietnam
ese 

!   Table 9.7.  Site Visit Data Collection 

 
# of Class 

O
bservations 

# of Staff 
Interview

ed 
(Individual & 

G
roup) 

# of Parents and 
Alum

ni 
Interview

ed 
(G

roups) 

# of Com
m

unity 
Partners 

Interview
ed or 

O
bserved 

(Individual) 
Q

uincy School  
15 

31 
5 

4 

Sarah G
reenw

ood 
16 

28 
5 

7 

Ellis ES  
9 

13 
1 

0 

Excel HS 
16 

17 
6

a 
1 

TO
TAL 

56 
89 

13 
12 

a Alum
ni were adult graduates of the school who attended the school during the study period. Alum

ni were interviewed only at 
Excel H

S. 
! 
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Case Studies

D
evelopm

ent of a Theoretical Fram
ew

ork

A
 theoretical fram

ew
ork for the study w

as inform
ed 

by a review
 of the literature on effective schools 

and ELL best practices.  Just as the literature on 
school reform

 is vast, so is the literature on English 
language learner education.  In order to bring the 
tw

o strands of literature together into one theoreti-
cal fram

ew
ork, w

e searched for studies about the 
practices and conditions necessary for quality ELL 
education at the school level.  W

hile there is ex-
tensive literature on effective w

hole-school reform
, 

there are few
er studies that focus on effective 

schools for ELL students, and even few
er that show

 
a correlation or causative link betw

een specific 
practices and ELL student outcom

es.

H
ow

ever, others have attem
pted to identify attri-

butes of schools that are effective for ELL students.  
Tw

o m
ajor review

s of the research on best practices 
for ELL students guided our fram

ew
ork develop-

m
ent.  O

ne, by the N
ational Literacy Panel (N

LP), 
found few

er than 300 reports that w
ere em

pirical 
and that focused on ELL students in K

-12 schools 
(A

ugust &
 Shanahan, 2006).  The other, published 

by the C
enter for Research on Education, D

iversity, 
and Excellence (C

RED
E), review

ed 200 reports that 
w

ere correlational or experim
ental in approach 

(G
enesee, Lindholm

-Leary, Saunders, &
 C

hristian, 
2005).  W

e w
ere also guided by other review

-
ers w

ho describe prim
ary and secondary research 

that established ELL practices in light of student 
outcom

es (A
ugust &

 Pease-A
lvarez, 1996; G

ersten 
et al., 2007; G

oldenberg, 2008; N
orris &

 O
rtega, 

2010; Tellez &
 W

axm
an, 2005; W

axm
an, Padron, &

 
G

arcia, 2007). 

The best ELL practices identified in the m
eta-anal-

yses populated the theoretical fram
ew

ork for this 
study.  The fram

ew
ork w

as organized into seven 
dom

ains of effective school reform
:  (1) m

ission and 
vision; (2) school organization and decision-m

aking; 
(3) instruction and curriculum

; (4) assessm
ent; (5) 

culture and clim
ate; (6) professional developm

ent; 
and (7) com

m
unity engagem

ent.  These seven 
dom

ains are w
idely accepted and have been used 

by m
any researchers and practitioners at different 

adm
inistrative levels (local, district, state, federal) 

to both design and evaluate school quality and 
results, including School Q

uality Review
s for Boston 

Pilot schools, M
A

 D
epartm

ent of Elem
entary and 

Secondary Education W
alkthrough protocols, and 

the D
epartm

ent of Justice collection of evidence 
(Buttram

, 2007; O
ffice of Educational Q

uality and 
A

ccountability and U
niversity of M

assachusetts 
D

onahue Institute, 2007; O
ffice of English Langage 

Learners, 2010; Rennie C
enter, 2008; Shields &

 
M

iles, 2008; Teddlie &
 Reynolds, 2000; The Educa-

tion Trust, 2005).

O
ne lim

itation of using stringent criteria (such as 
studies that show

 correlation or causation w
ith 

student outcom
es) to review

 the literature or to 
identify studies for the ELL practices fram

ew
ork is 

that it favors school practices that lend them
selves 

to quasi-experim
ental or large random

ized studies.  
These studies focus on easily quantifiable, standard-
ized outcom

es such as test scores.  A
nother poten-

tial lim
itation of using an evidence-based fram

e-
w

ork is to end up w
ith a purely confirm

atory study 
– practices intended to raise test scores w

ill result 
in high test scores.  To avoid this pitfall, w

e kept 
protocols sem

i-structured to check for fram
ew

ork 
indicators in operation in the schools, allow

ing for 
other topics to em

erge.  W
e also triangulated data 

collection in an effort to hear different perspectives 
on the sam

e questions.

Case Study M
ethods

A
 case study design w

as selected to capture the 
uniqueness of each school in a rich, in-depth por-
trait.  C

ase studies seem
ed better suited for this task 

than other form
s of qualitative inquiry because w

e 
w

anted to conduct w
ithin-case analyses to identify 

and report them
es and practices em

erging w
ithin 

each specific school context first.  A
s a second 

step, w
e conducted a cross-case analysis to identify 

shared practices at the schools during the study 
period, SY

2006-SY
2009.  The case study m

ethod, 
how

ever, presented som
e hurdles:  data collection 

w
as conducted in the Spring of 2011, after the 

end of the study period (SY
2006-SY

2009); and 
the boundaries of the unit of analysis – the school 
– w

ere not alw
ays clear.  In the section below

 w
e 

discuss w
hat w

e did to surm
ount these hurdles. 

A
ll of the selected schools w

ere invited to form
ally 

participate in the case study portion of this study.  
They w

ere notified of their selection by the direc-
tor of the O

ffice of English Language Learners in 
person and in w

riting.  A
ll four Principals agreed to 

the study and cooperated w
ith the site visit data 

collection and follow
-up, including review

 of drafts 
of the case studies.  A

ll participation in interview
s 

and observations w
as voluntary and signatures of 

inform
ed consent w

ere collected.

Lim
itations of M

ethod for Site Selection

the restriction to LEP students w
ith M

EPA
 Levels 

3 and 4 in the m
ultiple regression w

ith M
C

A
S 

proficiency as the outcom
e.  This choice w

as 
necessary given the M

C
A

S outcom
es m

easure 
used:  students at the low

er M
EPA

 levels by 
definition are not English proficient, and are very 
unlikely to be proficient on an M

C
A

S exam
.  Pro-

m
otion rate for all LEP students at a school w

as 
included as a dependent variable; how

ever, the 
schools identified for high prom

otion rates did 
not overlap w

ith those identified for their high 
or im

proving M
C

A
S proficiency rates.  Therefore, 

the findings do not refer to all LEP students.  D
e-

spite this lim
itation in case study selection, data 

collection w
as conducted for the w

hole school, 
including the practices and strategies used w

ith 
LEP students at beginning and early interm

ediate 
English proficiency levels (M

EPA
 Levels 1 and 2). 

-
sible due to the sm

all num
ber of schools w

hen 
dividing the schools into three groups (elem

en-
tary, m

iddle, and high) rather than tw
o (elem

en-
tary and secondary).  In addition, the tw

o m
iddle 

schools that w
ere identified through regression 

analysis w
ere not chosen for case study due to 

contextual reasons.  The findings in Im
p

ro
vin

g
 

Ed
u

catio
n

al O
u

tco
m

es o
f En

g
lish

 Lan
g

u
ag

e 
Learn

ers in
 Sch

o
o

ls an
d

 Pro
g

ram
s in

 B
o

sto
n

 
Pu

b
lic Sch

o
o

ls, that BPS m
iddle school LEP 

students post w
eak M

C
A

S outcom
es, indicate 

that future research should investigate successful 
m

iddle schools and their strategies. 

reflect the fact that m
any schools are perform

ing 
as expected based on their student populations.  
The purpose of the study w

as to identify strong 
perform

ers or steadily im
proving schools, so the 

standardized residual of greater than 0.75 w
as 

used.  A
ll schools w

ithin -0.75 to 0.75 stan-
dardized residual w

ere perform
ing w

ithin the 
expected range, given their student populations. 

m
ethod for site selection because they served 

special populations, early childhood grades 
w

hen there are few
 consistent perform

ance 
m

easures to use as dependent variables, or 
very few

 students of lim
ited English proficiency.  

H
ow

ever, their LEP students m
ay have been 

perform
ing w

ell. 

schools to study (i.e., schools that w
ere low

-
perform

ing or perform
ing as expected), because 

of the sensitive nature of being identified as a 
low

 perform
ing school.  Therefore w

e do not 
know

 if any of the practices identified in the case 
studies are also present in low

 perform
ing/aver-

age schools.  

level variables to create school-level variables.  
Student and fam

ily-level variables w
hich have 

been show
n to m

ake a difference include various 
dem

ographic and socioeconom
ic circum

stances 
(Jensen, 2001).  Student-level variables include 
generation num

ber, age at im
m

igration, and 
am

ount of schooling in hom
e country.  Fam

ily-
level variables include fam

ily education level, 
labor force status of parents, residential concen-
tration of student’s hom

e, hom
e ow

nership of 
fam

ily, and health insurance coverage of fam
ily.
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uneven.  A
s w

ith the interview
s, if docum

enta-
tion from

 after the study period w
as subm

itted, 
w

e asked w
hether or not the docum

entation 
reflected w

hat w
as going on during the study 

period.  The docum
entation that appears in the 

case studies w
as all from

 the study period. 

review
ed the portraits for accuracy, w

ith the 
directive to check for reflecting SY

2006-SY
2009 

activities and practices (LA
T facilitators and for-

m
er Principals).

For an exam
ple of how

 researchers dealt w
ith the 

data collection tim
ing issue, in one school, inter-

view
s revealed professional developm

ent on lan-
guage objectives during the study period.  A

rtifacts 
from

 the study period revealed that teachers did 
receive resources on developing language objec-
tives for their lessons.  In the observations of 2011, 
w

e found that in m
ost classes, teachers had posted 

language objectives on their daily agenda boards.  
W

ith this level of triangulation, despite not having 
observations from

 the study period, w
e could be 

confident that the school’s investm
ent during the 

study period w
as im

plem
ented and sustained. 

D
espite these efforts, w

e still had to deal w
ith recall 

bias and uneven availability of archival m
aterials 

across schools.  For exam
ple, the im

proving schools 
had m

uch m
ore detailed archival data of practices 

during the study years than the consistently high 
perform

ing schools.  W
e speculated this could be 

due to the fact that the im
proving schools w

ere 
in the m

idst of school reform
 during the study 

period, w
hile the consistently im

proving schools 
had stabilized after intense reform

s in years prior to 
SY

2006-SY
2009.  O

n the other hand, the Principals 
of the consistently high perform

ing schools had the 
benefit of tim

e to w
ork out a vision of w

hich school 
im

provem
ent efforts could be attributed to ELL suc-

cess during those years. 

A
 second challenge the study confronted w

as that, 
although the school w

as the unit of analysis, the 
boundaries of this study w

ere ELL students.  In the 
schools that had SEI program

s, the separation of 
ELL students from

 native English speakers m
ade it 

easier to differentiate w
hat w

orked for ELL students, 
especially those at low

er M
EPA

 levels.  H
ow

ever, in 
the Tw

o-W
ay Bilingual program

 school, ELL students 
w

ere taught in integrated classroom
s w

ith native 
English speakers and special needs students from

 
the outset.  Thus, it w

as harder to distinguish prac-
tices for ELL students from

 practices for all students. 

D
ata C

o
llectio

n

Prep
arato

ry in
terview

s.  Schools w
ere advised of 

their selection for the current study by the O
ffice of 

English Language Learners in Boston Public Schools.  
The A

ssistant Superintendent for English Language 
Learners w

rote a congratulatory letter – sent by 
em

ail as w
ell as regular m

ail – introducing the study 
and the research team

 that w
ould be responsible 

for data collection and analysis.  The research team
 

included representatives of the tw
o collaborating 

research institutions, the C
enter for C

ollaborative 
Education and the M

auricio G
astón Institute.  O

ne 
explicit request of the O

ELL w
as that researchers be 

paired for site visits rather than conducting them
 

alone.  Thus, the tw
o-day site visits to each school 

w
ere conducted by pairs of researchers.

Prior to entering each school, a prelim
inary phone 

call and/or m
eeting w

as held w
ith each school 

Principal and relevant staff to fam
iliarize them

 w
ith 

the background to their school’s identification, to 
discuss the selection of interview

ees, and to share 
scheduling and logistical needs for the site visits.  
Researchers also used this initial m

eeting to clarify 
that the period under study w

as SY
2006-SY

2009 
and the need to interview

 individuals w
ho could 

speak about changes that took place at the school 
leading to success in those years.  The follow

ing list 
of site visit activities w

as shared w
ith the Principals 

of case study schools.  A
 key task during the pre-

lim
inary m

eeting w
as a discussion of the interview

-
ees and the scheduling of interview

s, including class 
coverage during interview

s, so as to m
axim

ize the 
research team

’s tim
e on site and to reduce disrup-

tion to classes.  There w
as som

e variation in the site 
visit schedules at each school.  Site visits typically 
included:

have ELL students in their classroom
s

 
students

som
e regular education classroom

s 

Tim
in

g
 o

f th
e C

ase Stu
d

y D
ata C

o
llectio

n

The study period, SY
2006-SY

2009, w
as one of 

intense change in Boston Public Schools.  The 
district’s response to the passage of C

hapter 386 of 
the M

assachusetts Law
s of 2002, w

hich replaced 
Transitional Bilingual Education w

ith Sheltered 
English Im

m
ersion program

s as the preferred 
m

odality for the education of ELL students, w
as 

only tw
o years old.  A

t an adm
inistrative level, a 

new
 Superintendent w

as recruited in 2007 and a 
new

 A
ssistant Superintendent for English Language 

Learners w
as hired in 2009.  Follow

ing the study 
period, in 2009, changes initiated by the adm

inis-
tration w

ere capped by a civil rights investigation by 
the U

.S. D
epartm

ent of Justice, w
hich w

as settled 
in 2010, w

hen the district agreed to redress viola-
tions of ELL students’ civil rights.  Sim

ultaneously, 
there w

ere also district changes in curriculum
 and 

professional developm
ent program

s.  For exam
ple, 

the district purchased Reading Street, a set of lev-
eled reading m

aterials w
ith em

bedded activities, 
for literacy instruction.  A

t the tim
e, m

any schools 
w

ere im
plem

enting Readers’ and W
riters’ W

ork-
shop, an approach to literacy instruction.  Thus, in 
the Spring of 2011, the district-w

ide clim
ate for the 

education of ELL students w
as different from

 the 
one encountered by the schools in SY

2006-SY
2009.  

For exam
ple, there w

as an increased aw
areness 

of the rights of ELL students and their fam
ilies 

to language learner services.  The legal m
andate 

requiring that ELL students be taught by teachers 
w

ho w
ere trained to shelter English instruction 

m
eant that m

any BPS teachers w
ere participating in 

the 4-C
ategory training.  O

ther com
pliance issues, 

including those regarding assessm
ent and services, 

w
ere also being follow

ed closely by the D
epartm

ent 
of Justice. 

In addition to the changes at the district level that 
occurred betw

een SY
2009 and the data collec-

tion for this study, changes at the school level also 
affected data collection.  O

ne m
ajor change at all 

four schools involved the departure of the Principal 
w

ho headed the school before and during SY
2006-

SY
2009.  Betw

een the study period and the data 
collection period, three Principals retired and one 
m

oved to an adm
inistrative position at the district 

level betw
een the study period and the data col-

lection period.  In tw
o of the schools, the change 

in Principals w
as accom

panied by teaching staff 
departures.  A

s a result of these changes, archival 
data on school practices during the study period 
w

as not alw
ays available.  

Y
in (Y

in, 2009) has argued that, because case stud-
ies rely largely on interview

s and observations, they 
should only be used to investigate contem

porary 
phenom

ena.  W
hen the phenom

enon under study 
is in the past, the m

ethod can becom
e unreliable.  

To m
itigate the effects of this lim

itation, one of the 
research team

’s first tasks w
as to recruit the form

er 
Principals to participate in the study.  In addition, 
during site visits, w

e rem
inded study participants 

to focus on effective practices w
ith ELL students 

during the period betw
een SY

2006 and SY
2009.  

Specific strategies to ensure that the portraits w
ere 

accurate depictions of the schools during the study 
period included the follow

ing:

school staff had been in the school during the 
study years.  A

dditional interview
s w

ere con-
ducted w

ith key school staff in one school w
ho 

had been in the school during the study years 
and had left.  They w

ere contacted by the key 
school ELL leaders and asked to be interview

ed.

and questions such as “W
e are trying to docu-

m
ent w

hat w
as going on in SY

2006-SY
2009, so 

please tell us about that tim
e period,” “W

as this 
practice or PD

 or team
w

ork happening in the 
study years?” and “W

ere there m
ajor changes 

in this practice since SY
2009?” These prom

pts 
ensured that researchers w

ere capturing w
hat 

occurred during the study years and elim
inated 

from
 the study inform

ation about w
hat occurred 

after the study years. 

used to corroborate rather than identify best ELL 
practices.  W

e interpreted classroom
 and other 

school observations conservatively.  If the data 
from

 observations aligned w
ith the interview

s 
and docum

entation, w
e assum

ed that the w
ork 

from
 the study period had carried over to the 

present day.  If interview
s and docum

entation 
focused on a particular practice from

 SY
2006-

SY
2009 that w

as seen in m
ultiple observations, 

w
e concluded that it w

as an institutionalized 
practice from

 that tim
e period rather than som

e-
thing that w

as introduced m
ore recently.  N

o ob-
servation data w

ere included in the case studies 
unless they w

ere triangulated by interview
s and/

or docum
entation. 

period, rather than from
 the data collection pe-

riod.  The availability of this docum
entation w

as 
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O
ne m

odification w
as to cast a m

ore narrow
 net by 

focusing only on teachers and staff w
ho had been 

at the school during the study period.  The rem
ain-

ing site visits w
ere then conducted. 

The table sum
m

arizes the data collected at each 
site.  The Ellis posted the low

est num
bers of 

interview
s and observations because four of the 

SEI teachers w
ho had been at the school during 

SY
2006-SY

2009 w
ere either on leave or had left 

the school by the tim
e of data collection.  The 

guidelines, interview
, and observation protocols are 

available upon request. 

W
hile retrospective case studies are challeng-

ing, in the interview
s w

e asked specifically about 
events and activities during the study period.  W

e 
interpreted classroom

 and other school observa-
tions conservatively.  If instructional strategies w

ere 
consistently observed in m

ultiple classroom
s, w

e 
concluded that they had reached a level of sustain-
ability over tim

e.  If the data from
 observations 

aligned w
ith the interview

s and docum
entation, w

e 
assum

ed that the w
ork from

 the study period had 
carried over to the present day. 

C
ase stu

d
y an

alysis.  The purpose of analysis 
w

as to describe practices found at each school.  
Y

in recom
m

ends treating each case study as a 
separate “experim

ent” leading to its ow
n findings 

(Y
in, 2009).  W

e com
pared practices found in each 

school to the ELL practices fram
ew

ork to check for 
replication, w

hich strengthened the fram
ew

ork.  
The sam

e logic involved docum
enting practices 

that em
erged across schools and w

ere not in the 
fram

ew
ork for the purposes of expanding the ELL 

best practices fram
ew

ork using future research.  
Thus, w

e used the literature base to analyze our 
findings, but w

e also allow
ed findings to inform

 
potential m

odifications of the evidence base.  In this 
w

ay, w
e recognized the im

portant contribution that 
experienced practitioners, in this case the staff from

 
the case study schools, m

ade to our understanding 
of best ELL practices.  

A
nalysis began w

ith a full day m
eeting once the site 

visits w
ere com

pleted, for the researchers to discuss 
findings and identify patterns and differences across 
the sites.  O

ne of the tw
o researchers w

ho conduct-
ed each site visit took prim

ary responsibility for the 
analysis of the site visit data and w

riting of the case 
study.  A

 prim
arily inductive approach w

as taken to 
analyzing the data collected in each school.  A

naly-
sis began w

ith the research team
 sharing observa-

tions from
 each school about practices and stances.  

D
iscussions involved the sharing of em

erging 
categories, patterns, and them

es from
 interview

s 
and observations in each school.  Researchers used 
softw

are for qualitative analysis to code interview
 

transcripts.  C
odes docum

ented the teachers’ and 
adm

inistrators’ beliefs and practices during the 
study period.  W

e used open coding to extract key 
“them

es” from
 the data, especially them

es that 
explained the “how

” and “w
hy” of a school’s suc-

cess.  W
e also used the theoretical fram

ew
ork to 

code individual school practices that w
ere shared 

during interview
s.  In other w

ords, w
hen data 

reflected practices in the fram
ew

ork, supported by 
the literature, they w

ere coded accordingly.  This 
analysis approach did not exclude the coding of 
practices that em

erged w
hich w

ere not reflected in 
the fram

ew
ork.  Rather, they expanded the research 

team
’s findings about ELL practices present in and 

across case study schools.  Triangulation involved 
hearing from

 m
ultiple stakeholders about the sam

e 
topics.  In addition, because site visits involved pairs 
of researchers, including one researcher w

ho par-
ticipated in all four pairs, triangulation occurred by 
com

paring findings betw
een the tw

o researchers.  
To a lesser extent, the use of docum

entation from
 

the study period and observations from
 site visits 

further confirm
ed our findings. 

The codes and them
es in the reports w

ere shared 
and revised m

ultiple tim
es to m

onitor a level of 
consistency in “grain size” across the four case 
studies.  D

raft case studies w
ere shared w

ith each 
Principal, form

er Principal, and prim
ary case study 

contact for feedback and factual corrections before 
finalizing.  W

hen the em
erging findings suggested 

that som
e individuals in each school played key 

roles in the success of the school’s ELL program
, 

researchers returned to these people to inform
 

them
 of the unanticipated finding and ask them

 
to consent to participation in the study w

ithout a 
guarantee of full confidentiality, since there w

as 
only one person in that role at the school.  They all 
subsequently signed the sam

e consent form
 as the 

Principals, to w
hom

 w
e also could not guarantee 

full confidentiality. 

W
e w

anted to ensure that each case study included 
the experiences and perceptions of m

ultiple stake-
holders, including fam

ilies, adm
inistrators, and 

staff w
ho had been at the school during SY

2006-
SY

2009.  The interim
 Principals

48 w
ho headed the 

four schools at data collection tim
e had different 

levels of know
ledge about their schools’ histories.  

Thus, one of our first steps w
as to interview

 teach-
ers w

ho had been at the school during SY
2006-

SY
2009.  W

e discovered that all four of the schools 
had strong LA

T facilitators for at least part of the 
study period, three of w

hom
 w

ere still there.  These 
LA

T facilitators all provided a historical overview
 

of the school’s efforts to im
prove and sustain ELL 

learning during the study period.  A
ll except one 

form
er Principal conceded interview

s to discuss 
progress in their previous schools.

Site visits.  The Principals or their designees devel-
oped a tw

o-day site visit schedule based on these 
guidelines and the background m

eeting.  They also 
notified their respective staffs about the site visits 
and the block of tim

e during w
hich they w

ould be 
interview

ed and observed. 

Each interview
 began w

ith a brief description of the 
study and the reasons w

hy the school w
as selected.  

A
fter that, interview

ees w
ere encouraged to tell 

their story of success or im
provem

ent in educating 
ELL students.  Rather than structured protocols, 
interview

s w
ere sem

i-structured, guiding partici-
pants in addressing each dom

ain of the fram
ew

ork 
for ELL education, if relevant.  H

ow
ever, interview

 
questions did not probe for specific practices that 
populated the fram

ew
ork; rather, they asked the in-

terview
ees to describe any practices related to each 

dom
ain (i.e., m

ission and vision, assessm
ent).  For 

the case study schools that had predom
inantly na-

tive Spanish speakers (Ellis and Sarah G
reenw

ood), 

one m
em

ber of the pair of researchers w
as herself 

a native Spanish speaker.  For the C
hinese and 

V
ietnam

ese SEI program
 schools (Q

uincy School 
and Excel H

S), neither m
em

ber of the research pair 
reflected the language of the SEI program

.  W
hen 

needed, translators identified by the schools w
ere 

used to com
m

unicate w
ith fam

ilies of ELL students.  
For internal validity and triangulation purposes, one 
researcher attended all four site visits.

Interview
s had either a one-on-one or a focus group 

form
at that lasted 45-60 m

inutes.  Principals w
ere 

interview
ed independently.  Teachers w

ere m
ostly 

interview
ed in groups at tim

es that called for the 
least disruption in their teaching schedules, such 
as during com

m
on planning tim

e or lunch.  The ILT 
w

as interview
ed in a focus group.  A

ll interview
s 

w
ere digitally recorded and transcribed.

Because all four Principals w
ho had led the schools 

before and during SY
2006-SY

2009 had left their 
positions at the schools, 49 one of the first steps 
in data collection w

as to identify, contact, and 
interview

 these form
er school leaders.  W

e also de-
term

ined that interview
ing teachers w

ho had been 
in each school before and during the study period 
w

as im
portant. 

D
uring classroom

 observations, the researchers 
attended the classes alone and took notes.  The re-
searchers filled out the observation protocols after 
each observation, rather than during it, so as not to 
distract the teachers and students.  The researchers 
entered the room

s quietly and sat behind or to the 
side of the students in order to be as unobtrusive 
as possible. 

A
fter the first site visit, the research team

 m
et to 

discuss the process, and they determ
ined that the 

protocols w
ere operating as designed and intended.  

 N
O

TE: Sam
e as Table 1.2 in C

hapter 1 

Table 9.6.  Case Study Schools 

 
G

rades Studied 
Predom

inant Native Language 
ELL Program

 Type 

Q
uincy School 

K-5 
Chinese dialects 

SEI – C
hinese 

Sarah G
reenw

ood  
K-5 

Spanish 
Tw

o-W
ay Bilingual (Spanish) 

Ellis ES 
K-5 

Spanish 
SEI – Spanish 

Excel HS 
9-12 

Vietnam
ese 

SEI – Vietnam
ese 

!   Table 9.7.  Site Visit Data Collection 

 
# of Class 

O
bservations 

# of Staff 
Interview

ed 
(Individual & 

G
roup) 

# of Parents and 
Alum

ni 
Interview

ed 
(G

roups) 

# of Com
m

unity 
Partners 

Interview
ed or 

O
bserved 

(Individual) 
Q

uincy School  
15 

31 
5 

4 

Sarah G
reenw

ood 
16 

28 
5 

7 

Ellis ES  
9 

13 
1 

0 

Excel HS 
16 

17 
6

a 
1 

TO
TAL 

56 
89 

13 
12 

a Alum
ni were adult graduates of the school who attended the school during the study period. Alum

ni were interviewed only at 
Excel H

S. 
! 
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for w
hich these schools w

ere identified as consis-
tently high perform

ing or steadily im
proving and 

the data collection period, even staff w
ho w

ere 
present in the school during the duration m

ay 
have m

em
ories that are not entirely accurate, or 

perceptions of their ow
n practices that are differ-

ent from
 reality due to the context of the school 

and the district.  This sort of recall bias could 
lead a study participant to report ELL practices in 
hindsight w

hich m
ight have been less developed 

or im
plem

ented than they report.  O
ur efforts 

to take into account the possibility of recall bias 
include m

aking sure m
ore than one person told 

us the sam
e inform

ation in separate interview
s, 

phone calls, or em
ails. 

perform
ing as predicted or low

er than predicted, 
w

ere not studied.  Thus, som
e of the practices 

that em
erged in the case study schools could 

also be found in those schools.  

The study of m
ore high perform

ing, steadily 
im

proving schools, or of schools w
ith sim

ilar de-
m

ographic profiles w
ith predicted or low

er than 
predicted outcom

es based on their dem
ographic 

profiles, w
ould strengthen this study. 

using stringent criteria for inclusion.  Therefore, 
m

any expert recom
m

endations from
 research-

ers, practitioners, and policy-m
akers w

ere not 
included unless they w

ere confirm
ed by em

-
pirical evidence.  The criteria elim

inated a vast 
descriptive literature on w

hat is know
n about 

ELL culture, language, assim
ilation, and learning 

w
hen the studies w

ere not focused on student 
outcom

es. 

Synthesis Report

O
nce w

e coded each case study inductively, w
e 

proceeded to conduct com
parisons across cases 

using tw
o strategies.  First, w

e analyzed findings 
deductively to com

pare them
 to the ELL practices 

fram
ew

ork developed in the beginning of the study.  
The codes and findings from

 each case study w
ere 

review
ed using the expectation that som

e or all 
of the ELL best practices in the fram

ew
ork w

ould 
have been found in the case study schools, since 
these w

ere high perform
ing or steadily im

proving 
schools for ELL students.  D

ata from
 each school 

w
ere m

apped onto the ELL practices fram
ew

ork to 
identify w

hich of the four schools exhibited each 
indicator, and to w

hat extent.  W
e created charts 

of shared practices am
ong the schools, using the 

fram
ew

ork to identify practices for w
hich there 

is strong em
pirical support in the literature, w

hile 
allow

ing space for em
erging practices that w

ere 
not in the fram

ew
ork.  Second, w

e also identified 
practices and strategies that w

ere not found in the 
research-based fram

ew
ork, and reported them

 as 
em

erging them
es.  This inductive strategy allow

ed 
us to show

case practices recurrent across schools 
during the study period that m

ay have accounted 
for the school’s success as w

ell.  

Lim
itations of the Case Study Approach

A
s m

entioned previously, the fact that the data 
used to identify the case study schools w

ere from
 

SY
2006 to SY

2009, w
hile data collected from

 
the schools for the case studies w

ere gathered 
in SY

2011 lim
ited the conclusions that could be 

draw
n.  H

ow
ever, w

e specifically focused on the 
events and activities during the study period dur-
ing interview

s and in docum
ent collection.  W

e 
interpreted classroom

 and other school observa-
tions conservatively.  If instructional strategies w

ere 
consistently observed in m

ultiple classroom
s, w

e 
concluded that they had reached a level of sustain-
ability over tim

e.  If the data from
 observations 

aligned w
ith the interview

s and docum
entation, w

e 
assum

ed that the w
ork from

 the study period had 
carried over to the present day.  W

ith this level of 
triangulation, despite not having observations from

 
the study period, w

e deduced that the school’s in-
vestm

ent during the study period w
as im

plem
ented 

and sustained. 

O
ther lim

itations to the case study m
ethods  

included:

 
language and culture of the predom

inant  
ELL group. 

each, w
hich is not enough tim

e to capture all 
of the activities and expertise that a teacher 
em

ploys.  G
iven their brief nature and the tim

ing 
of the data collection relative to the study period 
(discussed previously), observations w

ere used as 
secondary data to corroborate interview

 findings.  

visited for tw
o days; thus, they are a snapshot 

of a particular point in tim
e, rather than across 

tim
e.  A

dditional data collection tim
e for each 

school extended beyond the tw
o site-visit days, 

through em
ail, phone calls, and in-person inter-

view
s w

ith key individuals. 

one or m
ore changes in leadership betw

een the 
study period (SY

2006-SY
2009) and the data 

collection period (SY
2011).  Thus, som

e of the 
practices that w

ere im
plem

ented during the 
study period had not been sustained and could 
not be observed during data collection.  
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39  M
cR

E
L’s H

igh-Perform
ing, H

igh-N
eeds (H

PH
N

) 
study com

pared tw
o groups of dem

ographically 
sim

ilar, high-needs elem
entary schools in 10 states.  

T
he study identified four key com

ponents of school 
success: L

eadership, Professional C
om

m
unity, School 

E
nvironm

ent, and Instruction. 
40  T

he H
orace M

ann School for the D
eaf serves 

deaf students and uses A
m

erican Sign L
anguage; in 

SY
2009 there w

ere 17 E
L

L
 students.  T

he C
arter 

D
evelopm

ent C
enter serves students w

ith severe/
profound disabilities; in SY

2009 there w
ere 9 E

L
L

 
students.  T

he C
om

m
unity A

cadem
y is an alternative 

high school w
hich did not serve any E

L
L

 students 
during SY

2009. 
41  W

hen w
e ran initial regressions on the entire 

sam
ple of 131, w

e obtained three or four outliers.  
A

fter rem
oving the outliers from

 the analyses and 
re-running, w

e obtained three or four new
 outli-

ers.  T
his pattern could continue until w

e had very 
few

 schools left in the analyses.  W
hen w

e divided 
the sam

ple into elem
entary and secondary sam

ples, 
outliers disappeared in nearly all analyses.  Because 
individual cases that are substantially different from

 
the bulk of the cases can distort the regression 
equation that is created, careful attention to outliers 
is critical.  In regression, it is com

m
on practice to 

rem
ove outliers from

 the analysis and re-com
pute 

the regression equation to ensure that it accurately 
represents the data. 

42  Because results based on sm
all num

bers of students 
can fluctuate w

idely from
 year to year due to random

 
fluctuations in the characteristics of the children 
participating in a particular year as opposed to pro-
gram

m
atic features present in the school, it is unw

ise 
to m

ake policies or institute practices based on results 
from

 these schools.  T
he central lim

it theorem
 and 

the law
 of large num

bers indicate that once the num
-

ber of students in the sam
ple reaches at least 30, these 

natural fluctuations dim
inish rapidly.  H

ow
ever, if w

e 
are able to accept som

e natural fluctuations, results 
based on less than 30 m

ay be acceptable.  W
e con-

sulted w
ith tw

o regressions experts at the U
niversity 

of M
assachusetts-Boston, w

ho review
ed output files 

and deem
ed dropping the threshold to 15 acceptable 

in this case, because w
e used the regression results 

from
 m

ultiple years, and outliers w
ere not an issue.

43  See the M
ethods A

ppendix for the com
panion 

report, Im
proving E

ducational O
utcom

es of E
nglish 

L
anguage L

earners in Schools and Program
s in Bos-

ton Public Schools, for a detailed description of how
 

the student-level database w
as created. 

44  T
he M

assachusetts Student Inform
ation M

anage-
m

ent System
 (SIM

S) is a student-level data collection 
system

 that includes com
m

on data elem
ents for each 

school and district across the state at three tim
e 

points during each school year – O
ctober, M

arch, 
and June.  For this study w

e had O
ctober and June 

SIM
S data, w

hich w
e used to define a single variable 

for a school year in order to include all students, 
though w

ithin a school year, m
ost students w

ere 
present in both O

ctober and June.  In general, data 
from

 June w
as used to override any discrepancies 

w
ith O

ctober data.
45  M

E
PA

 scores from
 SY

2006-SY
2008 w

ere reported 
as a perform

ance level on a scale of 1 to 4.  In 2009 
perform

ance levels w
ere changed to a 1 to 5 scale.  

U
sing the M

A
 D

E
SE

 chart provided in the G
uide to 

U
nderstanding the 2009 A

nnual M
easurable A

chieve-
m

ent O
bjectives (A

M
A

O
s) R

eports (M
A

 D
epartm

ent 
of E

lem
entary and Secondary E

ducation, 2009), w
e 

converted A
pril 2009 results back to a 1 to 4 scale to 

use for the creation of the dependent variables used 
in the m

ultiple regressions for M
C

A
S proficiency 

rates.  T
his conversion allow

ed M
E

PA
 results to be 

com
parable over tim

e.
46  Prom

otion data w
ere not available for SY

2009, as 
the com

putation w
ould require grade level data from

 
O

ctober 2009 (beyond the scope of the data available 
for this study).

47  G
iven the findings in the com

panion report concern-
ing the poor L

E
P student achievem

ent at the m
iddle 

grades, future research should focus on m
iddle 

schools that are successful w
ith E

L
L

 students. 
48  O

nly the Interim
 Principal, at the Sarah G

reenw
ood 

School, w
as a school veteran w

ho had been appointed 
A

cting Principal at the tim
e of the study.  

49  T
hree retired and one w

as prom
oted to C

entral 
O

ffice.
50  A

lum
ni w

ere adult graduates of the school w
ho at-

tended the school during the study period.  A
lum

ni 
w

ere interview
ed only at E

xcel H
S.

ELL Practices  
Fram

ew
ork Based on  

Literature Review

A
PPEN

D
IX 2:
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M
ission and V

ision 
R

eferences 

Principal com
m

unicates a clear vision for the school 
that focuses on high expectations and student learning 
outcom

es (using m
easurable and m

onitored objectives, 
w

ith explicit attention to subgroups). 

W
illiam

s et al., 2007; Saunders et al., 2009; A
ugust &

 
Pease-A

lvarez, 1996

R
esponsibility for E

L
L

 achievem
ent is distributed 

school-w
ide, not just am

ong E
L

L
 teachers

W
illiam

s et al., 2007

School O
rganization &

 D
ecision-M

aking
 

School has clear procedures and guidelines for identify-
ing E

L
L

 students, designation of E
nglish proficiency 

level, and assigning students to classroom
s and pro-

gram
s that rely on m

ultiple sources of data including 
inform

ation from
 E

L
L

 student’s fam
ily; assessm

ent 
results in reading, w

riting, speaking, and listening in 
both L

1 and L
2; and past school records.

G
ersten et al., 2007; A

ugust &
 Pease-A

lvarez, 1996

T
he principal guides school reform

, stabilizes the 
school so that teachers can take instructional risks, and 
focuses on continuous im

provem
ent

W
axm

an et al., 2007

C
ulture and C

lim
ate 

 

School’s faculty ethnic, cultural, and/or linguistic 
m

akeup resem
bles the student body’s ethnic, cultural, 

and/or linguistic m
akeup

Tellez &
 W

axm
an, 2006; A

ugust &
 Pease-A

lvarez, 1996

Students’ cultures and life experiences are valued, and 
students are encouraged to develop ethnic identity

W
axm

an et al., 2007; A
ugust &

 Pease-A
lvarez, 1996; 

A
ugust &

 Shanahan, 2006

T
he school provides a safe and orderly environm

ent, 
including for E

L
L

 students
W

axm
an et al., 2007; A

ugust &
 Pease-A

lvarez, 1996

C
aring adult-student relationships are a pervasive part 

of the school culture
W

axm
an et al., 2007

T
he school has a culture of high expectations for E

L
L

 
students as w

ell as all students
W

axm
an et al., 2007; A

ugust &
 Pease-A

lvarez, 1996

C
urriculum

 and Instruction 
 

T
he curriculum

 and instruction program
 is coherent 

and standards-based.
W

illiam
s et al., 2007; A

ugust &
 Pease-A

lvarez, 1996; 
G

oldenberg, 2008

Teachers create sm
all groups of students at different 

E
nglish proficiency levels to w

ork together on academ
ic 

tasks in a structured fashion.  A
ctivities serve to practice 

and extend m
aterial already taught.

G
ersten et al., 2007; G

enessee, 2006; G
oldenberg, 2008

E
nglish language developm

ent instruction includes 
all elem

ents of academ
ic E

nglish (syntax, gram
m

ar, 
vocabulary, pronunciation, conventions) and daily, 
m

eaningful opportunities to use them
.

A
ugust et al., 2010; G

ersten et al., 2007; W
axm

an et al., 
2007

Teachers use strategies such as m
odeling, visual aids, 

realia, gesture, and interaction around text to ensure 
that students can successfully engage in literacy  
activities.

A
ugust et al., 2010; G

oldenberg, 2008

Students participate in carefully designed opportuni-
ties to interact w

ith m
ore fluent peers in reading and 

language arts.

G
ersten et al., 2007; A

ugust &
 Shanahan, 2006

E
nglish language developm

ent instruction uses m
axi-

m
um

 E
nglish, w

ith L
1 used strategically to learn L

2.
A

ugust et al., 2010

C
hildren learn to read in L

1 and L
2 sim

ultaneously; 
oral proficiency and literacy in L

1 helps students to 
learn L

2.

G
oldenberg, 2008; A

ugust &
 Shanahan, 2006; G

enesee 
et al., 2006

E
nglish language developm

ent instruction continues at 
least until early advanced (M

E
PA

 L
evel 4) or advanced 

(M
E

PA
 L

evel 5) before redesignation

A
ugust et al., 2010

E
nglish language developm

ent instruction is delivered 
by a specialist in a pull-out program

. 
W

illiam
s, 2007

Teachers use sm
all groups of students at the sam

e lan-
guage proficiency level  during classroom

 instructional 
tim

e to differentiate instruction, to prom
ote com

m
uni-

cation skills, and to build self-confidence

A
ugust et al., 2010; W

axm
an et al., 2007

A
dequate instructional resources are available in the 

form
 of classroom

 m
aterials and supports for struggling 

E
L

L
 students. 

W
illiam

s et al., 2007

L
iteracy program

s build on those for m
onolingual 

E
nglish students (eg. Success for A

ll, R
eading M

astery, 
R

ead N
aturally, Jolly Phonics, FastForW

ord, etc.). 

A
ugust et al., 2010

E
nglish language developm

ent instruction has focused 
language-learning objectives.

A
ugust et al., 2010; N

orris &
 O

rtega, 2000

E
nglish language developm

ent instruction em
phasizes 

oral com
m

unication – speaking and listening – and  
opportunities for extended dialogue.

A
ugust et al., 2010; A

ugust &
 Shanahan, 2006; W

axm
an 

et al., 2007

Intensive, daily sm
all-group interventions are pro-

vided to E
nglish learners at risk for reading problem

s.  
Interventions focus on the five core reading elem

ents 
(phonological aw

areness, phonics, reading fluency, 
vocabulary, and com

prehension).

G
ersten et al., 2007

E
xplicit, extensive, varied vocabulary instruction 

includes w
ord m

eaning and w
ord-learning strategies, 

particularly of com
m

on w
ords, as w

ell as of content 
w

ords in depth. 

G
ersten et al., 2007; A

ugust &
 Shanahan, 2006

E
L

L
 students receive quality content instruction in  

addition to E
nglish L

anguage A
rts and E

SL
G

oldenberg, 2008

Instruction is culturally responsive and tied to E
L

L
 

students’ fam
ilies and com

m
unities

W
axm

an et al., 2007; A
ugust &

 Pease-A
lvarez, 1996; A

u 
&

 Jordan, 1981

A
ssessm

ent 
 

Teachers are trained to use frequent form
ative  

assessm
ents of all kinds for E

L
L

 students to identify 
and m

onitor those w
ho require additional instructional 

support, particularly in reading

G
ersten et al., 2007; Saunders et al., 2009; G

oldenberg, 
2008

School uses state, district, and local assessm
ent data on 

E
nglish proficiency as w

ell as content know
ledge to 

im
prove student achievem

ent and instruction.

W
illiam

s, H
akuta &

 H
aertel, 2007; Saunders et al., 

2009; A
ugust &

 Pease-A
lvarez, 1996

Schools use the sam
e standards and perform

ance  
benchm

arks in reading for E
L

L
 students as for native 

E
nglish speakers 

A
ugust &

 Pease-A
lvarez, 1996

P
rofessional D

evelopm
ent  

 

R
egular education and E

L
L

 teachers have w
eekly, 

shared planning tim
e to focus on academ

ics and instruc-
tional im

provem
ent, w

hen they look at student w
ork, 

share practice, identify student needs, design curriculum
 

and instruction, and review
 student progress.

Saunders et al., 2009; W
axm

an et al., 2007

Professional developm
ent in teaching E

L
L

 students is 
hands-on, including dem

onstration lessons, m
entoring, 

and coaching

A
ugust &

 Shanahan, 2006
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Teachers receive professional developm
ent from

  
outside change agents, such as university professors and 
consultants

A
ugust &

 Shanahan, 2006

Teachers are trained to teach academ
ic E

nglish starting 
in early elem

entary grades
G

ersten et al., 2007

Teachers are qualified to shelter E
nglish for content 

instruction (4-C
ategory training), teach E

SL
, or clarify 

for students in L
1 and are assigned appropriately. 

W
axm

an et al., 2007; A
ugust &

 Pease-A
lvarez, 1996; 

G
oldenberg, 2008

Teachers and specialists are trained to effectively deliver 
sm

all-group instruction for E
L

L
 students w

ho fall 
behind

A
ugust et al., 2010; Saunder, G

oldenberg, &
 G

allim
ore, 

2009

School staff receive professional developm
ent to 

becom
e fam

iliar w
ith the school's E

L
L

 com
m

unity, 
recognize cultural differences and how

 they play out, 
com

m
unicate w

ith fam
ilies, and deliver instruction in 

culturally com
petent w

ays

W
illiam

s et al., 2007; A
ugust &

 Pease-A
lvarez, 1996

Teachers receive professional developm
ent in sm

all-
group reading interventions, including the use of 
intervention m

aterials

G
ersten et al., 2007

Fam
ily and C

om
m

unity Involvem
ent

 

School offers a variety of w
ays for fam

ilies becom
e 

involved w
ith the school, since a fam

ily's culture m
ay 

influence com
fort w

ith school involvem
ent

L
ee &

 Bow
en, 2006

T
he school actively engages com

m
unity partners 

and the school staff as resources for E
L

L
 students; to 

provide a variety of out-of school tim
e program

s for dif-
ferent linguistic groups, for E

L
L

 students and E
nglish 

proficient students to attend together, for E
L

L
 students 

to reinforce academ
ics.

A
ugust &

 Pease-A
lvarez, 1996; W

axm
an et al., 2007

School has bilingual, bicultural personnel w
ho are 

non-judgm
ental, available to speak to parents w

hen they 
com

e to school, and learn about the fam
ilies' experience

A
ugust &

 Pease-A
lvarez, 1996; Trum

bull &
 Pacheco, 

2005

School uses a variety of strategies (phone calls, notes, 
chats at classroom

 door, hom
e visits, inform

al focus 
groups) to com

m
unicate w

ith parents regularly

A
ugust &

 Pease-A
lvarez, 1996; W

axm
an et al., 2007

Inform
ation about program

 choices and outcom
es is 

m
ade available to parents in linguistically accessible 

form

A
ugust &

 Pease-A
lvarez, 1996

E
nglish language developm

ent instruction includes 
all elem

ents of academ
ic E

nglish (syntax, gram
m

ar, 
vocabulary, pronunciation, conventions) and daily, 
m

eaningful opportunities to use them
.

A
ugust et al., 2010; G

ersten et al., 2007; W
axm

an et al., 
2007

Teachers use strategies such as m
odeling, visual aids, 

realia, gesture, and interaction around text to ensure 
that students can successfully engage in literacy  
activities.

A
ugust et al., 2010; G

oldenberg, 2008

Students participate in carefully designed opportuni-
ties to interact w

ith m
ore fluent peers in reading and 

language arts.

G
ersten et al., 2007; A

ugust &
 Shanahan, 2006
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A
W

C
 

 
A

dvanced W
ork C

lass

BPS  
 

Boston Public Schools 

C
C

L 
 

C
ollaborative C

oaching and Learning

D
RA

 
 

D
evelopm

ental Reading A
ssessm

ent

ELL 
 

English language learner

EP 
 

English Proficient

ESL 
 

English as a Second Language

FTE 
 

Full-Tim
e Equivalent

G
LM

 
 

G
rade Level M

eeting

ILT 
 

Instructional Leadership Team

L1 
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