INTRODUCTION

Statutory Requirements For Language Transition Support Services (LTSS)

In June 1999, the Connecticut General Assembly revised the State’s bilingual education statute.  Among the provisions of Section 10-17 e-j, inclusive, of the Connecticut General Statutes (C.G.S.) are the following:

· the tenure of students in required bilingual education programs is limited to 30 months;

· program students must be assessed annually in English for growth in language proficiency and academic achievement;

· program students must meet the English mastery standard (established in 1999-2000);
 and

· students who have not met this standard at the end of 30 months must be provided with LTSS.

Students in LTSS must be assessed annually until they meet the English mastery standard.  Upon meeting the standard, students will no longer qualify for LTSS.

The goals of LTSS, therefore, are to enable such students to: 

1. continue progressing in content-area achievement and English academic proficiency;

2. meet the English mastery standard on the annual assessment; and

3. function successfully in the mainstream program. 

The research shows that it may take English language learners (ELLs) 5 to 7 years to develop the cognitive academic language proficiency in English that will enable them to score on a par with native English speakers on standardized tests in English.
  It is anticipated, therefore, that many students leaving the bilingual education program after 30 months will need the extra time and support of LTSS to attain these goals.  Given these time frames, educating ELLs is clearly the shared responsibility of bilingual, ESL and mainstream teachers.

Purpose of the guidelines.  The revised bilingual education statute was first implemented in school year 1999-2000.  Therefore, school districts will be required to implement LTSS for the first time in 2002-2003 for students who have not met the standard on the annual assessment in 2001-2002.  The purpose of these guidelines is to provide school districts with assistance in designing and implementing the required LTSS.  Three areas are covered in this document: services, resources and professional development.

What Are Language Transition Support Services (LTSS)?

The State’s bilingual education statute is suggestive rather than prescriptive regarding LTSS:

If an eligible student does not meet the English mastery standard at the end of 30 months, the local or regional board of education shall provide language transition support services to such student.  Such services may include, but need not be limited to, English-as-a-second-language programs, sheltered English programs, English immersion programs, and tutoring and homework assistance.  Families may also receive guidance from school professionals to help their children make progress in the native language [Section 10-17f (d), CGS].

Since entering students have received 30 months of schooling in a bilingual education program, LTSS should be a bridge that provides a smooth transition to the mainstream program.  These services are intended to move students from where they are, upon first receiving LTSS, to where they need to be in order to function successfully in the classroom in English according to their age and grade level.

To reach this level of functioning, LTSS must enable students to continue progressing in such areas as English literacy, academic language development and content-area achievement.  Such instruction must involve a combination of services, such as sheltered content classrooms/classes and mathematics/numeracy support.  The section on Setting Up LTSS (see page 7) will outline in greater detail the content and format of the services that should be offered.

The statute also indicates that families of students in LTSS may receive guidance from school professionals in helping their children make progress in their native language.  The research literature presents ample evidence that literacy skills in the native language substantially support the development of reading and writing skills in English.
  Therefore, districts should seriously consider providing parents with such guidance.

How Can The Effectiveness Of LTSS Be Ensured?

The following implementation procedures should help to increase the effectiveness of LTSS:

· combining the expertise of a districtwide team of bilingual, ESL and mainstream teachers in planning and providing LTSS under the direction of principals and bilingual/ESL education administrators;

· reassigning and/or adding additional staff members and resources as needed; 

· using formats such as resource rooms, homework assistance and summer school to augment the main mode of instruction, namely, the integration of LTSS throughout the various periods of the students’ day; 

· ongoing professional development in the theory, research and practical strategies associated with educating English language learners (ELLs) for the wide range of school staff members that will provide LTSS; 

· determining instructional needs systematically on a student-by-student basis and matching them with the appropriate services; and

· ongoing monitoring and assessment of student progress by a school-based team of qualified individuals.

Achievement of the three LTSS goals for students (see page 1) will be the ultimate indicator of LTSS effectiveness.  In terms of instruction, students receiving LTSS must be given maximal opportunities for working directly and actively with the various content areas in English, in addition to dedicated ESL instruction by a wide range of well-trained staff members.  This document will provide guidance for establishing, implementing and maintaining LTSS.

Other Stipulations Regarding LTSS

As school districts began implementing the revised bilingual education statute enacted in 1999, a number of questions arose regarding the implementation of LTSS.  These are addressed in the document titled Questions and Answers: the Bilingual Education Statute
 and are summarized as follows:

· Students will receive LTSS until they meet the standard on all required tests of the annual assessment in the same academic year.

· Students receiving required LTSS are included in the count of students used to calculate the district’s annual bilingual education state grant.

· Bilingual education state grant funds may be used to support LTSS, including professional development for LTSS staff members.

· LTSS are mandatory for students who qualify for such services in schools in which a bilingual education program is required.

· Students that qualify for such services and who are transferred to schools that do not have a bilingual education program may not have formal LTSS available to them; however, these students must be provided with the services that are part of LTSS that address their learning/instructional needs.

It is crucial that students who qualify for LTSS be placed in situations that will afford them the strongest possible educational services for meeting their learning needs.

Research Basis For LTSS

Students who qualify for LTSS have completed 30 months of English language and academic studies in a required bilingual education program.  However, they have not met the standard on the annual assessment, which includes the CMT.  

Such an outcome is consistent with research findings showing that it takes 5 to 7 years for English language learners (ELLs) to score on a par with native English speakers on standardized tests.
  Hakuta, Butler and Witt, for example, maintain that it takes 3 to 5 years to develop oral proficiency in English.  However, it may take 4 to 7 years to acquire academic English proficiency, i.e., the ability to use English in academic contexts.  In their view, one year is not a realistic time period for children to acquire English.
  Others disagree and maintain that children can benefit from instruction in English before they have attained full proficiency in English.

Virginia P. Collier and Wayne P. Thomas have found that after 2 to 3 years of exposure to English, ELLs “achieve around the 10th percentile as a group” while their native English-speaking peers score around the 50th percentile.  To close this 40-percentile gap, ELLs “must accomplish more that 1 year’s achievement for 6 years in a row (e.g., 15 months’ growth per 10-month school year for 6 consecutive years).”  

Meanwhile, the researchers point out, “Native English speakers are not sitting around waiting for ESL students to catch up with them!  They are continuing to make 1 year’s progress in 1 year’s time in their English development and in each school subject.”  To stay at the 50th percentile native English speakers “must achieve 10 month’s gain [per 10-month school year]
 on the tests given across the curriculum.”

Collier and Thomas have found that “typical programs across the United States have not succeeded in closing this achievement gap (from the 10th to the 50th percentile)” even though “former ESL students continue to make good progress with each year of school.”
  

Researchers agree that ELLs need substantial educational support to acquire English literacy, according to Connecticut’s Blueprint for Reading Achievement: The Report of the Early Reading Success Panel (2000), whether or not they first learn to read in their native language.  Beginning English readers, in particular, need:  1) an adequate base of oral language competence in English; 2) to develop the same kinds of comprehension competencies as do all readers, including learning vocabulary, background knowledge, comprehension strategies and inferencing; 3) to acquire word-identification competencies; and 4) to have the same kinds of home experiences with literacy as do other children, thereby making the development of family literacy a high priority.
 

For students who learn to read in their native language, researchers recommend that they do so while learning spoken English and that they be supported in transferring native language reading skills to English.  If students are learning to read in English only, teachers should focus initially on developing spoken English, use print materials to develop oral language (e.g., by reading to the child), phonological awareness, and basic print concepts prior to the onset of formal reading instruction in English.

Enrichment programs are needed to accelerate academic growth to close the achievement gap.  Collier and Thomas maintain that “we must not only help our students acquire the English language but also help them accelerate their academic growth.”   They propose that “effective enrichment programs” for ELLs would “take a minimum of 5 to 6 years to close the achievement gap in second language.”
  Enrichment programs add “to what the students already know,” whereas remedial programs attempt to fix “what is viewed as a problem.”  Enrichment programs accelerate academic growth for ELLs through such strategies as team teaching, discovery and cooperative learning.
 

Academic language, as well as interpersonal communication skills, must be taught.  Researchers emphasize the need for developing students’ academic language in English.
  This consists in the specialized vocabulary and discourse of the various content areas and of academic functions such as comparison and analysis.  Communication skills take about 1 to 2 years to acquire, whereas academic proficiency takes from 5 to 7 years, according to Cummins.
  Many students who have communication skills only in English make slow progress in academic achievement.  Very often the cause lies in the failure to provide such students with explicit instruction in English academic language in specific content areas.  Bilingual, ESL and mainstream teachers need to share the task of teaching ELLs academic language.

The principle of comprehensible input
 must be used to make content-area instruction in English more accessible to ELLs.  Teachers employ this principle by making their oral and written language understandable to students, using such strategies as speaking more slowly and emphasizing key words.   They also provide ample contextual clues (e.g., graphic organizers and other visuals) for the meaning of the language that they use in their lessons.  Comprehensible input strategies, together with the teaching of academic language and learning strategies,
 are integral components of sheltered content instruction.

Accelerating the academic achievement and English language and literacy development of students in LTSS requires intensive instruction and enriched learning experiences in a supportive environment throughout each student’s school day.  In addition to closing the achievement gap, such an approach will benefit not only ELLs but all students.  The remainder of this document provides guidelines in the following areas:

· setting up LTSS;
· LTSS resource requirements; and

· professional development.

SETTING UP LANGUAGE TRANSITION SUPPORT SERVICES

Before deciding on the types of LTSS that should be provided, several factors need to be considered:

· Students in need of LTSS have had 30 months of English language development and content-area instruction even though they did not meet the English mastery standard on the annual assessment.

· Students are still in the process of acquiring English, especially for academic content-learning purposes.

· The aim of LTSS is to continue the students’ achievement so that they will eventually meet the standard and be able to function successfully in mainstream classes.

· LTSS will have to provide enriched instruction that will accelerate the students’ learning.

· The first step is to determine the progress that each student has made in the previous 30 months; that is, what each student knows and can do with respect to the use of English and content-area achievement.

· The second step is to continue their English language development and content learning in ways that are challenging and that will also allow them to experience success while achieving to the same standards as other students.

· Lastly, a word of caution: LTSS students must be given what they need, but must not be isolated from the rest of the student body.  There may be times during the day when they will be placed in groups, e.g., ESL classes, but they should be integrated with other students for most of their day and such integration should increase as they advance.

Sheltered content instruction approach.  To make continued progress possible, all teachers providing instruction for students in LTSS must make the following types of modifications, as needed:

· Teach the various content areas (math, social studies, science, language arts) using a spoken and written English that is understandable to the students.   This is done on the one hand by modifications such as speaking a little more slowly, pausing, emphasizing key words and using a simplified vocabulary and shorter sentences.  On the other hand, by using ample clues to the meaning of what is being said or read in English, including the use of visuals (objects, pictures, graphic organizers), body language, hands-on activities, and text that is illustrated and that employs headings and subheadings that make main ideas stand out.

· Teach and model the academic English that emerges in each lesson, e.g., teaching the meaning of math terms such as addition, plus, minus, sum, remainder.

· Point out and model the characteristics of academic discourse in English, such as the “if…then” types of sentences commonly found in mathematics and science; or the “first…then…then” types of sequences found in content-area texts;

· Assist students with the literacy demands of each content area, for example, by reading certain texts aloud, interpreting a given written passage along with students, writing out the answers to several questions before asking the students to do so, and providing students with texts and books with “accessible” content.

· Provide students with training and practice in the use of learning strategies such as previewing what they are going to read by looking at chapter and section headings; consulting dictionaries, glossaries and encyclopedias; using mental or actual images to help in comprehension or memory; and using questions to get clarification or more information. 

All of these types of modifications or techniques taken together are referred to as sheltered content instruction.  They are intended to make content-area instruction in English understandable and achievement possible for ELLs.  Many educators might simply characterize these modifications as components of good teaching.

The point here is that for LTSS to continue, accelerate and build upon the progress that students made during their 30 months in the bilingual education program, it is important that the types of modifications described here be provided as needed.  Both what is taught (the content) and how it is taught (the method and format) are equally essential considerations for LTSS and for any context in which ELLs are given instruction.  Naturally, as students advance over time, the need for such modifications will decrease.  

For all of these reasons, is it important that the availability of LTSS be ensured for students who need them.  Therefore, in cases in which such students are transferred to schools that do not have formal LTSS available to them, they nevertheless should be provided with the services that are part of LTSS that will address their learning and instructional needs.

The remainder of this section will provide guidelines for the following components of LTSS:

· kinds of language transition support services that should be provided;
· identification of key personnel for the districtwide and school-based LTSS teams; and

· a process for determining LTSS on an individual student basis.

Kinds Of Language Transition Support Services That Should Be Provided

In teaching, LTSS consist of what students receiving these services need to know and be able to do using a variety or combination of formats that will facilitate learning.  Districts will find considerable variation in the prior achievement of individual students.  Decision makers and teaching staff members should exercise great flexibility in designing effective LTSS and consider multiple factors in addition to students’ prior learning.  These include the student’s grade level, the availability of resources and staff expertise in educating ELLs.
  In this section, LTSS will be described in terms of what needs to be taught (content) and the formats (instructional arrangements and approaches) that will facilitate student achievement.

What needs to be taught?  To provide enriched learning experiences at the elementary, middle and high school levels, LTSS should include, but not be limited to, the following areas according to student need.  In addition, these areas should be aligned with the school district’s curriculum:

· oral English proficiency for purposes of engaging in higher-order discourse and discussion;

· literacy and proficiency in English, including listening, speaking, reading and writing; 

· literacy in all content areas, including acquisition of academic English; 

· achievement of grade-level competencies in each content area; and

· competence in the application of effective learning strategies.

Not all LTSS students will need instruction in all of these areas in the same amounts.  For example, some students will exhibit well-developed English proficiency and literacy skills.  However, they will need to spend most of their time in content classes in which the teacher makes the necessary modifications, including the teaching of the academic language and discourse that appears in the content lessons.  Other students will be able to understand and discuss grade-level content well, but will experience difficulty in reading the textbooks or in completing written assignments.  Such students may need further literacy development in ESL classes or with reading teachers and specialists in addition to literacy assistance in the content-area classroom.  Other students may have well-developed language and content skills but struggle with new content because of poor study and learning skills.  Such students may need training in learning strategies within the content classroom and/or with the help of reading and math teachers/specialists.  

Instructional formats.  A given student may need the benefit of several teaching formats in order to profit from instruction and to make adequate progress.  In choosing which combinations of formats to use, it will be important for decision makers and teachers to integrate LTSS students with other students for the greater part of the school day, yet still provide the modifications they need.  

For example, high school LTSS students could take several subjects (e.g., math and science) in mainstream classes with teachers who use sheltered content strategies to facilitate their learning; attend regular physical education classes; receive reading support in a small class along with native English-speaking students; be grouped in a sheltered social studies class for ELLs only; and attend an English literature class with native English speakers that is co-taught by a mainstream and ESL teacher.   On the other hand, it would not be good practice to group LTSS students into separate sheltered content classes or periods all day, every day, at any grade level.

The following list of instructional formats is not exhaustive, but does include several of the arrangements and approaches that have facilitated learning for ELLs.  Staff members undoubtedly will propose the use of other formats that are beneficial for ELLs, such as cooperative learning, or recommend that certain formats or approaches be combined.  Technology, for example, can be infused in most of the formats listed below:

· sheltered content class periods organized for ELLs in specific content areas;

· content-area study in the mainstream with sheltered content teaching strategies used for the benefit of ELLs;

· participation in mainstream classes for subjects in which an ELL can succeed without modifications;

· classes for continued English language development, including ESL classes;

· co-teaching by the bilingual/ESL education teachers with mainstream teachers;

· reading/language arts support (e.g., a reading specialist or special materials);

· mathematics/numeracy support (e.g., a math specialist or math resource sessions);
· enhanced academic instruction, including, but not limited to, science and language laboratories, computers and other technology that can enhance instruction; and
· all other services and educational programs offered in the mainstream program, e.g., talented and gifted classes, and guidance and library services.

Some of the instructional formats that may be adopted will differ more than others in how they are implemented at the elementary, middle and high school levels.  In contrast to the example for high school LTSS students given on page 9, a fourth grade mainstream teacher may have a class of 25 students in which 10 qualify for LTSS.  When it comes time to teach math, he or she uses no modifications because the ELLs do not seem to need them.  When social studies is taught, the teacher uses sheltered strategies to present materials.   These strategies may include visuals, previewing the main ideas, checking out prior knowledge, and reviewing and teaching important vocabulary words that will be used in the lesson.  The teacher may choose to use these techniques with the whole class, not just the ELLs, when social studies is taught or co-teach social studies lessons with the ESL or bilingual education teacher.  For one of the class periods, the ESL and bilingual education teachers may provide a science lesson using sheltered teaching strategies for the LTSS students. 

LTSS Districtwide Team 

School districts should assemble a districtwide, broad-based team of professionals, including administrators and teachers, that understand second-language acquisition and its implications for teaching ELLs in the mainstream setting.  Such a team is needed to organize and oversee the provision of LTSS in the district.  It may include, but not be limited to, one or more individuals who serve in the following roles:

· bilingual/ESL education program directors/supervisors;

· principals or their designees;

· bilingual/ESL curriculum specialists;

· bilingual/ESL education teachers;

· reading/math specialists;

· mainstream classroom teachers; and

· guidance counselors.

Since bilingual education program administrators are required to organize, monitor, oversee and report to the State Department of Education (SDE) on all students who have not met the state English mastery standard, it is important that they take a leadership role in all aspects of the implementation of LTSS.   As such, it would be prudent to have them serve as co-chairpersons of the districtwide LTSS team.

Responsibilities of the LTSS districtwide team would include, but not necessarily be limited to:

· designing ongoing in-service training that LTSS instructional staff members will need for effective implementation of LTSS;
· reviewing districtwide data annually for all students and for those receiving LTSS to determine whether the achievement gap is closing;
· monitoring the effectiveness of LTSS on a districtwide basis and recommending modifications based on the analysis of student data;

· reviewing the individual student placement process as needed;

· providing technical assistance and support to LTSS school-based teams; and

· coordinating and meeting with LTSS school-based teams periodically.

It is recommended that the bilingual education director, or another representative of the LTSS districtwide team, serve on each school-based team.  If not, he or she should be available to school-based teams on an as-needed basis.

LTSS School-Based Teams

School districts also should establish school-based teams to monitor the progress of students and the effectiveness of LTSS at the school level.  Such teams may include, but not be limited to, one or more individuals who serve in the following roles:

· principal or his or her designee;

· bilingual education, ESL and mainstream teachers;

· reading and math specialists; and

· other school-based specialists, as appropriate.

For purposes of support and coordination, the LTSS school-based teams also should include in its meetings the bilingual education director or other districtwide representative of LTSS.  To avoid duplication and overburdening, LTSS school-based teams should be integrated into the school’s current meeting or team structure.  For example, LTSS school-based team members could become part of existing grade-level teams.

Responsibilities of school-based LTSS teams would include, but not necessarily be limited to:

· analyzing the progress and achievement levels of LTSS students in comparison to school and district student outcomes;

· determining individual student learning needs and programs;

· appropriately placing students in LTSS;

· monitoring and reviewing individual student progress;

· recommending needed changes in individual student learning programs; and

· reviewing and recommending needed changes in LTSS at the school level.

LTSS school-based teams should meet at least annually to place entering students who qualify into LTSS.  They should meet periodically to review student progress and recommend changes in individual learning programs.

Process For Determining Services For Individual Students

Student Data Analysis.  Determining individual learning needs is a prerequisite for matching students to appropriate instructional services.  To do so, the following types of student data should be collected and analyzed by the LTSS school-based team and shared with the teaching staff:

· annual assessment data, including scores for the Language Assessment Scales (LAS), Developmental Reading Assessment (DRA), Connecticut Mastery Test (CMT) and Connecticut Academic Performance Test (CAPT);

· records of student attendance, mobility, health, etc.;

· records of schooling in the previous 30 months in bilingual education or bilingual special education program, including overall progress in native and English language development; development of general English literacy and content-area literacy and comprehension; and content mastery through the native language and English;

· reading level as determined by such instruments as the DRA, Degrees of Reading Power (DRP), Individual Reading Inventory (IRI) and others;

· mathematics level;

· teacher comments on student performance; and

· other relevant information.
Determining Learning Needs and Monitoring Student Progress.   As mentioned previously, the purpose of LTSS is to enable students to meet the English mastery standard on the annual assessment and to function successfully in the mainstream classroom.  To do so, LTSS need to enrich and accelerate student learning.  

Therefore, it is necessary to seek a balance between what students know and can do upon entering LTSS and the further learning that must take place.  In an environment that aims to enrich and accelerate learning, students must be challenged without being frustrated and experience success rather than failure.  This means that learning experiences must build on observed strengths and not attempt “to make one size fit all.”  Consequently, the following factors must be considered when matching student needs to LTSS, recommending services on an individual student basis, and determining whether sufficient progress is being made toward attaining LTSS goals:

· Some older students enter the school system with limited formal schooling.

· As students advance in grade level, the academic and linguistic demands placed on them also increase, and the achievement gap commonly widens.

· Low-level literacy in the native language and a 20 percent mobility factor are commonly found among ELLs.

· Language skills transfer from the native to the second language and students with high fluency in the native language usually acquire English skills at a much faster rate.

· Elementary-level students can be very verbal in conversational English but may have a difficult time with the academic language; for this reason, they may not process effectively the specific language used in content-area classes taught in English.

· Middle and high school students may encounter the same difficulties.  Additionally, their content-area demands are much greater.

· Collaboration and planning among teachers enhance student progress.

LTSS have been characterized as a bridge to the mainstream program for students leaving a bilingual education program.  Also emphasized has been the need for such services to enrich and accelerate student learning in a balanced way.  This is so for two reasons.  One is that students receiving LTSS face increasing linguistic and academic demands as they advance in grade level.  The other is that they will be expected to achieve to the same standards as all other students.  

Since ELLs must leave the bilingual education program after 30 months, the responsibility of mainstream teachers for educating them effectively will increase significantly.  Therefore, it is critical that mainstream teachers be provided with long-term professional development, administrative supports and resources over time, and with ample opportunities to collaborate and co-teach with bilingual education and ESL teachers.  The remainder of these guidelines will address these issues.

LTSS RESOURCE REQUIREMENTS

ELLs must be afforded equal access to all educational resources and opportunities in a district to ensure their progress and the effectiveness of LTSS.  Since these services must enrich and accelerate student learning to high standards, it is imperative that school districts examine seriously the resources that will be required.  For example, most, if not all, districts will need to consider using or reorganizing the current staff and resources, reducing student/teacher ratios, and employing additional professional staff members and resources.  The “Report of the Early Reading Success Panel” highlights the need of teachers of ELLs for “adequate access” to the same resources as other teachers, e.g., access to a variety of books at a range of reading levels and access to specialists.

While adequate and appropriate resources must be provided to support and promote student learning in classrooms that provide LTSS, it is important, as indicated in the previous section, that instruction not only address student needs but also be aligned with the school district’s curriculum.  It is in this way that classrooms that provide LTSS using sheltered content teaching strategies will serve an as effective bridge to mainstream classes.  The remainder of this section will provide guidelines for the types of additional resources districts must provide to meet the academic needs of ELLs in the newly mandated LTSS.

Staffing should include:

· mainstream teachers trained in preservice and/or in-service contexts; and bilingual education and ESL teachers designated to provide LTSS with appropriate certification, background in second-language acquisition principles, sheltered content teaching strategies, and experience in teaching second-language learners;

· support staff with an understanding of second-language acquisition and sheltered content teaching strategies, including reading and math specialists;

· personnel qualified to provide training and cognitive coaching for LTSS teachers;

· personnel qualified to train and work with parents in supporting student achievement; and

· principals with an understanding of the needs of ELLs, of effective programming for them, and of the ways in which other factors can affect their learning, such as scheduling and staff/program supervision.

Classrooms should be:

· designated to include youngsters in LTSS with mainstream students; and

· characterized by lower teacher-student ratios. 

Materials and equipment should include:

· curriculum materials appropriate for students’ language and cognitive levels;

· equitable access to a professional library at each school, including videos and software that are available to all teachers;

· classroom computers and software accessible to LTSS students and members of the teaching staff;

· Internet access, computer labs, and language and science labs available to LTSS students and teachers; and

· website and e-mail capacity for teachers, students and parents for resources such as homework hot lines and contact with the home.

LTSS funding should include:

· local funds;

· state funds (students receiving LTSS are counted in the state bilingual education grant formula for local school districts); and

· federal funds, e.g., Titles I and III.

Staff supervision should be provided by:

· principals and department chairpersons who are trained to supervise educators of ELLs; and

· bilingual and ESL program administrators.

Resources for monitoring student progress should include:

· LTSS school-based team members trained to place students in LTSS, oversee student progress and assist teachers in making instructional decisions and changes;
· use of a student profile to record the progress of LTSS students and for making appropriate recommendations;
· student test data for determining attainment of the English mastery standard (required by the State’s bilingual education statute); and
· parental notifications regarding the provision of LTSS.
PROFESSIONAL DEVELOPMENT

A comprehensive professional development program is essential for supporting LTSS teachers, maintaining effective services and ensuring student success.  Training must include approaches and strategies proven to be the most effective for ELLs by current research and practitioner experience.  In particular, the “Report of the Early Reading Success Panel” emphasizes the need of teachers of ELLs for: 1) an extensive knowledge base about language and literacy acquisition and how to accelerate both second-language learning and literacy acquisition; and 2) knowledge about how to develop reading-related competencies, including word-identification and comprehension competencies.

Professional development cannot be seen as an isolated or single event but, rather, must be ongoing, focused on content and language and how to teach ELLs, enrichment-centered, practical and inclusive.  A school district’s ultimate goal should be to develop a staff that continues to acquire expertise in working with, and accelerating the growth of, LTSS students and all ELLs.

Staff members to be trained include:

All elementary, middle and high school staff members involved in the education of LTSS students, including teachers in the following areas:

· mainstream;

· bilingual education; 

· special education;

· speech and language;

· ESL; and

· reading and math specialists.

Other professional staff members who should be trained include:

· school principals and district-level administrators;

· curriculum specialists;

· guidance counselors; and

· content-area coordinators and department chairpersons.

Focus areas for training include the following:

Second-language acquisition:

· theory and

· related teaching practices.
Sheltered content instruction (for math/numeracy, science, social studies, etc.) in accordance with the four dimensions of the Sheltered Instruction Observation Protocol (SIOP):

· modifying instructional language; 

· lessons with language and content objectives;

· cognitive and metacognitive learning strategies; and

· focus on academic content and specific language.

Enrichment strategies:

· incorporating high expectations for student achievement;

· building on students’ prior knowledge and achievement;

· developing instruction that is age- and grade-appropriate and challenging;

· thematic interdisciplinary units;

· cooperative learning;

· use of videos and computers;

· critical thinking skills; and

· hands-on and discovery learning.

Cultural awareness:

· cross-cultural communication;

· cultural sensitivity; and

· knowledge of community.

Literacy and biliteracy:

· literacy development across the curriculum;

· influence of native language literacy on second-language literacy;

· effective second-language literacy strategies; and

· process writing.

Staff collaboration:

· team teaching or co-teaching;

· cognitive coaching;

· training other adults (e.g., delivering workshops to teachers); and

· forming task groups for joint planning.

Student placement:

· assessing student learning needs;

· matching available services to student needs;

· developing additional or more effective services; and

· resolving scheduling issues.

Student assessment:

· language and literacy assessment; and

· performance and portfolio assessment.

Parental involvement:

· two-way communication with parents of ELLs; 

· recruiting and training parents as volunteers;

· training and/or advising parents to support children’s learning at home; and

· parental input in decisions regarding curriculum and school governance.

CONCLUSION

These guidelines outline principles and practices of good teaching that are applicable to all students.  Moreover, all students in public schools must experience success while being educated to challenging standards set by local school districts and state departments of education.  

What distinguishes students who need LTSS is that they have had 30 months of growth in a bilingual education program but need more time, support and a program of studies that will accelerate their learning in order to meet the English mastery standard on the annual assessment and to function successfully in mainstream classrooms.  These guidelines must be well planned and, to remain effective over time, LTSS must have sustained administrative and parental backing, including a long-term program of professional development, sufficient resources and ongoing monitoring and supervision.  

The following points require emphasis:

· LTSS are a shared responsibility of mainstream, bilingual education and ESL teachers and administrators;
· LTSS must address individual student needs;
· each student’s English language acquisition stage needs to be considered when deciding appropriate services;
· closing the achievement gap benefits the entire school district; and
· overall effectiveness of LTSS is a districtwide and schoolwide responsibility.
LTSS will serve as a strong bridge or transition from the bilingual education program to the mainstream program to the extent that they address individual student needs, are aligned with the district’s curriculum, and challenge each student to further learning in an enriched, supportive environment.
For further information on legal requirements, guidelines and resources please refer to the State Department of Education website at http://www.state.ct.us.sde
If you have questions or need additional assistance, contact George P. De George, bilingual/ESL educational consultant, at (860) 713-6750 or by e-mail at george.degeorge@po.state.ct.us
GLOSSARY

Academic language proficiency, interpersonal communication skills, discourse, academic (language) functions


Academic language proficiency refers not only to an individual’s knowledge of the technical vocabulary, jargon and concepts of a particular discipline, e.g., mathematics, but also to skills in comprehending, speaking, reading and writing such language.  Comprehending a written math problem and explaining its solution is an example of academic language proficiency.  Explaining and demonstrating to someone the various ways of propagating plants (growing from seed, root cuttings, root separation and air-layering) is another example.  


Academic language proficiency contrasts with interpersonal communication skills that refer to nontechnical language acts, such as greeting friends, talking about the weather, light conversation around the dinner table or at parties, reading signs and writing short notes to friends and colleagues.  Discourse refers to any language sequence greater than the single word, such as multiple spoken sentences or extended speech, and written sentences, paragraphs and pages of text.  Academic language proficiency, therefore, includes not only the knowledge of individual vocabulary words, but also the ability to engage in spoken and written discourse on a given technical topic.  Discourse often is characterized by particular language features, such as if…then types of sentences in science and mathematics.  


Academic language proficiency includes the ability to use the language of academic functions such as informing, comparing, ordering and classifying.  These often have their own characteristic forms of expression.  For example, when comparing objects we use endings on adjectives such as taller and tallest or function words such as more insulated and most insulated or less insulated and least insulated.  When ordering items, we often employ ordinal numbers such as first, second, third, fourth, fifth and sixth.  

Achievement gap


The achievement gap refers to significant differences in performance levels, usually on standardized performance measures, among various student groups.  Typically, the performance data of students on standardized measures such as the Connecticut Mastery Test or the National Assessment of Educational Progress are compiled and then disaggregated according to student group, such as white students, Hispanic students and African-American students.  Average scores on the same measure for these student language or ethnic groups then are analyzed on a school district, state or national level to determine whether discrepancies in achievement are present.  If, for example, white students score 20 points higher, on average, than Hispanic students in reading or mathematics on such a test over a period of years, then there is an achievement gap among white and Hispanic students.

Cognitive coaching


Cognitive coaching is a nonevaluative type of teacher training based on a relationship of trust and respect between teachers and the coaches who observe them.  It consists of using various thought-provoking questioning strategies designed to help teachers understand their own teaching with greater insight, to think about their teaching, and to control and change it through their own decision making.

Contextual clues to meaning


The concept of contextual clues to meaning comes from language-acquisition theory.  We acquire language by understanding what people say to us or write to us by understanding the “input.” We make what we are saying or writing understandable to others by using “extra-linguistic” clues such as pictures or other visual aids, body language and physical demonstrations.  Providing contextual clues to the meaning of what we are saying or writing is especially important when teaching English or content areas in English to English language learners.


People also will understand what we are saying or writing to the degree to which they understand the topic or the concepts we are expressing.  Before we discuss a certain topic, therefore, we need to determine how familiar our listeners or readers are with the topic, i.e., we must determine their prior knowledge.   If they know little or nothing about the topic of discussion or of the reading, i.e., if they lack prior knowledge, then we need to stop and engage them in activities and experiences that will help them understand the topic.  For example, if we wish to discuss growing plants and the students know little about the topic, then we need to bring them out to a garden and get them familiar with soil, plants, roots, planting seeds, transplanting seedlings, watering, etc.  


Therefore providing contextual clues to the meaning of spoken and written language has two aspects: 1) using extra-linguistic clues to signal the meaning of what we are saying or writing, and 2) creating familiarity with unknown topics or concepts.  With English language learners it is important to use contextual clues to meaning in teaching both English and subjects through English, to determine their familiarity with topics covered in spoken and written English, and to introduce them to unfamiliar topics and concepts.

Co-teaching, team teaching and collaboration


While these three practices overlap, there are several important distinctions that need to be made among them.  Co-teaching is an instructional practice in which two or more educators or other certified staff persons:

· share instructional responsibility 

· for a single group of students

· mostly in a single classroom or workspace

· for specific content/objectives

· with mutual ownership, pooled resources and joint accountability, although

· each individual’s level of participation may vary.


Team teaching refers to a situation in which two general education teachers combine classes and share instruction.  It differs from co-teaching in two ways: 1) in co-teaching, the teacher-student ratio is greatly improved; 2) in co-teaching, two significantly different orientations toward teaching are blended.  On the middle school level, team teaching often refers to a process for planning interdisciplinary instruction, but not sharing instructional delivery.


Collaboration refers to how individuals interact, not the activity they are performing.  Consequently, activities such as co-teaching, problem solving and consultation may or may not be collaborative.

English-as-a-second-language (ESL) instruction and English-as-a-second-language (ESL) programs

ESL instruction refers to classes in which English language learners (ELLs) learn to listen, speak, read and write in English.  Typically, both interpersonal communication skills and academic language proficiency are developed.  An ESL program refers to a total educational program for ELLs, that is ESL instruction as well as instruction in the content areas such as math, science, social studies and literature.  These subjects are taught in English, but with modifications that make them understandable and accessible to students who are still in the process of acquiring the language.

English immersion programs


As used in this document, English immersion programs refer to the English mainstream education program.  ELLs that are placed in the mainstream program are said to be immersed in English if  supports such as ESL and sheltered content instruction are not provided.

English language learners (ELLs)


This term refers to students from non-English speaking homes that are in the process of acquiring proficiency in English.  Another frequently used term is “limited-English- proficient”(LEP) students.

English mastery standard


In 1999, the State Department of Education developed an English mastery standard for the language proficiency and academic achievement tests that comprise the annual assessment.  The standard for each test is a score that students are expected to attain during, or at the end of, 30 months in the bilingual education program.  For the English language proficiency test, the standard is the fully proficient score in the areas of listening, speaking, reading and writing.  For the Connecticut Mastery Test, students must achieve above the intervention level or better on the mathematics, reading and writing tests.

Language acquisition, language learning


Language acquisition is the process of “picking up” a language by interacting with fluent speakers of that language.  It is the process whereby children learn their native language at home.  As a result, an individual can acquire additional languages; hence the term second-language acquisition.   Language learning, on the other hand, implies being taught a language in a classroom or tutorial situation.   Classroom activities such as explicit teaching of vocabulary, grammar, reading and writing all are indicative of language learning.  

Language proficiency (listening, speaking, reading, writing), achievement


Language proficiency refers to the language skills that an individual has, regardless of how that individual acquired them, and with no reference to a specific course of study.  Language proficiency is complex and encompasses the areas of listening, speaking, reading and writing.  Examples of listening/speaking skills include: comprehending a spoken question and responding appropriately; expressing feelings; and explaining a process (e.g., operating a computer program).  An example of reading proficiency is comprehending the meaning of written texts over a varied range of topics as demonstrated through a verbal or written explanation.  Writing proficiency can be shown by such tasks as conveying a set of directions in writing that can be understood or by writing an analysis of research.  Proficiency should not be confused with achievement, which is the content one has learned through a specific course of study such as a history or literature course.  The knowledge and skills learned in such a course are measured by an achievement test that is based on the course objectives and content.  Language proficiency tests measure sets of skills identified as important by the test maker, with no reference to a particular course of study.  Individuals may, of course, possess proficiency in more than one language.

Language transition support services (LTSS), annual assessment


LTSS are instructional services required for students who have exited a program of bilingual education after 30 months without having met the English mastery standard on the annual assessment.  The purpose of LTSS are to enable these students to achieve the mastery standard and to function successfully in the mainstream classroom.  Services consist primarily of continued English language and literacy development, as well as content-area instruction, with modifications and support that facilitate learning for English language learners (ELLs).  Section 10-17f of the Connecticut General Statutes requires that students in bilingual education programs and in LTSS be tested annually in English language proficiency and in academic subjects, hence the term annual assessment.  

Mainstream program, bilingual education program


The mainstream program refers to the regular school program in which instruction is conducted in English for native English-speaking and English-proficient students.  The term bilingual education program refers to an educational program for English language learners (ELLs) conducted in English and the students’ native languages.  ELLs are taught the same curriculum as students in the mainstream program, but in their native languages as well as in English, and receive instruction in English listening, speaking, reading and writing, commonly called English as a second language (ESL) or English for speakers of other languages (ESOL).  Eventually, the students reach a level of English academic language proficiency and literacy that allows them to perform all of their studies in English.

Process writing


Process writing is a way of teaching students to write that involves the following phases: 1) prewriting; 2) conferencing between teachers and students or between students; 3) drafting and revising; and 4) editing surface-level errors such as spelling, grammar and word order. 

Sheltered content instruction


Sheltered content instruction refers to the modifications that teachers employ in making content-area instruction in English understandable and accessible to ELLs and that enable the students to express what they have learned.  Teachers modify instruction by:  

· using a level of English that students can comprehend (simpler words, shorter sentences, slower pace, more pauses);

· using many contextual clues, such as pictures, manipulatives, hands-on activities, graphic organizers, body language, films, slides, computer programs with graphics, etc.;

· accessing students’ prior knowledge;

· preteaching major concepts and introducing students to unfamiliar topics; 
· teaching the academic language as part of content teaching – this includes introducing new and important words and modeling discourse features that students are likely to encounter in content-area readings and verbal discourse; and

· introducing students to learning strategies that will help them understand and acquire the new content, such as selective note-taking and skimming chapter titles and subheadings. 

Transfer of reading skills from one language to another


When children learn to read, they acquire a complex set of skills that can be transferred to additional languages that they may acquire.  For languages that employ alphabets, such as English, some of the reading skills and concepts that are most likely to transfer include: sound-letter correspondence; directionality, i.e., reading from right to left or from left to right; skimming and scanning text; and using context to ascertain the meaning of unknown words. 
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