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CONNIE: Good morning.  Welcome to English Language Learners in Special Education.  Is that what you 

thought you came for?  Good.  You're in the right room then.  We are here at PaTTAN.  We're 

representing PaTTAN.  As you know, PaTTAN has funding from the Bureau of Special Education to build 

the capacity of local agencies to serve students with disability.  We are talking today specifically about 

English Language Learners who may have been identified for Special Education Services.  Our -- the 

goal is for every student to be in a least restrictive environment.  That's part of PaTTAN mission.  Okay.  

We're going to talk about some acronyms just to make sure we're all on the same page.  ELL is what?  

ESOL is what?  English for Speakers of Other Languages and ELL is a student.  And ESOL, ESOL or 

ESL, the next one are programs of instruction.  We don't talk about those with the ESL kids.  The students 

are English Language Learners, the programs, the instruction is English for Speakers or Other 

Languages or what's ESL?  English as a Second Language.  Okay.  And the last one, LEP? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Limited English Proficient students refers to children students the same way ELL does, LEP is 

the Federal Language in the Federal Laws.  When you read about students who are learning English, 

they are referred to as LEP.  Here, in our state and commonly in the literature, it's ELL, English Language 

Learners.  Okay?  Next.  L1 is?  L2?  First language and second language.  How about C1?  And C2?  

First culture, second culture.  Right?  We will be referring to culture later on this afternoon.  W-APT is?  

WIDA Access Placement Test.  It is a state mandated test for students new in the district to identify a 

placement level of English proficiency.  And ACCESS for ELLs, raise your hand if you can say that whole 

name.  What does it stand for?  Nobody wants to try it.  I can't do it either, so it's all right.  Assessing 

Comprehension and Communication in English, State-to-State for English Language Learners.  ACCESS 

through ELLs is what?  What is it?  State mandated test of what? 

AUDIENCE MEMBER: Language Proficiency. 

CONNIE: English Language Proficiency.  Thank you.  Yes.  For those of you in Special Education, we do 

have an annual state test like PSSA only this is to measure English Proficiency Development.  And we 

will talk much, much more about W-APT and access later this morning.  So, as I mentioned earlier, if you 

have questions, please write them on one of the post-it note and post it way over there on the parking lot. 

ANA SAINZ DE LA PENA: [inaudible] 

CONNIE: For people in IU 6, email your questions to mariestrobel in -- @PaTTAN.net. 

ANA SAINZ DE LA PENA: Okay. 

CONNIE: Okay.  Quickly we're going to go over some myths, some common myth about English Learners 

in Special Education.  The first one, if an ELL is failing in General Education, there's no harm in putting 

them in Special Ed because at least the other groups are small and they'll receive individualized attention.  

True of false? 
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AUDIENCE MEMBER: False. 

CONNIE: False.  Why is it false, who can tell me?  Why -- yes, why is it false, Kelly? 

KELLY: It's not a disability. 

CONNIE: It's not a disability, absolutely right.  They're not eligible at that point in time.  We don't put 

people into a program for which there is no evidence to support their being in that program.  Okay.  

There's a three-year rule before we can refer an ell for evaluation, true or false? 

AUDIENCE MEMBER: False. 

CONNIE: False.  What is that false, folks? 

ANA SAINZ DE LA PENA: Case by case. 

CONNIE: Case by case, absolutely.  Childhood comes into the building unable to see and also an English 

learner needs to be given Special Education or Blind Services as well as English as a second language.  

All right?  It is case by case and there is no time rule.  We have to wait five to seven years for ELLs to 

develop their English language skills before we can rule out language as a cause for disability because 

we know it takes five to seven years to develop academic language, so we wait.  True or false?  False.  

Why is it false? 

SHARON: Disability in there own language. 

CONNIE: They could have a disability in their own language.  Thank you, Sharon.  There is no time rule.  

We just said that.  The time rule is not three years and it's not five to seven.  There is no time rule.  All 

right?  Once an ELL has an IEP, he or she does not need to have ESL instruction because the student is 

already getting individualized instruction from Special Education.  True or false? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: False.  Say it again. 

AUDIENCE MEMBERS: False. 

CONNIE: One more time. 

AUDIENCE MEMBERS: False. 

CONNIE: WHY is it false? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: English Language Learners by definition need instruction in ESL.  It is also a state regulation.  It 

is mandated in Pennsylvania.  Some of you may have come as teachers from another state.  In 
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Pennsylvania, ESL is mandated for English learners and that's daily instruction.  ESL is an intervention.  

So ELLs need to be in RtII, what we call Tier 2 and Tier 3.  True or false? 

AUDIENCE: False. 

CONNIE: False.  Why is it false? 

AUDIENCE MEMBER: ESL is core curriculum. 

CONNIE: ESL is core curriculum.  All ELLs need to have ESL instruction.  And that's Tier 1 in an RtII 

system.  How many of you were in schools or districts that use RtII as your Multi-Tiered System of 

Support?  Two, three, four, five, six.  Raise your hands one more time so we can -- okay.  We will be 

referring to a Multi-Tiered System of Support or RtII and this one specifically relates to intervention Tiers.  

ESL is core instruction, it occurs in Tier 1.  Okay.  So, we've gone through myths.  Our hopes for today 

are that you recognize linguistic, cultural and experiential background of ELL.  We call this the Ecology.  

Besides being English learners, we need to look at the Ecology of English Language Learners as key 

components to a referral process.  Next, we hope to explain opportunities to learn and looking carefully at 

whether or not an ELL has had an opportunity to learn before making a decision for disability.  And then 

finally discuss the roles of the members of the team in either a multidisciplinary team or an IEP team who 

needs to be present and what information does that person need to bring.  How many of you in this room 

have served on a multidisciplinary evaluation team?  Lot of you, oh good.  How many of you have served 

on an IEP team?  Good.  An equal lot of you.  All right.  When we talk about English Language Learners 

and the Ecology and the opportunity to learn, we need to be cognizant of issues of culture and issues of 

equity.  And in order to be cognizant of those, we have to look at policies, practices and people.  Policies 

clearly relate to one of the policies under which you function.  For example, idea policy and in ESL, we 

have one state regulation 4.26 and a number of Federal Regulations.  How many of you have in your 

district or in your school a manual that delineates the policies and then follows up with the practices that 

we do in this school for Special Education?  A written handbook of policies and practices, I see a few 

shorter--yeah, quite a hand.  Okay.  How many of you have a handbook of policies and practices in your 

school or in your district for English Language Learners?  Almost the same people.  Interesting.  Nobody 

should leave this room today without starting the outline of your policy manual.  And how many of you 

within -- with a Special Education policy manual address English learners in that manual?  Right.  That's 

the page you've got to write before you leave here today.  And how many of you with an ESL manual 

handbook address students with disability who our English learners?  Good.  What district are you all 

from?  Pocono Mountain.  And you?  Mechanicsburg.  Yes.  My nephew is there.  Okay.  Yes.  School 

District of Lancaster, yes you are.  Okay.  Those are the folks that don't have homework when they leave 

the room.  But the rest of you, yes, got to do this.  People, sometimes it's people who are standing in the 

way of best instruction for English learners and/or students with disability.  We will discuss the rest of this 

as we go on today.  In a Multi-Tiered System of Support which we call RtII in Pennsylvania, were 

interested in student outcomes.  Improving student outcomes is what RtII is about.  And a Multi-Tiered 
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System of Support involves systems, practices and data, looking at evidence.  So, we will be discussing 

also today, systems, practices and data or evidence that define the Multi-Tiered System of Support.  We 

are supporting social confidence, academic achievement and safety.  Multi-Tiered System of Support also 

supports student achievement and appropriate behaviors.  It support staff behaviors and finally, decision 

making, the data or evidence are used for making decisions.  Okay.  We will be just talking about this 

more as the day goes on.  This is chapter four, Pennsylvania's curriculum regulation 4.26.  It is the 

regulation with regard to English learners.  Every district shall provide for each child a program for the 

purposes of improving their English proficiency and they're meeting the PA core standard.  Only one child 

in the district there must be a program.  The programs in this section shall include Bilingual-Bicultural 

Education or ESL.  How many of you represent a school or a district that has Bilingual or Bicultural 

Education?  Which school? 

AUDIENCE: in Bethlehem. 

CONNIE: Bethlehem School District.  Okay.  Anyone else?  All right.  In the most -- for the most part in 

Pennsylvania, what we have is ESL instruction.  Bilingual Education is also legally permitted.  We just 

don't have very much of it so we tend not to talk about it, but you should understand that it is equally 

valued as English as the Second Language Instruction, okay?  And ESL program, most of you have seen 

this one before because it's my favorite.  An ESL program consist of ESL instruction, daily period of ESL 

instruction and the rest of the day as modification or accommodation to the student in every other class 

the student attends.  Modification, accommodation to the student based on his or her English Language 

Proficiency Level.  So that means in Math, that means in Gym class, that means in Art, that means in 

Science, in Social Studies, there are accommodations and ESL is a daily instructional time.  2006 -- no, 

6270 ELLs with IEPs and this is somewhat old statistic in Pennsylvania but that comes out to one in eight 

students who are English Language Learners have been identified for Special Education and have an 

IEP.  How does that sound to you, one in eight?  ELLs has a disability.  Yes, sir.  Yeah.  Uh-hmm. 

AUDIENCE MEMBER: It sounds like the [inaudible] well, the evaluation in Special Education [inaudible] 

CONNIE: Sounds like there's a crisscross for identification or a myth identification of some folks.  Special 

Ed folks in the room here, what should be the percentage of students with disability in our state? 

AUDIENCE MEMBER: I think 20% to 15%. 

CONNIE: Fifteen percent. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: One in eight is something like 18. 

AUDIENCE MEMBER: Huh? 

CONNIE: Eighteen. 
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AUDIENCE MEMBER: Twelve and a half. 

CONNIE: Twelve and a half, okay.  You're right, twelve and a half.  Okay. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: and the majority of these students are in the learning disability category.  The majority of ELLs 

with an IEP are in the LD category.  Also the percentages of ELLs with an IEP are greatest in districts 

with fewer than 20 ELL.  How many of you represent a district, not a school but a district with fewer than 

20 ELLs?  What district? 

AUDIENCE MEMBER: Stanville. 

CONNIE: Stanville, okay.  Anyone else?  What district? 

AUDIENCE MEMBER: Benton. 

CONNIE: Benton, okay.  So, in districts where there are greater numbers, we're doing a better job at 

identification or non-identification.  And in districts where there are fewer numbers, Anna and I and Paula 

are aware of a district with nine ELL, nine IEP.  I see a problem there.  I don't know if that bothers you but 

that bothers me a lot.  Yes, sir. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: There are lot of reservations when a district is referring and identifying so many ELLs and even 

though we have -- we say we have good school psychologist and we trust them, there still is a gut 

problem with why are so many ELLs being identified for Special Education and specifically for learning 

disability?  Okay.  Research demonstrates that the least amount of language instruction which is to say 

when ESL is not occurring daily and occurring for an appropriate amount of time daily, the least amount of 

language instruction are -- the students are most likely to be referred for an evaluation for Special Ed.  

What is that telling you?  We need to be more -- not -- but not so much more as appropriate quality, 

certified Program Specialist teacher, we need to be sure that our ESL program is strong before we can 

say, "Oh, it looks like this child has a disability."  We talk about that a lot in Tier 1, is you Tier 1 strong?  

Well, is your Tier 1 strong for English Language Learners?  Okay.  Turn and talk at your tables.  See if 

you can answer these questions.  Okay.  I'd like to hear from IU 6.  What is the country of origin of the 

majority of English learners in Pennsylvania, IU 6? 

AUDIENCE MEMBER: I can't [inaudible] 

CONNIE: What do you think IU 6, country of origin of the majority of English learners in Pennsylvania?  I 

can see someone talking but I can't hear. 

AUDIENCE MEMBER: There you go. 

AUDIENCE MEMBER: Yeah, go head. 



6 

 

AUDIENCE MEMBER: Okay. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Okay.  Go ahead now. 

AUDIENCE MEMBER: Four countries are in my mind, China, Mexico, Philippines and Saudi Arabia. 

CONNIE: China, Mexico, Philippines and Saudi Arabia, yes. 

AUDIENCE MEMBER: Possibly. 

CONNIE: Say it again? 

AUDIENCE MEMBER: Yes, possibly. 

AUDIENCE MEMBER: Yes, possibly.  China, Mexico, Philippines, Saudi Arabia. 

CONNIE: Those are certainly four countries. 

AUDIENCE MEMBER: Yes, they are. 

CONNIE: Good try.  Thank you. 

AUDIENCE MEMBER: Question. 

CONNIE: Hang on one minute and then I'll come back to you for the question. 

AUDIENCE Member: Okay. 

CONNIE: Country of origin the majority of English learners in Pennsylvania is?  Real loud.  United States 

of America.  Our English learners are born here. 

AUDIENCE MEMBER: That's a very good question. 

CONNIE: And you do know this is the fourth largest Spanish speaking country in the world.  Okay.  

Question at IU 6.  Do you have a question? 

AUDIENCE MEMBER: No. 

AUDIENCE MEMBER: No. 

AUDIENCE MEMBER: No. 

AUDIENCE MEMBER: Nope. 

CONNIE: Okay.  Questions here?  You're with us so far?  Good.  That's a good sign.  Okay.  Do you have 

a sense of how many English learners with IEPs there are in your district?  Anyone with greater than 20 in 

your district?  Anyone with greater than 30 in your district?  Greater than 40 in your district?  Okay.  Time 

to start looking carefully at your identification process.  Yeah, please.  In the handout package that you 
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received, there is an article called Asking the Right Questions, probably the third item or fourth in your 

handout packet if they are still in any order.  Do you see an article called Asking the Right Questions by 

Catherine Collier?  We're going to begin with the idea that when students who are ELLs come before a 

multidisciplinary team for an evaluation that the key is asking the right question.  You either have or have 

not asked enough questions and the right questions for identifying the difference which you so well 

pointed out is extremely difficult to do, identify the difference between language development and 

language disability.  So we're going to take a few minutes to read this article and what I'd like you to do is 

mark, highlight, circle, underline something, a piece of information that stands out you as an, "Aha, oh, I 

didn't know that or, oh, I haven't thought about that or, oh yeah, that's really important."  Mark it in your 

article.  Okay?  I want you to take about 10 minutes now and read the article.  Okay.  As you finish up, I'd 

like you to just go around your table in a round-robin, each person tell the group what was the, "Aha," or 

idea that you underlined or highlighted as you read the article, what stood out for you?  Go around the 

table and tell each other.  Accompanying this article, you have a handout of a single page.  Can you find 

the handout with a single page that says Language Learning or Disability, Asking the Right Questions, a 

handout that says Language Learning or Disability, Asking the Right Questions.  All this is, is a cutout of 

the article.  If you noticed down at the bottom of the first page, what information do we need and then 

over on to the second page, those bulleted statements, this handout is simply those bulleted statements.  

All I did was put it on one page, so it wasn't split between two pages.  Okay?  You found this handout, 

everyone has this one?  What use could you make of this handout in your school or in your district, what 

could it be good for?  Anyone, how could you use this list of bulleted questions or item in your school? 

AUDIENCE MEMBER: Share it with IEP. 

CONNIE: Share it with an IEP team.  How about bring it to the meeting of the IEP team? 

AUDIENCE MEMBER: Yes. 

CONNIE: And share, pass it out.  Anyone else? 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Give it to all the teachers before they make a referral decision.  Don't think about sending this 

child until you've looked at the list.  All right?  Anyone else?  All you guys are behind in your homework 

already.  Nobody gets a check.  This goes in your policy manual, the ones you need to write.  Yes?  Yes.  

Please put it in the manual and then give it to everybody who needs it.  Okay.  Ana is going to take a turn.  

Did you get to flick -- clip -- clicker? 

ANA SAINZ DE LA PENA: Yeah.  Okay.  Can you hear me well?  Yes?  No?  Yes.  Okay.  All right.  We 

will continue then after -- we look at the questions after we think about where can we actually use this 

information to improve our procedures because I'm sure everybody and every district has procedures that 
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go attach to policy that really -- you know, it's a matter refining our work.  Sometimes these procedures or 

these policy manuals have been created ten years ago maybe or five years ago and they are not revised.  

So maybe now it's time to revise it because things have changed from 10 or 15 years ago and we need to 

keep up with these procedures.  And I always talk about something in writing because in our field, Special 

Ed, in ESL, in our field, there is a lot of new people coming in and at the same time, there is people 

leaving.  And if everything is left to -- oh, you know, Becka here, she knew everything about how to do 

this but now Becka left and she went to California.  Now, what do we do?  Well, we're hiring this new 

person Wanda.  Wanda has no idea.  So she will have to start from scratch.  And that's what happens, 

the gaps are created in procedures.  The gaps are created because policies and procedures are not 

revised or reviewed -- excuse me, every year when you meet with new principals.  You think about 

teachers, talk about principals.  Sometimes principals walk into schools where there are ELLs but they 

have no idea what kind of programs they are implementing there because there's a not a handbook that 

explains the program.  There's not a handbook that explains -- by the way, we have five levels of English 

Language Proficiency and you have these teachers that do ABC, nobody is giving them the road map.  

So policies, practices and people has to work, you know, with a special kind of rhythm to make it work 

and that's what we're going to talk about as we move ahead.  So whenever we talk about is it a language 

barrier or a learning disability, we already heard Connie saying that we have a program when we have all 

the teachers who see this child really understanding the levels of English language proficiency.  We also 

need to understand that our programs need to be monitored internally through data.  We cannot continue 

to implement programs that are not giving us the results that we expect because we don't even look at the 

result.  So we just continue to do the same of the same and then we still hope that children will learn.  So 

we have to be a little bit more, you know, targeted in how we look at our program effectiveness as in a 

multi-tier systems of support, we are looking at student's outcome.  Are they learning?  How do I know?  

Where is the evidence?  So it's not about teaching.  It's about learning what we need to worry about and 

sometimes we don't.  So those are the kinds of things that I think are important to ask, the handle gets 

important.  I was just in another training with my colleague, Dr. Lilienstein, in Tier 3 training and we talked 

about a manual that really spells out what happens or how do we proceed to identify and work with 

children in Tiers 2 and 3 and the RtII model from Miami-Dade School District.  And, you know, Miami-

Dade School District has 398,000 students, 398,000 students and 350 schools, but you know what, they 

got it because there is consistency.  They look at their manuals and their procedures and they send it and 

it was the same in every school.  So if I go to school a, they will be doing the same kinds procedures in 

regards to RtII at school C that happens to be 50 miles away from that other school.  So, in our districts, 

we don't have that many students, but the only way you can work effectively is by considering these three 

aspects.  Are we implementing the ESL program with fidelity, coherence, and vigor?  How do I know?  

Where is my evidence?  Is there any ESL program handled with procedures and guidelines?  Where is it?  

I mean, your principal, I want to see your handbook.  Is the district administration monitoring their results 

of assessment to measure program effectiveness, how many in your school district look at the access 
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rate of scores and figure out whether, you know, the program is working?  But yet, we really think that 

sometimes we're just in such a hurry.  And many times when I go to districts, sometimes I ask where is -- 

where is your accessorial data?  And principals look at me like I have three heads or I ask somebody 

else, you know, from central office, "So are you incorporating access data to make those decisions?"  And 

they say, "Access?  What is access?"  I asked the ESL teachers, "So how do you know these children are 

not moving ahead?  Are you using the growth models implemented by WIDA in 2009 to see whether your 

students are really growing in language acquisition and listening, speaking, reading and writing?"  "Oh, 

okay, I have to look into that."  So, it is important.  The Bureau of Special Education actually came out 

with a PennLink in October of 2010 where it tells you right there, there is a checklist.  Before you even 

refer a student for evaluation, are you looking at this?  And this comes from the Bureau of Special Ed.  So 

we have to understand that there are guidelines but the guidelines are -- sometimes are not even read or 

people -- one person reads it and then doesn't give it to others that are supposed to know also.  We have 

a program and we are 4.26.  Why?  Because we have standards.  So part of having a program is having 

every teacher who works with the ELLs knowing that there are standards, English Language Proficiency 

standards.  And then they have to embed some of that in Algebra, in Science, in Social Studies, in all of 

the courses that have been designed for the children who are sitting in front of them because that's who 

you are teaching.  You are not teaching the children that, you know, were used to create the teacher 

manual; most of them were created for Texas anyway.  So you have to understand that some of the 

strategies that work with some students, you have to try them to see if they work with your students 

because you have to know your students, right?  What is that?  Where did you see?  You have to know 

your students or knowing your students is part of your evaluation.  Where have you seen that phrase, 

know your students?  Anybody?  Teacher evaluation is coming, so what is our framework?  Danielson's.  

Right.  The main one.  Plan your instruction based on what?  Know your students, right?  So you don't 

plan instructions for kids that are not there.  So you have to look at the ELP standards because they are 

important.  And they are important because we have to take our students in all the content areas from, 

you know, information to ideas and concepts.  Very important.  Many times we stay here, we get stuck 

here, and not just with the ELLs, let me tell you, you know.  So think about this; information, ideas, and 

concepts, that needs to happen.  How do I know I have a program?  As we know in Special Education 

there's always a compliance issue, right?  You are monitored for compliance.  In ESL, there's also 

compliance.  In ESL programs, we have -- you have in front of you with one of your handouts because 

you won't be able to read all of these tiny little letters here.  But you have a handout that says, Program -- 

Core Program Compliance Reference Chart -- Core Program Compliance Reference Chart.  So when you 

go back to your district -- and Connie gave you the homework of developing your manual or your 

handbook.  Your handbook needs to reflect that.  So you already have a little bit of a skeleton there.  

Okay?  In your handbook, you have to talk about how do you identify children because the law says so, 

that you need to identify following certain steps, using certain assessments.  So in your handbook, you're 

going to write about that then the, you know, because if you don't do that, there is -- there are court 
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cases.  Actually, parents can sue the district if these things are not happening.  We're very lucky that 

many parents don't even know that these things need to happen.  But when an advocate will come and 

they call the education law center, they'll come with that little chart and look and see whether you are 

complying because that's the law, not a choice.  So your handbook needs to have those components.  All 

right?  So what I gave you is a little skeleton, so you can actually start infusing your own policies and 

procedures in your district and work it out from there.  All right?  So the very first part which is, you know, 

why we are looking at ELLs in Special Education and why we are looking at the area where we say, how 

do I -- we really assure as, you know, the gentleman back there said, "How -- it is hard to make sure that 

we really can say yes, this is not the language barrier, it is a disability."  So one of the first steps is really 

to know whether the learning is happening because we have a sound, you know, program and 

compliance.  So we are going to look at this section where we talk about assessment.  And as we go 

along, we will be looking at a little bit more than just assessment.  Assessment is a very big word in 

Special Education.  It's a big word in -- with psychologists and it's a big word actually with accountability 

has come assessment, you know, big A, assessment.  And psychologists have, you know, different 

assessments to measure, different aspects of learning.  Teachers have different assessments to measure 

whether the child is acquiring the skills that you have presented or you have taught.  There is 

accountability assessments that we use to say whether a system is working for the children who attends 

school in that system, right?  With no challenge behind.  Assessments came up, you know, with a very -- 

like a very strong way for us.  But we also need to understand.  And when we talk about assessment, we 

have to understand that there is this issue that we talk about in the area of learning and culture -- or 

culture and learning, which way you want to look at it.  It is important to consider the cultural experiences 

of our students.  That is why even when we develop -- when, you know, the publishers developed items 

for PSSA or for Keystone, there is a whole team who reviews those items for bias, for cultural bias, okay?  

And that is why it is important.  And why is it important to understand the cultural bias in assessment?  

Why do you think it is important?  Wanda, why do you think it is important? 

WANDA: The overall students' knowledge or background is going to impact their ability to be able to take 

those assessments fairly.  If it's culturally biased, they're going to be at a disadvantage. 

ANA SAINZ DE LA PENA: Very good.  Absolutely.  There is that word, disadvantage.  Because if I norm a 

test for the people who is sitting in this table and I say, you know, I am norming my test, it's a 

standardized assessment with the people sitting in this table with their own experiences, with their level 

of, you know, academic abilities.  And then I go to Peru where I am from, I take the same test and I will 

give it to teachers in Peru and I will give it to them in English.  How would that be that I would get the 

same kinds of results or I will be able to score it even to reflect what the test was normed with?  So, that is 

why in assessment, you will always hear about the cultural experiences.  But many times when we look at 

some standardized assessments, we sort of take those assessments as well, that's the way it is.  And the 

scores of these children show that they can't do ABC or they have delays here and there.  So we have to 

understand that assessment really is also based in, you know, how do we look at validity and reliability of 
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that test.  And what this Jerome M. Sattler in 1992 said, "The test content and materials, the language in 

which questions are phrased, the test directions, the category for classifying their responses, the scoring 

criteria, and the validity criteria are all cultural bound."  So that -- with that said, think about, you know, 

looking at other measures, not just one measure because chances are we will be looking at something 

that is not going to tell me what I want to know about a child.  So in other studies, I think it was Ortiz and 

Ochoa also looked at the tests are culturally loaded, tests require language communication, of course.  

And sometimes, we might not be measuring a child's knowledge but we will be measuring maybe their 

English language proficiency as we give tests that haven't been accommodated or haven't taken any 

consideration about other -- students with language barriers, okay?  So we have to be careful.  This is just 

for you to think about other ways that we can collect data and also other ways that we can look a test.  

The famous question that comes here is, you know, how reliable and valid is the test when we talk about 

culturally diverse students?  And again, Rose Ochoa and Ortiz in 2005, all of them are psychologists who 

worked intensively with the idea of bilingualism and by culturalism when we give a test -- a psychologist 

for students specifically, you know, IQ test and in general, any other -- any other kind of tests.  So one of 

the things that you always hear and I always give that is -- "Ana," they call me on the phone, "I have this 

student in kindergarten and he is from Vietnam.  So can you please give me the name of a psychologist 

that -- psychologist that speaks Vietnamese and so they can assess this child?"  And -- or any other 

language, I mean, all different kinds of language.  Burmese, can somebody speak Burmese, you know, a 

psychologist that is bilingual in Burmese and English.  And what we know now is that -- okay, being able 

to communicate in an individual native language is a value.  It is important but it is secondary 

consideration.  Simple language match does not guarantee in unbiased assessment.  So, the fact that 

you speak another language doesn't give you the skills necessary to understand second language 

acquisition and understand all the programs that are, you know, in place for that student.  So, a student -- 

a psychologist that is bilingual because this is what I -- they always -- they always asked for that, bilingual 

psychologist -- it's not just the person that speaks another language.  It has to be a person that, you 

know, understands second language acquisition, the levels of English language proficiency, the process 

of second language acquisition, and can actually determine through different lenses, through different 

collection of data whether it is a language barrier or a disability.  So, many times the issue that you speak 

another language doesn't give you, you know, the hard blanched skills to solve or answer all of these 

questions.  There has to be specific training that needs to happen.  Okay?  Sometimes, we need a team 

approach.  And many times, you know, they also ask for somebody that can translate the test.  Can you 

have -- send someone that can translate the questions?  And I always have this little story about this little 

five-year-old child from Puerto Rico that the aide was translating in a -- an IQ test.  And one of the 

questions that the psychology asked was, "So, what do you need to dance?"  And the little boy, hmm, 

thought about it and he yelled, "[speaking in foreign language] I need a woman."  So what do you need to 

dance?  "I need a woman."  And the psychologist said wrong because the answer was I need music.  

What do you need to dance?  Music.  And the aide who was translating there who happened also to be 
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from Puerto Rico started to argue about it.  So, you see how you can actually, you know, make mistakes 

even if you are looking for someone.  So, we also look at -- again Ochoa, Ortiz, and Rhodes who really 

said that the other piece that is missing is understanding the development of English language proficiency 

or second language proficiency.  That needs to be there as part of the whole piece.  As part of -- how do 

people acquire languages?  That is the because how many of you here are proficient in a language other 

than English?  Raise your hand.  Okay.  Very good.  Now, how many of you have had experienced of 

learning another language maybe in school or high school?  Okay.  How many years?  Usually between 

two to three years some people started in middle school, maybe five years.  And how many of you will be 

able to actually take the PSSA in that language that you learn?  Because you probably didn't learn 

academic language, you learn mostly social interaction kind of language.  Okay?  So, that is the pink 

elephant on the table.  If you don't know how it -- how it looks like, how long it takes, what are the 

processes in place, how would you be able to say, "Well, I think it is a disability" if you don't know how to 

roll out language barrier?  Everybody has the lenses of disability right away because that's what you're 

familiar with.  All the readings, especially when they look at in ELL, the very first lens they use -- they look 

is that a reading deficiency.  They don't look at second language acquisition.  Oh, there's a reading 

deficiency.  So, we have to start being more open about that.  The Bureau of Special Education in the 

same guidelines for English language learners with disabilities has a statement about relying on IQ test 

only for ELLs.  We have to understand that there's no one test that needs to be used to place student in 

special education.  An IQ test in a language that hasn't been developed to proficient level is not a good 

indicator of a lack of intelligence.  If I will give you a test, an IQ test in Portuguese -- an IQ test in 

Portuguese tell me how many would actually score, you know, and at a level that you have with an IQ test 

in English.  Think about that.  But somebody would say, "But there are pictures, non-verbal tests, there 

are picture tests."  The picture tests were normed with English language learners?  Were they normed 

with children who come from Afghanistan?  Were they normed with children who are from India, children 

who are, you know, from Columbia or from Ecuador?  Oh, but there are also Spanish tests, testing 

Spanish, Ana.  What are you talking about?  There are testing Spanish that IQ test.  Oh, okay.  Where do 

these tests come from?  Because I was just looking at one two weeks ago there was a test that was 

made in Spain and it was given to students who were from Nicaragua and they were talking about the 

Basque.  The people who live in the northern part of Spain are Basque.  What is the -- you know, what do 

you know about that, and there was a conversation about the Basque.  But Nicaraguans don't even know 

anything about the Basque.  So, it's lack of background knowledge.  So, the fact that you speak Spanish, 

if I am from Peru and I talk to somebody from Mexico and I talk to somebody from Cuba or Puerto Rico, 

yes, we communicate; we speak the same language.  But there are some cultural innuendos even in our 

vocabulary that will be very, you know, regional from that culture.  So, it's not the same culture and 

cultures are part of what we said the components of a test.  All right?  So, what they are telling us here is 

that multiple data sources, that's what you need to collect.  Multiple data sources.  You need to know 



13 

 

about the student.  Moving ahead, any questions so far?  Any reactions?  Think about your ELLs in 

Special Ed in your district.  Let's take a look at what batteries of test they were given.  Yes, Denise? 

DENISE: These maybe bad questions but… 

ANA SAINZ DE LA PENA: There's no bad questions. 

DENISE: When the psychologist is doing the evaluations, do you have somebody there interpreting?  Just 

what you're saying with the cultural diversity, would it help to have the ESL teacher present to say no that 

student is giving you a correct answer when they are evaluating them? 

ANA SAINZ DE LA PENA: You will have to really discuss this as a -- as a team member in your school 

district because interpretation of assessment would not really be the same as somebody that doesn't 

need that interpretation of that, you know, translations, excuse me, of that assessment.  Even word to 

word translation, again what would be the most important piece of that test is not so much the word, it will 

be the norming with a cultural innuendos of that test.  Okay?  Even, you know, what do you have for 

breakfast?  Check the pictures.  And the Vietnamese boy checked soup.  Wrong.  Well, most Vietnamese 

and Cambodians have soup for breakfast.  It's called pho and it's very good.  I like it.  So, anyway we 

have to understand.  We have to understand.  It's not one -- like my good friend Myrna Delgado used to 

say, "There's no magic bullet."  Because this question is either language barrier or disability has been 

with us.  Connie, how long you have been in the ESL world? 

CONNIE: For 38 years. 

ANA SAINZ DE LA PENA: For 38 years we have been -- I heard it a little, you know, shorter time but still 

30 years almost, right, Francine?  It's either language barrier or disability.  You could be presenting on 

anything and the question always comes up.  It's either language barrier.  Can you explain this?  So, 

there's no magic bullet.  We need to look at multiple measures and bring the right data to the table.  

Okay?  ESL teachers, you have to start looking at what you are teaching and measuring your teaching so 

you can bring that to the table.  So, I always say, in God we trust, all others bring data.  Okay?  So, that's 

important.  The data that we have to bring and show progress with is the data from access for ELLs.  

Access for ELLs is a state mandated test as you know.  And at this point I would like you to take a look at 

and I gave that handout of the Access for ELLs Interpretive Guide for Score Reports.  That looks like this.  

We are part -- it's like this, excuse me.  Can you stand up, Francine?  Francine is going to be my model, 

so she's going to stand up and walk around with this like -- or Paula, Paula too.  Okay.  All right.  If you 

want -- ESL teachers and all of us have access to the WIDA website.  We are members of the WIDA 

Consortium.  It's a consortium of 27 states that we implement assessments created by WIDA.  All right?  

Access is one of those and the WAPT is another one.  If we want to know more and this is just part of 

knowing your data.  How are you going to interpret access for ELLs if you don't look at the interpretive 

guide?  When you are a psychologist, I'm sure when you look at all of your assessments you also have 

some interpretive guide or some information to guide your decision about the scores and what do they 

mean.  So, if you implement access, you have to know what those little numbers mean.  So, we have to 
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look at it.  Now, the very first two pages you will find introduction which you can read at your leisure when 

you have time if you want to know more about access.  Right now I just -- I'm going to call your attention 

to some very specific pages that will be necessary for us to take a look at how do we interpret scores.  All 

right.  So, this is the purpose for access.  It is in your interpretive guide.  This is something important 

about the test.  There are five levels of English language proficiency; one the lowest, five the highest.  

The five levels have distinct names.  Just take a look at what we have there because this is important to 

know.  Access for ELLs is a tiered test.  Not all students take the same test.  If you see there on the 

screen, there is an overlap of the tier at some point but as an ESL teacher and this is something that PDE 

ask or ESL teachers to know, what tier are you going to order for the assessment.  So, ESL teachers 

send a number of tests that will be tier A, a number of tests that will be tier B and tier C.  The other part 

about looking at results is that I have to look at what tier these results are a reflection of.  Please 

understand that this is very important.  So, as a psychologist, if somebody brings a report, I need to take 

a look at -- there is a section that tells you tier A, tier B, or tier C.  Check that out because usually tier A is 

only given to students that are at the lowest level of English language proficiency.  If you have a kid that is 

age of four and somebody is giving a tier A, that is not a reflection of what the child can actually answer or 

move in that test.  So, this is important.  The matching of the tier with the complexity of the language use 

in every item of the test.  How many here have seen an access for ELL test that is not an ESL teacher?  

ESL teachers are the ones.  How many here that is not an ESL teacher?  Will you please put your hand 

up very high so I can see it?  Okay.  Thank you very much.  That's another homework that you are going 

to have.  You -- if you're going to make decisions about ELLs evaluation, you have to look at the test.  

You have to know why those results look like that and what kind of a test it is.  Where can you find -- 

because this is a secured test.  It is a state test so we -- it's not hanging around the building.  Where can 

you find released items from WIDA?  ESL teachers, can you tell us where?  If I want to find samples, 

released items, where do I go? 

AUDIENCE MEMBER: The WIDA website. 

ANA SAINZ DE LA PENA: The WIDA website.  And the WIDA website is a very friendly website.  There's 

a little dialog box and if you write down in the box access for ELL samples and then you click it will show 

you right away, all the samples for listening, speaking, reading, and writing.  Why is it important?  Why is 

it important to know?  Because if I just look at scores and I don't even know what this test is all about, 

scores will mean nothing to me.  And even if I look at the listening test, there is a test that you can take 

there yourself.  Or ask the ESL teacher to test you so you know the level of -- and the rigor of the 

language and the rigor of the tests to get the scores in listening.  Okay?  So, that is important to know.  

We need to know the test.  We need to know what it is.  These are the levels.  And in your handouts, I 

gave you the levels of the new performance indicators just came out from WIDA and they look like this.  It 

has WIDA and it's a one pager, okay?  So, if I go to -- let's say, I'm going to pick on Genelyn Einstein [ph] 

here.  To my colleague Genelyn Einstein and I say, "Well, Gen, you know, I have this ELL that is a level 

3.2 in reading and 5 in listening.  And I would like you to assist him because he's being in ESL for six 
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years and I don't think he's making enough progress, 3.5 and 5.  So, what would that mean for her?  

Probably not much if she doesn't have these performance definitions for the different domains and the 

different levels.  It is important that psychologists know about these performance definitions so you don't 

start making decisions just out of the blue.  This is good information to test handy.  ESL teachers, when 

you go and meet with a psychologist and you go and meet with a multidisciplinary team, you have to be 

able to express what the child knows and is able to do at that proficiency level, how long he has been in 

the program, and how your program is working to move, you know, the skills towards an exit criteria.  All 

right?  So, what will be, Gen, if I would say in reading a level 3.5?  What would he be able to do in 

reading? 

GENELYN EINSTEIN: He would be able -- do you want me to read this? 

ANA SAINZ DE LA PENA: Yeah. 

GENELYN EINSTEIN: I'm sorry.  He would be able to discourse with the series of extended sentences 

and express related ideas. 

ANA SAINZ DE LA PENA: Uh-hmm.  So, discourse with the series of extended sentences and relate to -- 

and relate ideas.  All right.  So, that will be for your reading part.  So, if I will have to observe this child -- 

okay, Gen says, "You know what Ana, I have to sit down and see what this kid can do.  This will be handy 

for a psychologist to walk in to a classroom to do an observation to see how is he being challenge to do 

that in the classroom."  Can he connect ideas?  Can he do, you know, all of that is important.  This is a 

very good piece of information.  And there's also the great clusters that you need to be looking at.  Okay?  

And we -- this is information that as we move along with the interpretive guide we will be able to work it 

out together.  So, one piece of information that I will take to the table is the performance definitions.  If I 

will be a psychologist, I will be asking for that ASAP.  I need to know.  ESL teachers, where do you find 

that, those performance definitions if you want to share that with your teachers?  What does it say there?  

WIDA, right?  You go to the WIDA webpage.  You write in that box performance definitions and they will -- 

performance indicators, excuse me, then they will send you exactly to the place where you need to copy 

those.  So, WIDA webpage is your best friend from now on.  You can find a lot of information.  That's how 

you make decisions about ELLs.  You have to empower yourself with information.  It is hard but once you 

have the information it becomes a little easier.  Yes, sir? 

AUDIENCE MEMBER: [inaudible] 

ANA SAINZ DE LA PENA: Excuse me? 

AUDIENCE MEMBER: Are you saying on WIDA webpage that has broken down by student? 

ANA SAINZ DE LA PENA: No.  Your ESL teacher has it broken down by student.  That's the report that 

you have.  Okay.  We will continue with these but it's almost -- it's 10:00, so we have a little break.  Let's 

continue with -- ops, let's continue with the program.  You have to have the interpretive guide next to you 

because we're going to go through some pages of information at your table.  You also have some student 

report.  It's called teacher report but it is the student's scores from access.  And answering this 
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gentleman's question about WIDA will have this information?  No.  Your ESL teacher has to be able to 

provide the teacher report for each ELL.  Every year WIDA MetriTech will send that package to every 

school or PDE will also provide some information about -- if you didn't get it, you just call MetriTech or 

PDE.  Linda Long is the adviser for PDE and her secretary Tami is usually on the case to get that 

information.  But you have a copy of two students at your table.  You have a copy of two student's records 

at your table.  As I move along with interpretive guide I will also refer to some information that you need to 

be looking at in the student report.  So, I think Paula gave four student reports, two of each to share.  And 

if she has… 

AUDIENCE MEMBER: Which makes each one four. 

ANA SAINZ DE LA PENA: Two student reports, four of each.  So, if you need one, just raise your hand 

and Paula has some extra ones to distribute, all right?  So, let's continue.  The very first page that I would 

like you to take a look in your interpretive guide is page number five.  Page number five is important 

because it talks about raw scores.  In the student report, we have a section for raw scores.  Raw scores 

are just pictures of how the students -- how many items the student answered in a very specific area.  

And if you look at your -- excuse me, if you look at the student report that you have raw scores will be on 

this section on the bottom part.  For example, in listening and -- in comprehension which is a combination 

of listening and reading, 70% reading, 30% listening and you find that information here.  Comprehension, 

it tells you the weight.  So, here is the raw score and this is the total of items answered, okay?  And this is 

in the different languages -- I mean, the different areas, language of -- language, arts, mathematics, 

science, and social study.  So, this gives you an idea of where the student is, the number of items and 

how many items the student answered.  The same way for the speaking component, all right?  The 

writing component also has raw scores.  Going back to raw scores, please do not use the many tests 

here.  They are not directly comparable across grades or tiers and should not be used as a primary 

means to try students grow -- growth.  It is good information to know about how student is acquiring 

academic language in those areas but it's not to compare them as growth, okay?  So, good information 

maybe to drive instruction, if you have several groups or if you have a group of students and you look at 

those raw scores and you see that there is a low in certain areas that will inform your instruction.  Good.  

Page five.  Page six, Scale Scores.  That is an area that we need to understand.  And ESL teachers, 

please, we need to read this very carefully because I know that many teachers do not even look at those 

scale scores when indeed this is the part where you have to really look to chart growth.  So, the 

information of what they are and they are separated for each domain.  Where are the scale scores in your 

report?  And take a look also at -- you have a couple of students' records there so refer to that.  We also 

have, you know, more information on page six.  And the range is important between 100 and 600.  Above 

500 is rare, okay.  Single vertical, you know, applies to all grades and all test forms.  That is why it is so 

important to use scale scores because we have grade clusters and we have seen teachers looking at the 

cluster of three to five compare it to the cluster of six through eight looking at the performance levels and 

saying, "Oh, he went down."  It is not a good comparison.  So, what you need to look is at the scale 
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scores.  And what does it say here, idea for tracking student growth.  So, if I am a psychologist and I -- 

somebody brings this student's name to me, I will ask for at least two years of that report that you have in 

your hand.  Yes? 

AUDIENCE MEMBER: [inaudible] 

ANA SAINZ DE LA PENA: We will see that. 

AUDIENCE MEMBER: Okay. 

ANA SAINZ DE LA PENA: There is -- there -- its coming.  We are going to look at what WIDA is giving us 

compare to all ELLs that we're assessed with WIDA.  For several years they have come up with a way to 

look at that.  Okay?  So, it is important to also understand that they have equal intervals and psychologist 

know about these things more than anybody else.  But we all need to get familiar with that -- with scale 

scores.  Because if we are not looking at them we really are not evaluating whether, you know, the 

student is really moving ahead.  Looking at performance level is not the best way to document growth 

especially when I have a student that has been recommended for evaluation I have to bring more.  Yes? 

AUDIENCE MEMBER: [inaudible] 

ANA SAINZ DE LA PENA: That is… 

AUDIENCE MEMBER: Student's level rather than, you know, for them. 

ANA SAINZ DE LA PENA: Okay.  AMAOs are accountability measures.  They are not growth measures, 

okay?  For accountability purposes, the State decided together with probably people from assessment 

that by looking at the results of two years or three years of access because at that time at least we had 

two to three years of results they look at levels of proficiency to say that this will be what we would be 

looking for AMAOs.  AMAOs are not -- are not to be considered as growth measures.  They aren't -- that 

is not their purpose.  That's not the purpose. 

AUDIENCE MEMBER: No.  I got that. 

ANA SAINZ DE LA PENA: It's accountability. 

AUDIENCE MEMBER: I mean, like you just taught us. 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: They could go down especially with the levels and not counting them, you know, 

[inaudible] 

ANA SAINZ DE LA PENA: Not necessary.  You will have to take a look at -- have you -- have you worked 

with scale scores before? 

AUDIENCE MEMBER: Uh-hmm. 

ANA SAINZ DE LA PENA: Okay.  Then you have to understand that 0.6 is -- 0.6 of a proficiency level.  

And if we will go by that interpreting the way that you want to interpret it as growth then a child in an ESL 

program will have to stay at least how many years because the average growth or average accountability 

that we have is 0.6 or AMAOs, Annual Measurable Achievement Objectives equals to AYP for ESL 
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students, they will have to stay for at least eight to ten years to be able to really prove that.  So, it is an 

accountability, and in many instances, I think in my opinion what I have seen is very low, 0.6.  And it's the 

same for everybody.  So, whether you are a three or a four you have to grow the same.  That -- there, 

right there, it takes away from the idea of growth.  Okay.  They expect the same growth at every level but 

that's AMAO's accountability.  Okay?  Remember, AYP -- what percentage of students needed to be at 

proficient by 2014?  How many? 

AUDIENCE MEMBER: One hundred percent. 

ANA SAINZ DE LA PENA: A hundred percent, right?  So, there, a hundred percent.  Do we have a 

hundred percent?  So, you see, AYP, AMAOs are not really designed from the perspective of charting 

growth individual -- for individual students.  They are large scale assessments that look at groups of 

student.  They don't look at one student.  Okay?  All right.  Moving forward.  In your -- excuse me, in your 

sample.  Here's where the scale scores are.  Okay?  And there is a confidence then for each of the 

domains, listening, speaking, reading, writing, and for combination of domains.  Oral language is a 

combination of listening and speaking.  Literacy is a combination of reading and writing scores.  

Comprehension is a combination of reading and listening and it's the highest one here, you know.  Look 

at this.  For comprehension, 70% is reading and 30% listening.  So, that comprehension score if I look at 

it will give me a lot of information.  Most teachers, when they talk about -- they talk about that overall 

composite score which is here.  That's what they always bring to the table.  So, what level is the student, 

the composite score?  Oh, she -- he's at 3.6.  That's what they would tell you.  That's what, you know, 

most of the time teachers will talk about when they talk about levels of English language proficiency.  So, 

now we go to the proficiency scores.  Page number six in your interpretive guide.  You know that they will 

come usually with two numbers, 2.5, 2.6, 3.6, and it says here the same scale score is interpreted 

differently based on a student's grade level.  Very important.  In order to get those proficiency scores they 

could be interpreted different.  Proficiency level scores do not have equal intervals.  All right?  It is 

common practice to monitor growth using proficiency level scores, but they are not the best measure for 

this.  All the time I see that.  Oh, we're making tremendous gains because they move from 3.6 to 2. -- to 

3.9.  We're moving ahead.  Are you looking at what areas, what domains are always developed faster?  If 

you look at your four domains, listening, speaking, reading, and writing, which are the two domains that 

usually developed at a faster rate? 

AUDIENCE MEMBER: Listening and… 

ANA SAINZ DE LA PENA: Listening and speaking.  That's right.  So, that will give me an idea then.  It will 

-- it will give me a way to impact my planning of instruction because if I know that listening, speaking is 

developing at a faster rate then I have to challenge my students and do more of reading and writing, 

right?  So, that is something that we need to talk about when we discuss scores.  In your sample you will 

see it here.  The overall score is here.  You will also get the proficiency levels on this area.  And that is for 

every student.  And also ESL teachers get another report that is, you know, like a report of all of his or her 

students by grade cluster.  And so they can take a look at every domain what, you know, what the score 
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for all of those students.  And what is important about that?  It is important, because then you look at your 

plan instruction for next year and if all of your kids are sort of not that strong in reading in your plan 

instruction for next year what are you going to do more.  Reading, okay.  So, you don't pick up the book 

and start doing listening and speaking a lot because you know now that for that group of students there 

has to be a lot of more reading.  And maybe you talk to the reading teacher, the classroom teacher, and 

you create a plan for your students.  That's important.  It's for instruction.  Not all of the skills or of the 

domains are weighed the same.  We know that listening and speaking have less weight than reading and 

writing.  All right?  So, the way we'll always go for the composite score is not like the same.  There's a 

different way.  This is also important information and you will find it in your guide.  You have to examine 

the results of each domain.  Now, how many in this room who are not ESL teachers have ever seen this 

report?  Okay.  Thank you.  How many here that are not ESL teachers from now on will ask for this 

report?  Nobody back there.  I think that -- okay.  I hope that you ask for this report when you have to 

make a decision.  Tier movement, if you are doing RTII very important.  Making decisions about 

instruction for content teacher's very important.  If you are not looking this you are missing 50% of what is 

important to teach these children.  And you are really not looking at how to measure the effectiveness of 

your instruction because you do not know where to target more.  You do not value how much growth is 

happening with the child.  Okay?  So, in the interpretive guide, if you want to read more, pages eight to 

eleven will talk a lot more about this key information.  Okay?  You are not going to do this activity because 

what we decided is that instead of asking you to read it now it could be good as Connie likes to provide -- 

give you assignments.  It will be nice if you do it, you know, on your own because this is important 

information.  What I am going to ask you -- so far, we have talked about raw scores, we have talked about 

scale scores, we have talked about proficiency scores.  I would like you to, just as debriefing this 

information at your table, how useful do you find this information to be taken back to your districts?  Just a 

couple of conversations, as we know in brain research, if you get new information that you don't process 

just the same with your students, it goes away.  But if you process it by talking, by social interacting it 

stays because I am taking you from information to ideas and to concepts.  So, I want you to go to ideas.  

And if you have more questions, please, write them down and put them in the parking lot about this issue.  

So, three minutes to debrief.  These are the questions.  Take a look.  All right.  Anybody would like to 

share for the benefit of the group, what was the discussion at your table?  Just, you know, we are going to 

popcorn this one.  What did you discuss here?  Let's see, Bernie.  What was the discussion at your table?  

Everybody listen, please.  Bernie is going to talk. 

BERNIE: I was just listening to people described their experience. 

ANA SAINZ DE LA PENA: Okay.  And what was their experience? 

BERNIE: Yeah.  Yeah, yeah, right.  Just how the -- you have to look at the -- more than just the 

composite score. 

ANA SAINZ DE LA PENA: You need to look more than just at the composite score.  Thank you, Bernie.  

Here, Danielle. 
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DANIELLE: We were just -- we were talking -- we were really surprised because now in my district we 

don't have a large ELL population.  However, I was just at a meeting two days ago and what was really 

shared out was the student's growth based on proficiency level versus scaled score from the ELL teacher 

and so that's really surprising and this is a way for me to frame going into future meetings and asking the 

right questions.  So I think just having this piece of data is key. 

ANA SAINZ DE LA PENA: Thank you.  Very good.  What about back there page -- I mean, excuse me, 

table 27.  Any -- Kirsten, anything that was shared at your table? 

KIRSTEN: We're just discussing a bit about in our own district, the [inaudible] they come to our meetings 

with… 

ANA SAINZ DE LA PENA: Say that again. 

KIRSTEN: We are just discussing a little bit about our own experience with ESL teachers and what they 

come prepared to our MDET meetings with. 

ANA SAINZ DE LA PENA: Uh-hmm. 

KIRSTEN: But that's pretty much the extent of our discussion on this side. 

ANA SAINZ DE LA PENA: All right.  So, preparation of data for discussion from the ESL, you know, group 

of teachers in that district.  Anybody else would like to say something?  Page 12 -- I mean, page -- table 

12, anything for the benefit of the group? 

AUDIENCE MEMBER: I'm a director and I'm -- Special ED and I almost definitely be sharing this with all 

of our pre-referral teams. 

ANA SAINZ DE LA PENA: Uh-hmm. 

AUDIENCE MEMBER: You know, the psychologist and the people who meet to review student data, 

because I don't think we're looking at it with this lens of are you looking at the scaled score rather than the 

proficiency levels and things like that, so definitely going to be changing procedures. 

ANA SAINZ DE LA PENA: Thank you.  Thank you very much.  Somebody at IU 6 that would like to 

share?  Anyone from IU 6?  Did you discuss the interpretive guide?  Anyone? 

AUDIENCE MEMBER: No comments at this time. 

ANA SAINZ DE LA PENA: Oh, okay. 

AUDIENCE MEMBER: We're still just having discussion among ourselves. 

ANA SAINZ DE LA PENA: All right.  Okay.  You'll come next.  Get ready.  Okay.  All right.  So, we already 

have an idea about scale scores, raw scores, and proficiency levels.  We will continue with -- okay.  It's 

coming up.  Okay.  Good.  If you want to learn more in that interpretive guide, we have information about 

Can Do Descriptors.  ESL teachers, can anyone of you describe the Can Do Descriptors, because we 

have been using this for the past what, eight, nine years since WIDA came out.  What are Can Do 

Descriptors?  What do you find in, you know, Can Do Descriptors?  There's the two pages in there.  Can 
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Do Descriptors, anyone?  ESL teachers?  Come on, you know that.  There's a hand?  Oh, thank you.  

Yeah, what are they?  What are they and where can you find them? 

AUDIENCE MEMBER: You can find them on the WIDA website and they are the positive language 

speaking as to what an ELL is able to do at a specific level. 

ANA SAINZ DE LA PENA: Okay.  It's what ELLs are able to do with language at each of the levels and 

each of the domains.  So, this is wonderful information for psychologist, for content teachers, for 

administrators that would really like to take a look and when they shadow in ELL because we have this 

information that needs to be shared with all content teachers who are teaching ELLs.  This is how you 

accommodate in your instruction because all of these statements in the Can Do Descriptors are language 

functions.  And language functions are necessary to access information and to provide information.  And 

they are part of every single standard you ever think of having and because it's everything that we do with 

language.  So, important page, page 24, if you want to find Can Do Descriptors psychologist can -- 

actually, during their observations can bring a page of these Can Do Descriptors because that tells you 

what the student can do with language.  So, if you see a student that is a level three or a level four and in 

social studies class he is doing the Crayola Curriculum then you know that there is not an opportunity to 

learn there.  What is the Crayola Curriculum?  Have you ever heard of the Crayola curriculum?  I'm so 

glad nobody knows about it because you don't apply it.  What is it?  What's the Crayola Curriculum? 

AUDIENCE MEMBER: They sit and color. 

ANA SAINZ DE LA PENA: Sit and color.  Very good.  Sit and color.  Busy work.  They usually -- as an 

ESL teacher I used to have content teachers asking me, "Okay.  I will take Robert but give me some busy 

work for him because I will be teaching something very hard.  So, give him busy work so he can sit there 

and be quiet."  Crayola Curriculum.  Color and paste.  Uh-huh.  And then cut it, you know, coloring.  It's 

not good.  Okay.  Can Do Descriptors very important.  Parent and Guardian Report, page 27.  How many 

here work with parents?  Raise your hands.  All of us, right?  But I know Shannon has a very specific 

work with parents.  She's ODR, Office of Dispute Resolution.  Thank you.  Okay.  On page 27, that's the 

parent report.  ESL teachers give this to every parent to show them progress with their kids and what they 

do in ESL.  And then if you go to WIDA it comes in 10 different languages but the one that you see there, 

it's very pictorial.  So, because it is pictorial and it will have like shaded areas it will be easier for the 

parents to interpret, okay?  It's important to engage parents.  There's also page 35 to 40, if you want to go 

in deep about that report, you will read it there, the speaking and writing rubric for monitoring progress 

with your students.  We know that access for ELLs is a once a year test.  And if I want to know whether 

the student is moving ahead and I want to get more evidence, we have to take a look at the two 

instruments that we have available that are research based and they are provided by WIDA and all ESL 

teachers really are very familiar because they use them during instruction.  I'm sure if you ask them how 

do they use it, they would be able to tell you.  Pages 41 and 42 you have the Speaking And Writing 

Rubric, this is how they're -- in access for ELLs, this is how you're measuring the speaking and writing 

ability of the child.  All right?  Both of them are productive skills, right?  Speaking, writing, productive skills.  
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The more you talk, the better you write and that's not only for ELLs.  If we don't see students talking in 

classrooms in organized conversations and we expect them to be excellent writers, very hard, it has to be 

hear first to be able to come out through your, you know, hand movements.  So, the more you see 

children speaking with academic language, the more you create tasks in social interaction with students 

where language is appropriated, when language becomes yours, the better the student will be able to 

write using academic discourse.  Yes, Kelly?  Uh-hmm? 

KELLY: For classified students, is that where a lot of the goals may come from? 

ANA SAINZ DE LA PENA: Yes. 

KELLY: From the -- for the IEPs? 

ANA SAINZ DE LA PENA: Absolutely.  You can use your speaking and writing rubrics to create goal set 

will be, you know, part of -- you can bring to the table. 

KELLY: It's correctly classified. 

ANA SAINZ DE LA PENA: Yes.  Uh-hmm.  Absolutely.  All of this information that you have to you, you 

know, available could be used when you come to the table to discuss IEP goals.  Moving along, pages 56 

and 58, you have the Proficiency Level Cut Scores by Grade Level.  Important, you have the cut -- you 

know, people are always asking, is this good for a level -- I mean, for first grade, for tenth grade, is it good 

for ninth grade?  Look at your skill scores and take a look at that.  So, this interpretive guide has been 

published every year by WIDA.  After children take the test, we get the result around May or June.  The 

interpretive guides come in July.  Usually, when you look at your interpretive guide -- you want to get 

them, go to your WIDA website.  For psychologist, I'd like to go deeper into, you know, looking at scales, 

looking at other information.  There's a more complex interpretive guide that analyzes items, analyzes you 

know, domains and you can also get them at, you know, in the WIDA webpage.  There are several 

reports about the results in ACCESS or from ACCESS.  Now, we are going to get into -- so, how do we 

chart growth.  We are going to look at parts of a webinar that was -- that I think it was aired in 2009.  So, 

this information is not information that is very, very new, but it's very, very new for many people who have 

never even heard of it because in our State this was only shown once through a webinar in 2009 and not 

everybody really got the message of the importance of understanding growth using scale scores.  So, 

Tony LoConte who is a linguist and also works with statistics created this webinar and I pulled some of 

the slides so we understand growth.  Okay.  So, bear with me.  There is a principle in growth with 

ACCESS.  Lower is faster, higher is slower.  What does that mean?  Lower is faster, higher is slower.  

Yes. 

AUDIENCE MEMBER: There are some more growth in their beginning levels, you know, the in the same 

[inaudible] 
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ANA SAINZ DE LA PENA: Okay.  That's good.  The lower the level of English Language Proficiency the 

chances are you will show more growth.  If you start at a one, you know, usually you will show more 

growth than if you start at a four to go to five because the test -- remember, it's a tier test, right?  You 

have Tier 1 -- I mean, A, B and C.  So, in order to have a really results in that Tier C, you have to have 

more -- you have to be able to handle more complex vocabulary and more linguistically complex 

sentences and phrases.  Yes? 

AUDIENCE MEMBER: Is that one of the reasons that we [inaudible] 

ANA SAINZ DE LA PENA: Uh-hmm. 

AUDIENCE MEMBER: You know. 

ANA SAINZ DE LA PENA: We will talk about the wall.  Yes.  We have a big wall here in Pennsylvania.  A 

big wall of what level do we have but most of the kids in Pennsylvania, the majority of them get stuck at 

what level do you think? 

AUDIENCE MEMBER: Maybe one through three. 

ANA SAINZ DE LA PENA: Three.  The majority of ELLs in Pennsylvania, when you look at their results 

from multiple years you will that bar of level three, going to the ceiling while the level four is lower and 

level five is lower and we may have kids that are level six.  I don't know what they are doing there, but we 

have kids who scored level six, and they are still in ESL instructions.  So, you know, that's a question for 

another workshop which, you know, we probably have to do.  But going back to lower is faster, higher is 

slower.  Keep that in mind, because that's the way we will be looking at growth.  We will actually focus 

today on this individual student growth.  We will not look at the classroom, school, or district growth.  This 

is a case.  Mee is a middle school student.  Last year, she received a composite scale score of 338, 338 

on ACCESS for ELLs, proficiency level of 2.8.  In her most recent test this year, she scored a 363 scale 

score, proficiency level 3.8.  She gained -- if we look at the difference between 363 and 338 there was a 

gain, scale score gain of 25 points and she also gained, look, from 2.8 composite score to 3.8 proficiency 

level.  So, is that good?  Is that normal?  Is that what you expect?  Okay.  Let's see.  The WIDA 

consortium has designed a band of average growth based on these thousands of ELLs that take the 

WIDA test for many years.  Okay?  So, their band is right in the middle.  You see here, as we said before, 

lower is faster, higher is slower, right?  That's what they show.  Well, they came up with this statistic band 

of growth that they consider average growth after looking at all of these assessments, all right?  So, we 

are going to take a look at Mee again.  Before we do that, I have to explain.  This is -- this area here is 

scale score gain.  So, this is where I'm going to plug in the difference between scale score one year to 

scale score second year.  This is the proficiency level band.  I don't know if I'm -- somebody is -- wait.  

Okay.  The levels.  All right.  This is the average score gain range.  Okay.  So, you have three 

components there.  Let's take a look now.  And what I explained before, the growth profile across 

proficiency bands.  That's what WIDA came up with.  Okay.  Mee -- Mee's proficiency level when we -- 
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when she took the test last year was 2.8, right?  That was her initial proficiency level where I need to 

compare.  So, it was somewhere there.  Mee's gain score is 25.  So, 25 would be around here.  So, if I 

look at this here and I look at this here, she is in the shade.  So, her growth was average.  I need to look 

at two reports from ACCESS to find out this, okay?  She also -- and this is the other part, Mee's 

proficiency gain was higher because she did gain a whole level of -- sorry, a whole level.  This area is 

with the -- when we look at the proficiency level which is not going to be as important as looking at that 

growth with the scale score.  So, Mee is in the shade.  She is within the range of scores, 20 to 48, that 

represents average student growth in ACCESS for ELLs.  Students in the shade are making average 

growth with reference to all WIDA states.  Now, there are states that have very specific bands of growth, 

mostly states that have very large populations, that speak one particular language or have bilingual 

education implemented or some peculiarities of their populations.  Ours is very much, you know, in that 

band.  Students below the shaded area are not making average growth, all right?  So, that is important. 

CONNIE: Examples with the cell? 

ANA SAINZ DE LA PENA: Oh, yeah, but first of firsts, we are going to say that this measure is one 

measure.  It is not to make all the decisions based on that measure.  Multiple measures are important, but 

you have to be able to show whether the student is growing in English Language Proficiency or not.  Now 

that you saw that, at your table, you have a blank chart to chart growth.  You also have at your table, two 

reports of two students.  One is a ninth grader, the other one is a -- the other -- no, excuse me, two 

reports of one student.  One report is when the student was in ninth grade and the other one is when he 

was in tenth grade.  Do you have all of your instruments because we are going to chart growth?  One 

student, ninth -- one record, ninth grade, the other record, tenth grade, okay?  All right.  Everybody follow.  

I will have to do a we do, okay, because it is too early to have you do it on your own.  Remember, I show 

you, I demonstrate it, now, we are going to do we do.  And we learn that we need several we dos to get 

the message across, but I will do one we do because I know that you are in my advance class.  All right.  

We are going to start with a blank chart.  All right.  I will ask for class participation.  So, in ninth grade, 

ninth grade, everybody look at ninth grade scores.  Ninth grade scores.  What is the composite score for 

ninth grade for this student that took a tier B test in ninth grade?  What is their composite score? 

AUDIENCE MEMBER: 2.9. 

ANA SAINZ DE LA PENA: Say it louder. 

AUDIENCE MEMBER: 2.9. 

ANA SAINZ DE LA PENA: 2.9.  Now, take a look at the scale score.  What was it? 

AUDIENCE MEMBER: Three fifty-four. 

ANA SAINZ DE LA PENA: Three fifty-four.  Okay.  Write down that 354 on a piece of paper.  Now, let's 

take a look at when he went to tenth grade, he took tier C test, okay?  This was the student that was very 



25 

 

much with it because there is tremendous improvement there just by looking at it.  All right.  What was the 

composite score in tenth grade? 

AUDIENCE MEMBER: 4.3 

AUDIENCE MEMBER: 4.3 

ANA SAINZ DE LA PENA: 4.3.  Okay.  What was the scale score? 

AUDIENCE MEMBER: Three ninety-two. 

ANA SAINZ DE LA PENA: Three ninety-two.  So, we're going to find the difference between 392 minus… 

AUDIENCE MEMBER: Three fifty-four. 

ANA SAINZ DE LA PENA: …354 and that is… 

AUDIENCE MEMBER: Thirty-eight. 

ANA SAINZ DE LA PENA: Thirty-eight.  Okay.  So, Connie is going to help us find 38 on the chart.  So, it 

must be around here, right?  Thirty-eight.  Now, what composite score he had in ninth grade?  Ninth 

grade, 2.9.  Oh, I'm sorry that came back here, 2.9.  So, 2.9 is here.  So, this is where we meet, the X 

should be around here.  Oh, man.  Okay.  So, we keep on bringing this girl up.  I don't know why.  Okay.  

So, did you find -- what did we find about this student?  Did he have average growth?  Is he in the shade? 

AUDIENCE MEMBER: Yes. 

ANA SAINZ DE LA PENA: Yes.  Okay.  So, that's how you chart growth.  You look at the difference in 

scale scores, then you look at the level that the student had initially, not at the end, initially and then you 

chart growth.  Yes, Heather. 

HEATHER: At what point do you know you go from tier B to tier C? 

ANA SAINZ DE LA PENA: When you have students who are already in your program and they were 

given tier A when they were level one and maybe once they get to level 2.5, I will be giving B right away. 

HEATHER: And then how about B to C? 

ANA SAINZ DE LA PENA: The same way.  If you have 3.0, 3.5, you start giving C. 

HEATHER: Okay.  Got it. 

ANA SAINZ DE LA PENA: Okay?  Yes? 

AMANDA: [inaudible] 

ANA SAINZ DE LA PENA: B will… 

AUDIENCE MEMBER: Can you repeat the question? 
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ANA SAINZ DE LA PENA: Repeat the question, Amanda. 

AMANDA: If the tenth grade assessment had been on tier B, would it have meant less growth? 

ANA SAINZ DE LA PENA: Say that again. 

AMANDA: Sure.  If the tier had been the same for the next year's assessment, is it equal growth, less 

growth because you change tiers, does that mean more? 

ANA SAINZ DE LA PENA: Okay.  When we say the scale scores go across tiers, across grade levels, 

that's the only way that you can compare.  No, there is not a difference in growth per se if you go from B 

to C because the only thing that you are charting there would be, you know, that your C has more 

complex language.  The teacher actually made a decision of getting this student a C test because the 

teacher saw the potential of this kid of getting a ceiling if he will take a B test again.  Instead, you always 

err on the benefit of the student because there is a sealing when you only take B.  If you take a look at the 

description of the tiers in ACCESS for ELLs, they can only go to a certain level if you take tier B.  So, you 

have to always look at the student can show me more, you know, I'm not giving a sealing if I give him a 

tier C test.  You have to be very careful with that.  Okay.  Now, we're going to go to IU 6.  IU 6. 

AUDIENCE MEMBER: Yes. 

ANA SAINZ DE LA PENA: All right.  Give me a little bit of feedback about this growth model from WIDA.  

What do you think?  How useful do you think it will be for, you know, looking at your ELLs in your area? 

AUDIENCE MEMBER: Can we -- can we back up? 

ANA SAINZ DE LA PENA: Have you ever heard of it? 

AUDIENCE MEMBER: Can we back up?  I have a question real quick about it.  Can I ask you the 

question first? 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: We are charting the first year proficiency level, correct? 

ANA SAINZ DE LA PENA: We are charting the scale scores from the student.  You -- if we look at the 

proficiency level, let's say, the very first year, ninth grade was 2.9 then we look at the score the -- excuse 

me, the scale score for 2.9 in ninth grade, what is it? 

AUDIENCE MEMBER: Right. 

AUDIENCE MEMBER: Three fifty-four. 

ANA SAINZ DE LA PENA: Okay.  Now, you look at tenth grade, you look at the proficiency -- the 

composite score -- the final composite score, what is it? 

AUDIENCE MEMBER: Three ninety-two. 
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AUDIENCE MEMBER: Yeah, 392 and 4.3.  What our question… 

ANA SAINZ DE LA PENA: What level did you say?  4.3 is the level, the composite score and the scale 

score is? 

AUDIENCE MEMBER: Three ninety-two. 

ANA SAINZ DE LA PENA: Three ninety-two.  Now, you have to subtract.  You have to find the difference 

to see how many points he grew. 

AUDIENCE MEMBER: Right. 

ANA SAINZ DE LA PENA: Look at the scale score, scale score. 

AUDIENCE MEMBER: Right.  So, we've done that and we've… 

ANA SAINZ DE LA PENA: Yeah.  Okay. 

AUDIENCE MEMBER: And we are -- but when we're moving across to the ranges of 2.0… 

ANA SAINZ DE LA PENA: Right. 

AUDIENCE MEMBER: …and 2.9, we're trying to get… 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: …2.9, do we not do anything with the 4.3? 

ANA SAINZ DE LA PENA: No, 2.9 is where he was.  To chart growth you have to look at the prior score, 

the one before in ninth grade, 2.9?  And then you look at the difference. 

AUDIENCE MEMBER: I understand.  But what I'm… 

ANA SAINZ DE LA PENA: Okay.  Got it? 

AUDIENCE MEMBER: Now, do we… 

ANA SAINZ DE LA PENA: Okay. 

AUDIENCE MEMBER: …do we put both points… 

AUDIENCE MEMBER: What's the end? 

AUDIENCE MEMBER: …and see if they're both falling within the individual growth shaded area? 

ANA SAINZ DE LA PENA: Say that again?  I didn't get your question. 

AUDIENCE MEMBER: Do we put both points into the shaded area from the ninth grade year and the 

tenth grade year? 

ANA SAINZ DE LA PENA: No, you look at 2.9 which was -- 2.9 or 2.3? 
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AUDIENCE MEMBER: 2.9 where we started. 

ANA SAINZ DE LA PENA: 2.9 only.  2. 9, that's where the student was in ninth grade, 2.9.  Then, you 

look on your left-hand side to the -- to 38 that is the difference in scale scores, right?  That's the growth.  

You look at 38 and you make -- you have to make those two join and that's where you put the X.  So, you 

find out that that's average growth. 

AUDIENCE MEMBER: Okay.  So, we've, you know, got here and here and that's… 

AUDIENCE MEMBER: The 4.3 doesn't mean anything since they changed tiers. 

ANA SAINZ DE LA PENA: Okay. 

AUDIENCE MEMBER: Okay. 

ANA SAINZ DE LA PENA: Did we get it here?  Any questions about that? 

AUDIENCE MEMBER: I just don't understand how… 

ANA SAINZ DE LA PENA: Yes, Jennifer. 

JENNIFER: Yeah. 

AUDIENCE MEMBER: I thought you have to show growth. 

JENNIFER: [inaudible] when we do 11th grade testing, we would start the proficiency level of 4.3? 

ANA SAINZ DE LA PENA: Absolutely. 

JENNIFER: And then -- and then go up to see how much the growth has been? 

ANA SAINZ DE LA PENA: Absolutely. 

JENNIFER: That's when we need the 4.3? 

ANA SAINZ DE LA PENA: Exactly. 

JENNIFER: Okay. 

ANA SAINZ DE LA PENA: You always start with where you were, the year before which is your 

composite score and then you chart your growth, okay?  It's almost like when you are trying to lose 

weight.  You look at how much you weighed a week ago and then you look at how much you weighed 

today and if you want to see whether there is improvement, in this case going down, you don't look at 

what you weighed today, you have to look at what you weighed last week, right?  That's the same 

principle.  Yes, Wanda. 
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WANDA: I think it might be important to point out also that there are different charts depending on the 

grade level cluster, there are different charts available, so the rate of growth is different for 

kindergarteners versus students in ninth to tenth grade. 

ANA SAINZ DE LA PENA: Yes.  Uh-huh. 

WANDA: So, there are different charts that you can access as well. 

ANA SAINZ DE LA PENA: Yes, there are different charts. 

WANDA: And some of them are -- are there -- or am I incorrect in stating that there are growth charts 

specific to WIDA in Pennsylvania? 

ANA SAINZ DE LA PENA: It's the same -- there is a growth chart specific to Pennsylvania, specific to 

New York and if you look -- that's what I gave you that growth article that says focus on language growth 

because this is a better way to start.  This is a very simple way to look at growth, but it works.  But if you 

want to go deeper, please work with this article that I gave you.  WIDA also has more information.  If you 

write down in that little box, the growth model, all right?  Anymore questions about growth?  Yes. 

AUDIENCE MEMBER: I'm curious, where do we go for Pennsylvania growth charts if we want to… 

ANA SAINZ DE LA PENA: The Department of Education has had several webinars.  So, what you need 

to do is look for Linda Long.  She is the ESL -- Linda Long is the ESL advisor for the -- for the Department 

of Education.  Her secretary Tami also -- you know, if you -- if you cannot find Linda, you can always call 

Tami and they will be able to provide you with that information.  Now, we are -- we are part of the WIDA 

Consortium.  My advice to you in your district, there is a point person that manages all these WIDA 

ACCESS to different information.  Find that person because for two reasons, they will be able to access 

with MetriTech that information and second, if I would be a psychologist or a reading consultant or an 

administrator that works with ELLs, please try to get the training in how to implement and how to give 

access for ELLs to the students in your district.  It is training that is done online and it is provided to any 

teacher, any administrator that would like to really have that authorization.  It is important because it will 

give you in-depth information about the test, okay?  And I know that if I will be working with ELLs and I will 

be an administrator, I would like to know what the teachers know about the test to see whether the 

implementation is done appropriately, whether they are asking or sending the right number of students 

who take tier A or tier B or tier C because sometimes that could be something that is key for these results.  

Yes, Daniel -- no. 

DAVE: Dave. 

ANA SAINZ DE LA PENA: Dave. 

DAVE: I just want to be clear. 

ANA SAINZ DE LA PENA: Yes. 
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DAVE: Had we given the tenth grade students a tier B test, in theory, we should have seen the same 

growth? 

ANA SAINZ DE LA PENA: Uh-hmm. 

DAVE: Yes. 

ANA SAINZ DE LA PENA: If we -- if -- yes, because if you look at the tier -- I want to see the slide that we 

have for -- no, from the tiers.  So, I think I'm going to go -- excuse me, but I'm going to go back to the slide 

that we have the tiers, so you understand what -- here.  Look at tier B.  This student was given a tier C, 

right?  When he was at 2.9, he took -- when he scored 2.9, he took tier B.  Teacher said there's a lot of 

potential with this kid, I don't want a ceiling for him, maybe he's going to score very high.  And then look at 

the overlap of tier B and C, okay?  There is still that 4.3 that he scored, right?  So, if I would have given a 

tier B, I would have been okay. 

CONNIE: Ana. 

ANA SAINZ DE LA PENA: Yes. 

CONNIE: One minute. 

ANA SAINZ DE LA PENA: Yes. 

CONNIE: The interpreter guide states very clearly that you can't -- one cannot compare… 

ANA SAINZ DE LA PENA: One… 

CONNIE: …proficiency levels or tiers across grades or grade clusters. 

ANA SAINZ DE LA PENA: Uh-hmm. 

CONNIE: It is not the same thing to say he had a 4.6 in the 3 to 5 grade cluster and he got a 4.6 in the 6 

to 8 grade cluster.  Those are not comparable score and this guide tells you that. 

ANA SAINZ DE LA PENA: Uh-hmm. 

CONNIE: What is comparable are scale scores.  Scale scores go across tiers.  You can look at tier B to 

tier C and across grade, ninth grade to tenth grade and across grade level bands three to five, six to 

eight, nine to twelve. 

ANA SAINZ DE LA PENA: Uh-hmm. 

CONNIE: Okay?  So, be very careful what you're comparing when you look at last year's versus this 

year's. 

ANA SAINZ DE LA PENA: Uh-hmm.  Thank you, Connie.  And that is why I think that we have to start 

looking at scale scores more than all of the other information that is good for instruction.  It is good to look 
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at your plan instruction in regards of the domains, but when we want to chart growth we need to look at 

those scale scores.  Yes, ma'am. 

AUDIENCE MEMBER: [inaudible] So, if that student was given a B… 

ANA SAINZ DE LA PENA: Uh-hmm. 

AUDIENCE MEMBER: …what would have been a maximum proficiency level… 

ANA SAINZ DE LA PENA: It was… 

AUDIENCE MEMBER: [inaudible] correct?  And what is that, is that 4.9 or what is the maximum level?  I 

realized -- okay. 

ANA SAINZ DE LA PENA: Yeah.  Again, we are -- we are not going to compare that, but if you -- if you 

look at the… 

AUDIENCE MEMBER: It's in the [inaudible] 

ANA SAINZ DE LA PENA: It is -- it is in the interpretive guide.  What page would that be? 

AUDIENCE MEMBER: You needed to have this 5.0, but the 5.0… 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: …is not as complex, the language is less complex in the C, 5.0. 

ANA SAINZ DE LA PENA: Yes. 

AUDIENCE MEMBER: It is compared to 5.0. 

ANA SAINZ DE LA PENA: Right.  But again, that's why teachers need to be able to make a decision 

about the tier that the students are going to take and many times what I have seen is that the decisions 

that are made are not based on reading that interpretive guide to understand the importance of testing 

students with the right tier, testing students to give them a chance to, you know, show more or give them 

a chance to really be a little challenged with that, looking at your performance definitions on how the 

student is progressing is also very important to make those decisions.  Yes. 

AUDIENCE MEMBER: So, not looking at the proficiency score [inaudible] 

ANA SAINZ DE LA PENA: No. 

AUDIENCE MEMBER: Okay.  [inaudible] 

ANA SAINZ DE LA PENA: You… 

AUDIENCE MEMBER: What do they get?  They only get the proficiency scores? 
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ANA SAINZ DE LA PENA: Parents, yup.  Every year, parents have the proficiency score and you can 

say, you know, look, there are gains, but growth and gains, you know, are -- you're talking about two 

different ways to look at that. 

AUDIENCE MEMBER: Because these parents would encourage -- you got a parent that's looking at their 

own reports but they… 

ANA SAINZ DE LA PENA: Oh, yes.  Uh-hmm.  And parent's reports are very much with the shaded area 

to show and if they are comparing from one year to the other, they will see in the chart that there is a 

difference.  Yes, Donny. 

DONNY: But you can compare proficiency if they took the same tier test? 

ANA SAINZ DE LA PENA: We can compare proficiencies if they took the same tier test.  Again, you can 

compare and say, "Okay.  You know, I gave tier B -- you're talking about the same tier? 

DONNY: Same tier, yes. 

ANA SAINZ DE LA PENA: Yes.  Gain levels, you can compare those levels, gain in levels, but growth is 

scale scores, okay? 

DONNY: Right.  Right. 

ANA SAINZ DE LA PENA: But what would be so important when we look at our scores?  I think the 

important part of that is scores for students are to really look at, okay, charting growth, if we look at the 

scale scores, but in general, when we look at these little numbers in each of the domains, for me as a 

teacher, is to inform my instruction and go back to my plan instruction and take a look and see what am I 

doing in this domain that is going to help my students acquire English Language Proficiency in listening, 

speaking, reading and writing?  How am working with the content teachers to develop that academic 

language?  So, with that said, we're going to -- what page is that Connie? 

CONNIE: If everyone was to turn to page eight in the page in the… 

ANA SAINZ DE LA PENA: Interpretive… 

CONNIE: …interpretive guide.  That one.  Page eight.  You will see a table that gives suggestions and 

cautions for the use of each of the scores.  It will tell you when it's appropriate to use the raw score and 

what you might do incorrectly if do use the raw score. 

ANA SAINZ DE LA PENA: Uh-hmm. 

CONNIE: When it's appropriate to use the scale scores and what might happen if you use the scale 

scores incorrectly and proficiency level the same way.  So, if you want to know when it's appropriate to 

use the proficiency level, use this table and put this table in your… 

AUDIENCE MEMBER: Colored… 
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CONNIE: Colored manual, your handbook. 

ANA SAINZ DE LA PENA: Uh-hmm.  Uh-hmm. 

CONNIE: Thank you. 

ANA SAINZ DE LA PENA: Okay.  Can we move to the next level?  Is everybody comfortable now with 

that growth model?  What other growth model are you familiar with that we hear a lot in our districts?  

What other growth model do we have? 

AUDIENCE MEMBER: PVAAS. 

ANA SAINZ DE LA PENA: PVAAS.  Very good.  How many of you are very familiar with PVAAS?  Can 

you raise your hands, please?  Okay.  Pretty soon we all have to be very familiar with PVAAS because 

some of that information will really influence our teacher evaluation.  So, we better start getting very 

familiar with PVAAS.  There's several training opportunities throughout our state on PVAAS.  So, the 

importance in here is that we need to take a look at multiple measures.  It is fine that you now know how 

to look at growth and you can actually look at a report and understand every component of that report and 

it's important that that report is part of the decision making.  It's crucial for you to bring that to the table.  

And multiple years we even work better to build up your case.  Another part that is always the pink 

elephant sitting in the middle of the table that we sometimes don't like to even look at is the fact that not 

everybody is very comfortable at talking about second language acquisition because of our lack of 

experience sometimes of acquiring a second language.  So, it is important that we understand that it is 

crucial to have that conversation about language acquisition and what factors around that ecology of that 

child either, you know, encourage that development or sometimes they are in, you know, factors that will 

need to be addressed from the perspective of who the child is.  Many educators also as we -- as we have, 

you know, talked about are not very clear about what policies your district have in regards to English 

language -- in regards to English language learners when it's time for evaluation or when it is time to 

make decisions about their instructional models.  There's always that question.  So, how do we do it?  Oh, 

by the way, it was John Lilienstein, the one that knew everything about it, but she went to PaTTAN so 

now what do we do?  We don't know exactly what are these policies.  We need to know because that is 

part of what happens when there is not, you know, that consistency in how we do things.  Remember the 

three circles, process, policies and people.  Sometimes they don't talk, they don't work together and that's 

when things get more confusing for people to make decisions and then we go to what is familiar.  We go 

to what worked for maybe other kids, so why it wouldn't work with ELLs.  So, we have to have that, you 

know, somewhere.  It is also important to consider the factors of behavior, the factors of how assessment 

data is collected and what value or how do you look at data to make some interpretations about 

evaluating ELLs for special education and once they are in, you know, receiving special education 

services, so how do we chart that these children have been placed in this program and there is progress 

made in regards to their growth in language acquisition as well as in academic growth.  Data is very 
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powerful, but we also need to know how to interpret that data.  Most of the time, if a child does not make 

adequate progress with research-based instruction that is presumed to work, the assumption is made that 

the child must have a deficit of some kind.  Many times we hear that, you know.  What is his problem?  

What is the problem?  This child is not making progress.  I have all of these DIBELS scores and then all 

of a sudden, you know, he's not really making any progress.  There must be a deficiency in reading.  

There must be a problem.  And so we turn around and look for the problem when indeed, when we say in 

a multi tier system of support, we need to look at the system because there are issues in the system that 

we might like to address before go directly to the child.  Language Barrier or Disability.  The first step as I 

told you was to understand your program, understand your assessments in your program.  The second 

part is do we really know how language is acquired?  We all would hear especially the ones that have 

taken some of these LETRS training or have read articles in, you know, professional journals.  We know 

that our brain has been wired to speak, it's natural, okay?  But our brain needs to be taught how to read 

and write.  So, it is important to understand that when that happens in a second language, there has to be 

some expertise at the table to be able to address the differences because everybody talks about the 

similarities and it's fine.  There's many, many articles, books written about like I said works with this 

group, it will also work with the other group, there are similarities that, you know, in literacy development, 

ELLs will benefit if they said -- you know, if they see pictures, they work with graphic art.  Yes, there's 

many similarities in how literacy is acquired when you are a language learner, but there are many 

differences also and very few people address those differences and that's where we need to start thinking 

about some of the questions and I asked that before.  How many languages do you speak at proficient 

level?  You know, experiences are that if you ask that in a team of teachers making decisions, maybe 

there will not be a lot of hands up as we saw here.  What is your experience learning another language?  

We all have experiences of learning another language from high school, you know, some of us took one 

or two languages.  And how would you score at your level of reading skill if I give you a test in 

Portuguese?  Because we're very much into grade level reading scores.  He is not reading or she is not 

reading at grade level.  She's reading at second grade reading level while, you know, he is in seventh 

grade.  That grade level is always brought with ELLs.  But what would be your grade level if the test that I 

give you is in Portuguese?  At what grade level would you score?  Would that be the best way to find out 

whether you are very literate or have high levels of literacy skill?  How would you score? 

AUDIENCE MEMBER: Terrible. 

ANA SAINZ DE LA PENA: Terrible.  Okay.  You will now be reading at your real grade level in English, 

right?  No.  But yet, we use that data left and right with ELLs.  Grade level reading scores come up very 

frequently to show those discrepancies, and we need to move away from that.  One would be a very good 

piece of conversation will be, what level of English language proficiency does he have?  How long he has 

been in the program?  Show me, you know, the scores of English Language Proficiency.  Oh, is there a 

literacy score there?  Yes.  Indeed.  Do ESL teachers and everybody else who teaches these English 

language learners, are they looking at the development of literacy and language acquisition?  Of course.  
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How is he scoring from one year to the other?  What else do we need to do to improve that reading, you 

know, proficiency?  That should be the conversation.  And sometimes, we don't get that kind of 

conversation in the teams.  We get very much taken by, but I have this phonics test and I also have this 

other results from, you know, other reading test.  And reading comes, you know, a lot of times in this, a lot 

of times to find those discrepancies.  So, we need to start thinking about and asking the right questions.  

What about if I give you a verbal IQ test in French?  Becca, how would you come up?  Awful, right?  But 

yet, we do not even think about giving an IQ test to someone that has not developed enough language 

proficiency.  We have to think about what we do and what will give us the best information because you 

can give all the tests in the world, but is that information really information of value to make decisions?  

That is the question that needs to be decided by a team.  Relying on one measure, on one person to 

make a decision, that is not teaching the child, that is not doing, you know, an observation based on very, 

you know, clear goals, it's not really that effective.  So, that's why Rose and Ochoa always talk about, "It 

is not about the tests."  It's not about the tests.  It's about collecting data.  It's about really looking at what 

is available for us to make this decision.  And we know that many decisions are made because we tend to 

pick the information that we are familiar with, that we have used a lot.  I always say, "If I'm a reading 

specialist, I will always look at my scores from DIBELS, SRAs, DRAs, all of the As that you can imagine 

with the Rs that you -- I will look at that because that's what I feel comfortable at reading.  I feel very 

comfortable looking at those scores and making a decision.  I've been doing this for 30 years.  I know how 

it looks like.  But is that the only piece that I need to look at?  The same way, you know, with 

psychologists.  So, in order to have a complete picture of the child, it is necessary to include other 

elements of the student's ecology.  It is important to know who's keeping this information and how to 

access it.  With that said, I would like you to turn and talk with the members of your team there.  Who has 

information that pertains to the ecology of the child in your district?  The ecology, when we talk about that, 

we're talking about years in ESL, cultural -- or acculturation process, whether the child comes from -- you 

know, is he a refugee?  Is he a migrant?  He belongs to a migrant family?  All of this information that 

usually we need to have because I know psychologists when they write their reports, they write a lot 

about the background information of children, they write a lot about delays, they ask questions about, you 

know, family information.  If somebody is an ELL in your district who collects information regarding culture 

and acculturation, regarding language background, is the child literate in L1?  Is he literate in first 

language?  How old was he when he immigrated?  Is he an immigrant or was he born in New Jersey or in 

Philadelphia or in Redding?  What is the family situation, socioeconomic status?  How is the family 

interaction?  Who has this information?  Because I really believe that in order to make a decision, and 

psychologists write this in their -- in their reports extensively about scores and tests, but extensively also 

about that ecology.  Who has the information for the ecology of ELLs in your district?  Just a little 

conversation about it and then we will come back.  Two minutes.  All right.  So, we're getting closer to the 

time where we're going to break for lunch, so just hang in there a little bit.  And I would just ask some 

people to share some of your information.  All Right.  I think I -- when I walked around, I think for some 
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people, it was, like, I don't know who has it, right or who do we talk to if I want to get that information?  But 

there might be some districts that already are collecting this data and they know where to find it.  So, let's 

see at -- what table I didn't ask?  Table 18.  What was the conversation, Melissa? 

MELISSA: Well we have a handbook?  We actually have an intel input for that we have created in our 

district to put a lot of information… 

ANA SAINZ DE LA PENA: Uh-hmm. 

MELLISA: …on the form to give our school psychologist.  So, we have to actually go back and revise it to 

include the skilled scores and differences.  There's just a lot of information we try to pull into that form to 

give a clear picture of who the ELLs are. 

ANA SAINZ DE LA PENA: Excellent.  There is a -- they have… 

AUDIENCE MEMBER: [inaudible] evaluated or [inaudible] who has that form? 

ANA SAINZ DE LA PENA: Who has the form that they have developed from the ESL Department that 

has a lot of information about the ecology of this child, is it that you refer it only when the child has been 

referred for an evaluation or is it shared constantly with everybody? 

CONNIE: The ESL teachers have it.  It's available in our handbook.  But we complete it when an ELL is, 

let's say, in question at a data analysis meeting, just to better document all the information we have in a 

standardized format for anyone who would be evaluating that child whether it's--yeah, for whatever 

reasons. 

AUDIENCE MEMBER: At pre-referral level. 

CONNIE: Right.  Uh-hmm. 

ANA SAINZ DE LA PENA: Uh-hmm.  Okay.  At pre-referral level, yes. 

CONNIE: And that's Mechanicsburg School District? 

ANA SAINZ DE LA PENA: Yes. 

CONNIE: Cumberland County, PA? 

ANA SAINZ DE LA PENA: Pocono Mountain. 

CONNIE: Oh, I'm sorry.  Pocono Mountain? 

ANA SAINZ DE LA PENA: Pocono Mountain, yes. 

CONNIE: Okay, I apologized.  Pocono Mountain and that's in… 

AUDIENCE MEMBERS: Pocono. 

ANA SAINZ DE LA PENA: The Pocono. 

CONNIE: Right.  But what's the county?  Monroe County, right. 

ANA SAINZ DE LA PENA: Monroe County, Monroe County. 

CONNIE: Those of you who are asking to see a model of an administrative handbook, sit with her for 

lunch. 



37 

 

ANA SAINZ DE LA PENA: Yes, yes.  All Right.  Anybody else who would like to share?  Table four, what 

about you?  Who has this information, table four? 

AUDIENCE MEMBER: We don't know. 

ANA SAINZ DE LA PENA: You don't know, okay.  So, that's going to be home work.  Go back to your 

district and ask about it.  Very good.  Cathy? 

CATHY: The guidance counselor. 

ANA SAINZ DE LA PENA: The guidance counselor has that information in some districts, okay?  Good.  

That's good, you know.  All Right.  Connie has a good information to give you about lunch. 

CONNIE: Before that, I have one other question that was posted on the parking lot over the break, and 

that is, "Miss, once you have an IEP, he or she does not need to have ESL, you said false."  Yes, I did.  

"The back issued recently said that IEP is -- no, that ESL is an IEP team decision."  Yes.  When a student 

has been identified for specially designed instruction as having a disability, the IEP team makes -- legally 

makes all of the decisions regarding that child's education.  That, however, does not complete the state 

requirement that an ELL exit under the state exit criteria. 

ANA SAINZ DE LA PENA: Uh-hmm. 

CONNIE: So, the ELL remains in an ESL program, while the IEP team compiles that education plan.  The 

parameters of the ESL portion of the ELLs… 

ANA SAINZ DE LA PENA: IEP. 

CONNIE: …Program Curriculum can range from full ESL instructions in the classroom with the certified 

teacher to consultation by the certified teacher to the special educator or those others who are instructing 

that child.  That range of ESL Program must be recorded in the student's IEP and then carried out as 

decided by the IEP team.  This child is not exited from the ESL program by state regulation, which are 

exit criteria. 

PAULA: And wait a few minutes?  Get started?  Good afternoon everyone.  Can you hear me?  This is 

working? 

AUDIENCE MEMBER: Barely, yes, barely, barely. 

PAULA: Good afternoon everyone.  I'd like to bring you back to our presentation this afternoon.  And 

thank you for rejoining us.  Just to review a little bit about what we talked about this morning, is there 

anyone who could mention a key point or two in the audience regarding what we did discuss this 

morning?  All Right.  One key point from table eight.  Anyone?  Wanda. 

WANDA: Okay.  We talked about the CAN DO Descriptors as being a very good tool to help us 

understand the assessment data that we get back from the WIDA ACCESS and how the CAN DO 

Descriptors help us figure out what students can do with language at the various performance level. 

PAULA: Thank you, Wanda.  And I think I heard someone at this very table mention that it's important not 

just to hand out the CAN DO Descriptors, but also to be able to guide the teachers, and the instructors of 
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the people who touched our ELLs with the proper instruction on how to use them.  So, it's not just a 

matter of handing out a set of papers, but the educators need to know how to implement the use of those.  

Anyone else?  Any other key points that you can remind us of from this morning?  How about table 27?  

Anybody from table 27 who would like to give us one key point that you recall from this morning?  

Anyone? 

AUDIENCE MEMBER: [inaudible] 

PAULA: I'm sorry?  Here we go. 

AUDIENCE MEMBER: Just the use of skilled scores to make comparisons across students and then… 

PAULA: All Right.  Thank you very much.  The use of skill scores in order to make comparisons, and in 

order to check the progress of students during their English Language Acquisition.  What -- one more key 

point. 

AUDIENCE MEMBER: [inaudible] 

PAULA: Okay.  As we're visiting with our participants.  Anyone one else?  One more.  I'll take one more.  

Let's see.  How about this table number four?  One more key point from this morning. 

AUDIENCE MEMBER: We need an ESL handbook. 

PAULA: Very good.  Thank you so much, table four.  We do.  We need an ESL handbook.  All Right.  

Well, thank you everyone.  And as we turn to this afternoon, we're going to be looking at this next slide.  

And this talks about people learning language at different rates.  So, there are different factors that affect 

the rate of language learning.  And here they are in front of you.  It could be age, personality, aptitude, life 

experiences, which we talked about this morning.  We talked about possible culture shock, possible 

trauma.  Where are your students coming from?  What is the motivation of the learner?  What are the 

goals, the degree to which first language proficiency and literacy has been developed?  And then, 

poverty, prejudice, discrimination within the classrooms.  Where can you find out more about your 

students?  It's important to delve into these factors.  Oops.  So, when we talk about ecology, we talk 

about a systematic process for examining the specific background variables or ecologies of our English 

language learners that actually impacts the academic achievement in their new United States classroom 

or in any United States classroom.  We're looking at first and second language proficiency.  We're looking 

at the student's educational history.  What do they bring with them?  Where were they before they came 

into your classroom?  What did they experience in their last educational setting?  Look at their 

immigration patterns, their socioeconomic status.  Look at their cultural background.  We need to find out 

about their histories.  We need to find out about their ecology that is part of their being.  We need to 

remember that more than 80% of English language learners are actually born right here in the United 

States.  They may be second or third generation and less than 15% are foreign born or first generation.  

When we look here, we can look at the differences between two different types of language.  We call 

them BICS and CALPS.  The BICS is the basic interpersonal communicative skills.  The CALPS is the 

cognitive academic language process.  So, we know that the BICS is the social language, which is much 
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easier to acquire than the cognitive academic.  The academic language as we all know is much more 

challenging.  Academic language is obviously needed for school success.  The BICS comes much more 

readily.  It's much easier that communicates those communication skills.  Make sure that when we are 

focused on the learning, we are thinking about the academic language.  The first language, of course, the 

first language proficiency will affect the second language development.  It's important to note that 

research supports that the first language proficiency directly affects the proficiency in the second 

language, and in this case, we're thinking of English language development.  And being bilingual, by the 

way, can benefit our students cognitively and academically.  So, it's important to note that in our 

preschool programs, we should not negate the importance of speaking in the first language.  Many years 

ago, it was thought that no first language skills should be brought into the child's academic life.  But it's 

important that they are able to develop their first language because it definitely impacts second language 

development in a positive way.  So, when parents who don't speak English as their first language or 

speak English at all are reading to their children in they're native, their first language, that is the positive, 

and we need to convey that importance to our parents and to our educators.  When we look in our 

classrooms, we ask ourselves, "Are our classrooms culturally responsive?"  Culturally responsive means 

that we take into account the background, the ecologies of our students.  And that we value those 

backgrounds and the ecologies.  Our accommodations -- excuse me, supports an intervention, a line to 

the student's levels of English Language Proficiency and the Pennsylvania English Language Proficiency 

Standards.  All of these have to be in place.  We need to examine all of these questions.  How do our 

ESL and content area teachers collaborate with their instructional practices?  Assessment has to be 

included in this determination, and grading decisions have to be examined.  How does the administration 

look at this?  Connie? 

CONNIE: Okay.  Take a minute and find the Early English Language Development Proficiency Definitions 

that were part of your handouts.  It'd be two pages.  They're a little bit darker because they're color coded 

in from the WIDA website.  We decided we're not going to have your name.  Go ahead. 

AUDIENCE MEMBER: Sorry.  We didn't hear you.  Can you say that again, please? 

CONNIE: Can you find the Early English Language Development Performance Definitions from WIDA, 

ELD Performance Definitions.  They're a little bit dark in the handout because they were color coded on 

the website.  And there are two of them.  If you look -- one is 4.5 to 5.5.  That is the four, four and a half 

year old children.  And the other is the 2.5 -- no, sorry, 3.5 to -- no, 2.5 to 3.5 year old.  So, we have the 

two and a half to three and a half, and the four and a half to five and a half scales.  And the reason this is 

important -- there are lots of reasons this is important.  If you're teaching early childhood, if you have 

students who have come to you with -- from a language other than English, you want to watch their 

English grow, but you're not using ACCESS for ELL, so you don't have a formal test every year to see 

that growth.  So, let's take a look on the right-hand -- I'm sorry, the left-hand margin.  Which language is 

being discussed on these Performance Definitions?  The left-hand margin, what does it tell you?  Home 

language.  We're talking about how is this preschool child using home or first language.  That's key.  This 
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is not a growth definition for how they are using English.  So, you want to see the child clearly move from 

level one entering, level three developing, level five bridging.  You want to see them increasing in their 

language proficiency.  But this goes back to what Paula was saying about L1 does what?  Proficiency in 

the first language does what?  It -- it's an impact, it indicates, it's a roadmap to becoming more proficient 

in English.  It boosts the acquiring of second language.  So, it is important, it's vital for our preschoolers to 

have a really good grasp and different between social language or the language in the home, the 

language in the kitchen, and the academic language.  But we need to give them a really good grasp of 

the home language.  So, what does this say for parents?  Talk to your kid, and a little more than sit down, 

eat, a more language play, finger stories -- I'm talking preschool now, finger songs and poems, the 

nursery rhymes and literature.  Tell the stories.  For families that don't read, tell the stories because 

there's a rich vocabulary in classic literature, in fairy tales, in the poems, legends and tales that we tell, 

and even within our family.  When we tell a story about great uncle dah, dah, dah, dah who did something 

wonderful, there's a richness of the language.  There's a use of better, more improved language when 

stories are told or literature is read.  So, we need to encourage that at home, in which language?  Home 

language, not English.  Home language, because that's the foundation on which we build later, English 

proficiency.  So, this -- these Performance Definitions here by age give you a sample of how a child's 

home language should be growing in order to prepare them for entry to school, and it's so important.  

Opportunities to learn when a child doesn't have that kind of development in the home language, there's a 

lack of opportunity to learn.  So, we're back to what evidence do we gather, what information do we 

gather before we do a -- an evaluation.  One of the pieces of evidence is how rich is the language in the 

home?  Do a study of -- are there prints materials in the home?  Who has them and who uses them?  Is 

there internet contact in the home, and how is it used?  So, all of that is part of information that gives you 

an idea whether or not there's been opportunity to learn in a rich domain for first language.  When -- 

sometimes you get school aged students who come in as refugees who have had interrupted schooling 

because of war situations or because of whatever refugee issue was going on in their country, they've lost 

a year or five years or seven years of schooling, that's lack of opportunity to learn.  So, the youngster 

comes in at age 16, and he maybe went to school two years.  That's not a disability.  Yes, he's not 

reading at the eight, ninth grade level, but it's lack of opportunity to learn, not disability.  So, this is part of 

the ecology.  This is important to know in terms of background, and it's important to know who in the 

system, who in your school or in your district has that information, who's collecting it, and where is it, and 

how do we get that to the table when we're having a meeting, a pre-referral meeting, preferably.  So, also 

the third bullet is key.  Students who are in classes where there is no modification being made to 

accommodate their English proficiency level, if your Science teacher is not changing instructions for a 

level two student, that level two student is not having an opportunity to learn.  So, it's imperative that all of 

the other teachers make accommodations, modifications to instructions relative to the proficiency level of 

the learner.  I think it was NPR about six moths ago, had a -- had a story about -- there is evidence that 

children coming into kindergarten who can count one to one relationship to 20, do far better in Math in 



41 

 

first grade and second grade and so on than children who don't have one to one counting relationship to 

20.  Well, I have a four-year old granddaughter.  What do you think I'm doing at home?  We are finding 20 

forks and 20 spoons and 20 little people as much as we can and we are counting.  And it's not road 

count.  It's not just the one, two, three, four, five, six, seven, eight, nine.  It is the one to one matching up 

to 20, is the key booster for Math preparation in early childhood.  Think about it.  Okay.  Lack of 

opportunity to learn is not a disability.  And people coming to the table with evidence or lack of evidence 

that there's not been the opportunity we're coming to say, then there probably is not a disability here.  

Although it's growing body of research on effective reading instruction for ELLs without disabilities, it 

appears that not all ELLs are receiving appropriate literacy instructions.  Therefore, what's that called?  

Lack of opportunity to learn.  So, we go back to the RTI or the Multitude System of Support Tier One.  Is 

the Tier One strong?  Is it strong for English learners?  Because if it's not, the learners are being denied 

opportunities to learn.  Core, Tier One instruction for ELLs must be rigorous.  And here's a list of what 

rigorous looks like.  Are we passing that out? 

WOMAN: Yup. 

CONNIE: Okay.  This comes from the Pennsylvania Core Standards for English.  And it talks about 

rigorous instruction.  Now, what we're going to do with this list is look at a video clip.  You will see some -- 

it's a classroom, some students in action.  What I'd like you to do is watch the students, listen to what they 

say and check of these factors as being present or not in this one lesson and of course it's just one 

lesson, so, nobody's -- not -- everything is not perfect.  Every lesson is not perfect.  But look for students, 

not teachers, students who describe their own reasoning, who share explanations with each other, who 

make conjectures, who justify conclusions, who argue from evidence and who negotiate meaning from 

complex text.  All right, this is not teacher talk.  Look at kids talk.  So, every table now have this -- okay, 

we're still waiting.  But I can dance.  We could -- we could do lots of things, but -- how many of you have 

seen or are familiar with the PA Core Standards?  Good.  Better than half, I think.  That's good because 

that's where these come from.  These are PA standards and students need to meet them, including 

English learners.  If I were a principal, I needed to do walk through.  This might be my look for list.  If I 

were a school psychologist, I needed to observe a student before referral.  This might be my look for list 

that I would take along.  Yeah.  Okay.  We're going to watch a clip.  The researcher is Aida Walqui.  The 

address is here if you ever want to get this clip.  On the right side, you can see questions to consider for 

this lesson.  These are not the same questions or this is not the list that you have in your hand to check 

off. 

[video begin] 

TEACHER: So, good morning guys.  Welcome.  My name is Emily Kirk Fran.  I work at Brewster School 

2:57:31 and I teach seventh grade literacy skills.  Almost all of my students are English Language 

Learners.  Maybe two students are native English speakers.  The first thing we're going to do today is do 

our three-step interview where you're going to be interviewing your classmates about some questions. 
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AIDA WALQUI: In this lesson, you see students working through a structure that was originally designed 

by Spencer Kagan.  And it's a structure in which the teacher frames two questions that are going to 

prepare students to get thinking, activating prior knowledge that will then serve as the basis for 

constructing new understandings.  And it takes place in three steps. 

TEACHER: So look at here.  We moved into the three steps interview.  So, I gave students instructions 

on how they would interview their classmates and who they would be interviewing.  I'm going to put you in 

a group of four.  So, during your group, there will be an A, B, C and D.  A, you're going to interview B.  C 

is going to interview who?  D, that's it's.  It's going to be really important that you listen to their answer 

because you're going to share out later what they said.  You're not going to tell your own story.  You're 

going to tell their story.  So, that's step one.  The next step, you switch.  So, if Efrain is my partner and I'm 

A and he's B, step one, I interview him.  Step two, he interviews me.  Ask me the same questions, okay?  

And then step three.  Each student reports what they learned from their partners to the entire group of 

four.  We'll review that step again when we're done with one and two.  Students were working in groups, 

asking each other about a memorable argument they have had before and whether or not they were able 

to convince someone of something.  What is the meaning of an argument and memorable there? 

STUDENT: You need to remember. 

TEACHER: You can remember it.  The second question?  Can you read that one for me, please, Efrain? 

AIDA WALQUI: The lesson begins with teacher inviting students to share instances in which they've had 

to persuade somebody to do something.  And that is an important step because persuasion maybe taught 

in the class as something that is really remote and, you know, we're going to learn these persuasive texts.  

And everybody think it's something not real, not personal.  When in fact, all of us are engaged in acts of 

persuasion all the time. 

STUDENT: Were you able to convince the other person you were arguing with about anything? 

TEACHER: What convince means? 

STUDENT: To persuade. 

TEACHER: Persuade.  So, did you win?  Right?  Did you -- did you get them to get on your side? 

STUDENT: Yeah. 

TEACHER: And then the third question was the person you were arguing with able to convincing you? 

STUDENT: Yeah. 

STUDENT: Was the person you were arguing with, able to convince you of anything?  If so, how did this 

happen?  If not, why do you think that it did not? 

STUDENT: Well, my mom said that if I did grab the -- if I did get a dog, I have to clean all his stuff and 

give them food and buy everything for him.  So, yeah, that's what.  And my dad -- my mom convinced 

herself because I clean my room and he could sleep there. 
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TEACHER: We have interviewed -- A, you interviewed B, and C, you interviewed D.  Now, we're going to 

switch. 

STUDENT: What is the most memorable argument you have ever been? 

STUDENT: When me and my brother were fighting over what channel to watch. 

STUDENT: Were you able to convince… 

TEACHER: The interviews went well, something like that, that it's multi-step.  It has a lot of specific 

directions, could be confusing for students, but they seemed to pick it up very quickly and be able to just 

ran with it.  In your group of fours, decide who's going to go first and you're going to share out your 

partner's story.  We're not commenting on the stories until everyone has shared. 

STUDENT: A memorable argument that Efrain had was what car to get.  He was able to convince another 

person to buying a different car because they had -- he had -- he had good arguments about why the 

other car was better. 

AIDA WALQUI: It's a very powerful strategy because in a matter of three or four minutes, all students 

have asked for information.  All students have had to listen to and understand information that has been 

given to them.  And all students have had to report information.  So, there are three very different 

communicative functions that are practiced in a short time. 

TEACHER: Why do you think I asked you to share about an argument you had before?  What do you 

think? 

STUDENT: To see if we we're listening to it. 

TEACHER: To practice listening with a partner?  Right.  So, we've been reading persuasive texts.  People 

who are masters of persuasion, but I know we have some masters of persuasion in tier two, right?  

Today, I thought went well and I was also impressed with the level of conversations that many students 

were having. 

[video ends] 

CONNIE: Okay.  Let's see what you marked, what you found on -- in terms of effective classroom 

instructions from the Pennsylvania Core Standards?  Did anyone see opportunity to describe one-tone 

reasoning? 

AUDIENCE MEMBER: Yes. 

CONNIE: Yes?  Where? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Someone was describing the meaning behind the argument, what did… 

AUDIENCE MEMBER: [inaudible] 

CONNIE: The -- okay.  What was said, do you know? 

AUDIENCE MEMBER: One about the dog. 
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CONNIE: One about the dog.  She was able to describe how she convinced her mother to allow her to 

have a dog.  Yes? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Yes.  There was a -- there was a script -- that's not the right word, but its questions on a piece 

of paper that allowed the student, the English learner to probe with some depth.  If so, tell me more, if not, 

tell me why.  Good point.  All Right.  Sharing explanations.  Did anyone see that? 

WOMAN: Yes. 

CONNIE: Yes, where? 

WOMAN: All you ever wanted to explain, what the other one just said. 

CONNIE: Just simply saying my friend, Efrain said, he convinced someone to buy a car, a different car.  

Right?  Okay.  How about making conjectures.  Did you see students making conjectures? 

WOMAN: Yes. 

CONNIE: Yes, where? 

WOMAN: It's the [inaudible] with me. 

CONNIE: When the teacher said, "Why did I ask you to do this?"  And the child replied, "To have as 

practice listening."  Is that reasonable?  Okay.  IU6, you're getting ready, right?  So would IU6 saw 

someone arguing from evidence?  Arguing from evidence.  Is your mic on? 

WOMAN: It is. 

CONNIE: Excellent first step. 

WOMAN: We're in a country. 

CONNIE: Where in the video did you see arguing from evidence? 

WOMAN: I don't know if somebody on that end already said it because I heard the word dog, but -- and 

the girl who said, she convinced her mom because she cleaned her room up so normally the dog would 

have a place to sleep. 

CONNIE: Exactly.  If I keep my room clean for a month, can I have a dog or something like that.  Good 

point, good answer.  Anyone else you see arguing from evidence?  In essence, that is that the persuasion 

is.  It can be implied even though we didn't perhaps, see it.  that the whole story, was the story of arguing 

from evidence -- any of the stories of the students.  Okay.  How about the last one?  Complex text, 

negotiating meaning from complex text.  Did you see that?  No, that's because the teachers coming back 

tomorrow, right?  That's where we're going, that's the next part of this lesson.  Don't you think?  It's going 

to be, some kind of text that involves persuasion, persuasive argument.  So, that's -- I'm sure that's where 
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she's going.  I'm quite sure that's tomorrow's lesson and it's okay that you didn't see it today because you 

saw oral language development.  And that's important, too.  And at what age is it appropriate to talk about 

persuasive arguments?  What grade level? 

MAN: [inaudible] 

CONNIE: The beginning… 

WOMAN: Kindergarten, pre-school. 

CONNIE: Kindergarten, pre-school, absolutely.  Absolutely, little noogies who can argue your ears off, 

especially when they want something.  Okay.  So that kind of lesson can happen at any grade level.  And 

this is the look-for hand out.  All right.  We're talking about cultural difference and the ecology that exist for 

folks who are English language learners, but they were also cultural learners in terms of the United States 

and how it works in Pennsylvania.  And how many folks in this room even know what Fasnacht is?  And 

what day do you eat a Fasnacht? 

MAN: Tuesday. 

CONNIE: So if Tuesday, absolutely.  Yeah, because I sent my kid to school in Williamsport, no Fasnacht.  

What's up with that? 

WOMAN: [inaudible] 

CONNIE: Cultural differences.   Cultural differences exist.  But Fasnacht are strong Tuesday food, 

mandatory.  I'm sure the governor made sure of that.  Educators must first read the world.  They must 

know the ecology in the world of the child before they read a word.  Every time I went to a child, a 

student's home, I was a better teacher for having been there.  Read the world.  Students need the 

background knowledge but so teachers, teachers need the background information about what is the 

ecology of my students.  Students from the diverse background bring very different sets of experiences 

and assumption.  Like, taking the box of Fasnacht to Williamsport on a Monday night so that she could 

have them on Tuesday morning.  I mean, really it's what we did.  English learners' comprehension is 

deepened when reading multicultural text and they see themselves in the text.  Now, if you can't say that 

our curriculum provides for each student but especially Juliana, here to herself in the curriculum, to see 

her experiences in the mass word problem and to see science that she's familiar with in the science lab.  

If Juliana doesn't have that experience she's lacking an opportunity to learn.  If the teachers making 

connections with Juliana and knows her background ecology, has been to the home, has talked to the 

family, knows what her prior language development was in the other school and is looking at her growing 

in this school.  Then the teachers that are able to connect, also Juliana feels more comfortable in my 

classroom also but there is the opportunity to learn going on.  Parenting practices are cultural.  Every 

family does not have the same expectations of its preschool, toddlers, children.  There's a wonderful book 

called "Bringing Up Bebe," which is about a American couple who went to France and had their first baby 
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in France.  And she's trying to figure out, the mother in this couple, is raising the child as an at home 

mother.  She's trying to figure out why the French children are so much better behaved, sleep through the 

night without a bottle, eat everything that's put before them.  Why are French children perfect and my little 

American out of control?  Great book, you should read it.  Parenting practices are different.  In the United 

States, we value independence from toddlerhood on.  So we value children who know how to dress 

themselves and button their buttons and zip their zippers and tie their shows.  But in other cultures, the 

nurturing practices much more to nurture the child longer.  To build a stronger family relationship sense of 

needing each other because that comes back at the--in the ages of 20 and 30 and 40, when that 

youngster remembers all the things my mother did for me, all the things my father did for me--that 

nurturing piece.  So, you come into kindergarten and the kindergarten teacher absolutely believes that all 

kids need to be able to button their coats because on December 1st, I am not going to button 28 coats to 

go out to recess.  It's not going to happen.  But the mothers of the Latino children are saying, "Oh, no, no.  

He needs to be loved and embraced and cared for.  His coat needs to be buttoned for him."  So there's a 

miscommunication, misunderstanding, but not being able to button your coat, not being able to tie your 

shoes, is not a learning disability.  It's a nurturing difference.  So benchmarks for the native-language 

nurturing level should be encouraged what is normal within that society.  The fact that the baby sleeps 

through the night is because the mother pauses.  She practices a pause, which allows the baby to settle 

himself and put himself back to sleep.  And that would never happen here because the first people out, 

especially the first child, who were out in the bedroom and into the crib.  Just saying.  And we see second 

language as an enhancement rather than a deficit, we encourage acquisition of a second language, but 

we don't hold the kid--hold the kid responsible for not being at the same level as a native speaker.  We 

have very, very little information research that discusses how bilingual children develop bilingually.  So, 

we can't--you can't say because Andrea doesn't have 500 words or 5000 words at kindergarten or 20000 

words at second grade that she's delayed when she's developing bilingually.  Okay.  Teachers need to 

continue to engage parents in this conversation.  We need to continue to learn more about the ecology of 

the student.  We're going to have another video.  And this researcher is Janette Klingner.  What I want 

you to look for is, what does Dr. Klingner say about assessment.  You want to click. 

WOMAN: Okay. 

CONNIE: Thank you.  What does she say about assessment and what does she say about culturally 

responsive teaching.  Knowing that parents nurture differently, is part of culturally responsive teaching.  

It's not really about teaching, it's about information.  But we need to be very sure that we connect with 

Cleona.  We need to know enough about her to make her connection for her to see herself in our 

curriculum.  And if she doesn't, we--I, the teacher, I am not being culturally responsive.  So here we go 

with Janette Klingner, the second one.  And again you have the web address.  But look for what she says 

about assessment and what she says about culturally responsive teaching. 

WOMAN: Something's not working. 
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CONNIE: Did you click on the--click on the address? 

WOMAN: Yes, I did and then -- sorry.  I don't know, it keep going. 

CONNIE: Whoa. 

JANETTE KLINGNER: I think most people, when they think about a bilingual child or an English language 

learner, they tend to think about a model where a child speaks one language at home and then comes to 

school and learns English.  So, learns one and then adds another or in other words is a sequential 

bilingual.  But in fact, we know that majority of English language learners in the United States are actually 

simultaneous bilingual, meaning that they are learning one language or more in the home as well as 

English.  And so when they start school, it's not that they have a strong foundation in the home language 

but they're really developing both at the same time.  And we just don't know enough about what--that 

process of becoming bilingual looks like.  My colleague, Kathy Escamilla is doing some wonderful work 

on this area with a program called, Literacy Squared where she's actually teaching children to read in 

English and Spanish at the same time.  Building on this idea that children do have a background in both 

languages and we need to help children draw from access their full linguistic repertoire, their strengths in 

both.  And not say, "Okay, now it's only English time, now it's only Spanish," or whatever.  Another 

important aspect of this is that the testing we have done on children tends to give us a limited picture of 

their language proficiency when we use this sequential bilingual lens.  Jeff MacSwan has written a lot 

about this where we end up with children when tested in their native language in English, have a limited 

score on both and we say they're "non-non."  So they don't have a language.  And in fact, if you look at 

their full proficiency, you see how much they really know.  One example of this would be, if you give a 

kindergarten child the Peabody Picture Vocabulary Test in English and he -- the -- okay.  But below 

average in English and you give him that same test but in Spanish where the words, you know, a little 

different, he does below average in Spanish as well.  And you say, "Oh, you know, look he's below 

average in both" you know -- limited.  And yet, if you look at the total number of words that child knows 

when you combine English and Spanish, it's actually greater than what his peer could--might know.  And 

so, it's just that whole other way to think about this process of becoming bilingual and we just don't know 

enough about it.  So I think, that really is important for how we think about RTI and calling kids at risk in 

kindergarten.  Something that I like to say is that we think about our goal in education is preparing 

children for the global economy and what an asset it is to be bilingual and multicultural than those 

children starting out in kindergarten, knowing more than one language actually have a head start.  And 

we just need to do a better job supporting their learning in both languages.  And again, I think RTI really 

can help us do that.  But, we have to change the way we think about children and the strengths they bring 

to school.  I think there's a lot confusion about what it means or instruction to be culturally and 

linguistically responsive.  I think, certainly, we can think about the curriculum and maybe the books 

children are reading.  I like to think of the analogy of children needing windows and mirrors.  So windows, 

you know, to see out into the world and other's experiences that mirror to see their own experiences 
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reflected in what they're reading.  And think that is really important.  But I think it was much beyond that 

as well.  And it has to do with valuing the strengths the children bring to school and understanding that 

children are socialize to learn in different ways.  And one example of this would be a dissertation, one of 

my doctoral students did a few years ago, Jenny Urbach.  Where she did an oral storytelling intervention 

in the first grade classroom where all the students were African-American.  And she had someone from 

the community come in and do oral storytelling with the students.  And then the children themselves also 

told stories.  And it was a wonderful activity.  But what was so important and relevant I think about it, was 

that -- then she analyzed the children's stories.  And she used the traditional format of rubrics for 

analyzing the components of children stories.  And found that they look sort of limited.  You know -- you 

know, in terms of following a set sequence, having, you know, beginning, middle and end.  They didn't 

appear to be very strong but when she brought in other ways of looking at the stories, she found that they 

were actually really richly complex.  And that the children very good at things like engaging the audience 

and -- that they would use a more circular style where they would introduce the topic and then you know, 

veer way from it to come back and go away and come back.  You know, in a way that was very engaging 

for the audience.  So she was able to show that these children really actually had someone to pull 

strength, that if you only use the one so the traditional way of evaluation them.  They would look very 

limited.  So I think that's just one example, but it shows how being culturally responsive means 

understanding that there are multiple ways of looking at you know, where the child is doing and 

understanding his or her strength, so that we can build on those.  You know, doesn't mean we don't teach 

the child that more traditional for storytelling of course we do.  But we do it by valuing what they bring to 

the classroom.  And then, you know, helping the child feel good about that and teaching them more. 

CONNIE: Okay.  She had a lot to say.  I really like the illustration of windows and mirrors showing child 

something new, but also being able for the child to see him or herself reflected in the curriculum.  What 

did you hear her say?  What did you hear Janette Klingner say about assessment?  Yes? 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Traditional assessment methods will -- might make this child appear limited.  Anyone else, what 

did you hear her say about assessment?  Yes. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: How you look at the score, how you -- how you identify the differences in the score or not use 

the score in a deficit model but use the score in an additive way.  They talked about the use of the 

Peabody.  How many of you have used the Peabody Picture Vocabulary?  Lots of you.  Yeah.  So adding 

the English score and the Spanish score together, gives a more accurate view of a bilingual student.  

Anybody else with some information that you heard her say about assessment?  Yes. 
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AUDIENCE MEMBER: I don't know if anyone said it.  Looking further than just the traditional, so you're 

not looking for the beginning, the middle, and the end, you're looking for different kinds of strength, was it 

engaging, was it -- how interesting was it. 

CONNIE: Okay.  Looking at the story beyond the traditional beginning, middle, and end but looking at 

whether or not the audience was engaged, the student was animated and those are parts of the ecology.  

That's not a score.  That's not did he get 20 out of a hundred.  That's the background, the ecology that's 

so important.  Now, what did she say with regard to culturally responsive teaching?  Heads up, IU6.  

Continue over. 

AUDIENCE MEMBER: Value what they bring to the classroom. 

CONNIE: Value what they bring.  Yes.  Your hand was up?  You were to say the same thing.  Culturally 

responsive teaching. 

AUDIENCE MEMBER: Understanding that there's multiple ways to look at things. 

CONNIE: Understanding there are multiple ways to look at things and to interpret.  IU6, what do you want 

-- what did you hear about culturally responsive instructions? 

AUDIENCE MEMBER: I think the idea that we live in a global economy what's more -- makes it more 

important to value what they bring in the classroom.  I think that's a great point. 

CONNIE: We're preparing children for a global economy and the notion that we should subtract that home 

language or that first language, that first culture.  And then when they get to high school, apply a new 

world language or a different culture.  That's craziness.  But seeing assets instead of disabilities is 

another way of looking at it.  Culturally responsive teaching is the mirror -- the window and the mirror, 

right?  So did anybody in this room have a window, see something new in today's -- any part of today's 

presentation?  Did you see out into the world something different?  Yes. 

AUDIENCE MEMBER: I did -- you -- we need to be looking at new types of assessment and looking at 

getting away from the traditional things and more research really needs to be done in that area. 

CONNIE: That's a good point.  More research needs to be done and we need to not look at traditional 

assessments in a traditional manner.  And your point… 

AUDIENCE MEMBER: There's so many different things said. 

CONNIE: So many things. 

AUDIENCE MEMBER: Because I'm new to ELL, so -- and I'm in preschool.  So a lot of what you're talking 

about has been in school age.  So you see a lot of different things that are new today. 

CONNIE: Okay.  All right.  That's fair.  School age information is new to preschool teachers.  Yes. 

AUDIENCE MEMBER: [inaudible] 
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CONNIE: Yeah.  Good one. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: It's how deep is their Spanish.  Good.  She's going to encourage the parents to read in Spanish 

or the home language, whatever it is.  Okay.  Mirrors, in what we've talked about today, where or when 

have you looked at your own practices and said "Oh, I could do that a little differently."?  Mirrors. 

AUDIENCE MEMBER: [inaudible] 

CONNIE: Okay.  Asking the right questions, which was that article we started with this morning needing to 

ask different questions or more questions to gain more information, anyone else with a mirror?  IU6?  

Oops.  6, anything you saw -- you have seen today that you might want to modify in your own practice so 

you'll look better in the mirror? 

AUDIENCE MEMBER: I think for me, when I see training, and it's important to follow the standards, but in 

different cultures, writing is taught in different ways.  And here -- it's structured, there's a beginning, a 

middle, and an end.  In other countries, it's circular, just the way she described in storytelling.  So I think 

that, you know, maybe I shouldn't push so much the way we follow it in standards, but also apply the way 

they write and accept that. 

CONNIE: Good point.  Rhetorical styles are different and we are certainly all linear here in this room, now 

everybody is linear, beginning, middle, end, right?  Or not, perhaps you're divergent, perhaps you're 

circular.  Okay.  So there's more than one way to do writing.  But if I know that you're circular and I need 

you to move toward linear in order to take PSSA in writing, then I need to help you move toward linear 

knowing that your preference or your mental orientation is more circular or divergent.  Okay.  We're going 

to turn this over now to Ana. 

ANA SAINZ DE LA PENA: Okay, Connie.  Thank you.  Clicker.  Oh, here it is.  All right.  The same way 

we -- we're talking about mirrors and windows.  When Dr. Klingner talks about looking at assessment, she 

did mention the fact that you need to have a different way to look at scores based on who are the 

students.  That is definitely a good way to a -- or said way to talk about non-discriminatory interpretation 

of all assessment data.  And when we say that is exactly what we have been sending those messages 

that when we have to interpret assessment data, we need to have, you know, a team of people that will 

bring some of the different areas of expertise that you need to have around the table.  The conversations 

need to be very much into the area of is this enough data, do we really have evidence of this happening, 

did we shadow the student and see what kind of instruction is going on?  Many times I have talked to 

psychologists that asked me about the famous, like, "Do you have the name of a bilingual psychologist?"  

And when I convinced them to -- okay, now look at your program, shadow the student.  That's a very 

good way before you get the bilingual psychologist.  And they have done that, and they call me back and 

they said, "I don't need a bilingual psychologist.  I could actually, you know, have evidence that, you 
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know, there's lack of opportunities to learn here.  We can improve these or we can look at other 

assessments."  So it is important to have this in mind and the importance also to monitor programs and to 

monitor the way that you look at the circle of your policies, procedures, and also look at the circle about 

who's making decisions about that.  So that is another way to look at non-discriminatory interpretation of 

data is definitely looking at multiple data sources.  The psychologist that did this study, Flanagan and 

Ortiz, definitely point out in their book that if there is something that people do not consider which is 

crucial and important as Dr. Klingner has said is that cultural consideration, considerations are all but 

ignored in many instances in regards to the data that we bring to the table.  So the ecology comes back.  

Everything goes back in all of these studies about, you know, assessments with minority language 

children and with children of other cultures, really, everything goes back to are we talking about that 

cultural component, can somebody interpret this based on that culture.  Did you see what Dr. Klingner 

said about with African-American students with the project about storytelling?  Well, in many other 

cultures storytelling is the vehicle by which traditions are transmitted from one generation to the other.  

There's great value in listening to the stories from your elders, listening to the stories that your parents tell 

you.  It is very important for children to hear how it was years ago.  What the, you know, ethical and moral 

examples really are going to guide your life.  Not every culture transmits knowledge using print.  There 

are cultures that transmit knowledge not by reading but by storytelling or by modeling certain behaviors.  

So with that said, we have to really look at that component of culture when we have to make decisions.  

So how does that play?  We have been talking a lot about -- okay, so we need to consider the ecology, 

we need to consider the language acquisition area, we need to consider how does the program really is it 

implemented or is implement -- it's implemented in a -- those particular areas of language acquisition.  But 

Flanagan and Ortiz also said that this is a good way to assess whether your process in deciding about an 

evaluation for a student needs to be considered as important, so the steps.  So it says, you know, 

evaluate cultural and linguistic differences, you know, your ACCESS or whatever language program you 

have, the ecologist here, so if you find large differences, it's -- there's more adverse effect on 

performance.  Okay?  So, if there are large differences then maybe the performance of that child is 

affected.  That is not saying there is a disability, okay?  The other part is -- what we have been talking 

about is evaluating inhibiting factors.  Again, you start talking about the ecology.  If a student is a refugee 

and has lived in a camp for three, four years of his or her life, there are some factors right there in that 

experience that are inhibiting factors.  So many inhibiting factors, more adverse effect on performance.  

So, again, if I am giving assessment to that child in reading, writing and, you know, learning steps for the 

child, we have to consider the ecology.  And we also need to evaluate a non-discriminatory data.  That 

means if I walk around with a student for a day and I follow the student from one class to the other, and 

then I realize that the instruction around -- that is happening to that student is not really providing lots of 

opportunities to learn.  So, the questions that I have to ask, is this child capable of learning normally if 

given the chance?  So, if there's not opportunities to learn for that child then, you know, I have to, again, 

think about, is that a disability?  And if there are, you know, less opportunity to learn like in the case of 
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this child, there's a low probability of a disability.  Okay?  So if a child is receiving content instruction that 

is not adapted, there's not, you know, all the scaffolds necessary for that child to learn.  Then the 

probabilities that if I'm using assessment and collecting data that, you know, is not showing me progress, 

the probability of that child to have a disability is not really that great, maybe giving the conditions 

necessary to learn, the child will learn.  So that's exactly where, you know, we need to be looking at.  This 

is another chart that drives me nuts but it's okay.  It will stop at some point.  Okay.  Yes.  This is -- when 

we talk about RTII and you have it here on this side, this is really the process.  And we have to 

understand that we assess with the purpose of intervention.  So, something is not really or the student is 

not really making progress in a certain area.  Well, I need to try interventions to see whether I can close 

that gap.  Assess initially with authentic and alternative procedures.  So as Jeanette KIingner said, you 

know, try to meet the student where the student is, and try to use different ways to really value that data.  

Assess and evaluate the learning ecology, so what is happening with the student's background and what 

is happening around his life experience that is going to influence a result.  And evaluate language 

proficiency.  So, if we do not have any ACCESS for ELL scores as part of the decision making, then we 

are not really looking at everything that we need to look.  Opportunities to learn, shadow the student, and 

then, again, go into the cultural and linguistic factors.  And if I have a, you know, a hypothesis about the 

student, it's still a hypothesis.  I need prove it.  So it says evaluate, revise, and retest the hypothesis.  Is it 

a disability or not.  Determine the need for and language of formal assessment.  And when you say, "Well 

yes, I think there -- we need to assess further more," and how do I reduce bias in the traditional 

assessment practices?  I have to understand that, you know, not only one tool, maybe I need to look at 

others.  And then I have to support my conclusion.  After I have my team, we bring the data then I have to 

support my conclusion using different data, the ecology of the student and others.  Once that happens 

and then the student is really -- has the disability, I have all of the data and it shows compared to other 

peers, compared to other ELLs.  When I look at the data, I am looking at this, you know, comparing with 

other ELLs and we proved that indeed there is, you know, a learning disability with all my data, then what 

needs to happen next.  If the decision has been made that the child needs an IEP, please consider the 

ESL teacher a very important member of your team.  She's going to bring your ACCESS ELLs.  She's 

going to converse you about the history of the child.  ESL teachers have a lot of information that is 

required.  Plus, according to the Bureau of Special Education, she has to be a member of that team.  He 

or she, you know, have to be part of the team.  It is also important to understand that parents are part of 

the conversation at this point.  And many of the questions that we may have and clarifications about the 

child need to be somehow collected through parent interviews, through talking to parents about what is 

going to happen in the special education field.  We need to interview parents as we know, we need to 

provide interpreters.  And sometimes I have had, you know, psychologists or teachers calling me and 

saying, "Well we have asked this parent to bring an interpreter but he's not bringing the interpreter.  So 

what do we do?"  I said "Well, first of all, parents -- it's not the responsibility of the parents to find an 

interpreter.  It is the responsibility of the school district or the charter school to provide an interpreter."  If 
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the parent is -- parent is limited English proficient, you need to have an interpreter there.  And that has to 

be, you know, it is part of the whole scenario of having a team for the IP meeting.  We're going to apply 

your knowledge.  As I always tell you in Brain Research, we need to work with a little something so 

something stays in our mind about what we have learned.  At every table, Paula walked around and gave 

you a case scenario, right?  Actually, there's -- some have one, others have number four, others have 

number three at your table.  You're going to look at the case scenarios and you're going to pick one case 

scenario, one case scenario.  Look at the case scenarios, pick one case scenario for the table, yes.  One 

for the whole table.  All right.  Second, nobody's listening to the directions then I will have 90 people 

asking me the same thing.  Listen first.  Excuse me.  I know that you are crazy to work about it, but hold 

on a minute.  Pick one case scenario and the questions are going to be, what other information do I need 

to continue the conversation with my team?  So you're going decide whether you have enough 

information or not, and what other information would you need.  The other part of the questions is, okay, 

who should be part of this -- of the team, who is else is missing at this table that needs to be part of this 

team?  And how would I make sure that there have been opportunities to learn with this particular 

student?  What strategy -- what will I do to find that out?  Or if I already have the information, so I will be 

very happy with it.  So talk about it at your table.  Answer the questions together.  And later on, I will get 

some feedbacks from you from your case scenario.  Okay?  So, pick one, answer -- ask question -- 

anyone, you have to pick one, pick one.  There are some that are a little harder than others, but pick one. 

AUDIENCE MEMBER: We have a question on this end.  Hello? 

AUDIENCE MEMBER: And please talk about the… 

AUDIENCE MEMBER: Hello?  Are you next to base? 

ANA SAINZ DE LA PENA: Yes, IU6? 

AUDIENCE MEMBER: We have a question.  All we have are a couple teacher reports for ACCESS for 

ELLs, is that what we're to be looking at? 

ANA SAINZ DE LA PENA: Get closer to your mic because I cannot hear your question.  I'm sorry.  

There's some noise -- background noise here. 

AUDIENCE MEMBER: All we have are a couple of ACCESS for ELLs report, is that what we're to be 

looking at? 

ANA SAINZ DE LA PENA: You don't have your case scenarios? 

AUDIENCE MEMBER: We don't have any thing that says case study here right now, nothing like that.  

We have ACCESS for ELLs report that says Dang and Enrico.  That's all. 

ANA SAINZ DE LA PENA: Okay.  You don't have a description of a student?  No, okay.  Paula is going 

to… 
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AUDIENCE MEMBER: It's not in the area. 

ANA SAINZ DE LA PENA: Yeah.  Marie is going to e-mail it to you right away.  I'm sorry.  It's one case 

scenario that we're going to send you to work with, okay? 

AUDIENCE MEMBER: Thank you. 

ANA SAINZ DE LA PENA: I'm very sorry if you didn't get it. 

AUDIENCE MEMBER: Okay. 

AUDIENCE MEMBER: Yup.  Marie knows, Marie knows. 

ANA SAINZ DE LA PENA: One minute, IU6.  Just one minute and you will get it, okay?  I'm sorry.  Just a 

reminder, we also have at your table, these ELLs in special education and implementation list -- checklist.  

So this is also another good tool for you to take a look.  It's an implementation checklist.  So this will be 

almost like a summary of how important it is to consider certain things that's on a checklist.  Did you find 

it?  It's here.  I think… 

AUDIENCE MEMBER: Okay. 

ANA SAINZ DE LA PENA: The checklist we developed with Victor. 

AUDIENCE MEMBER: [inaudible] 

ANA SAINZ DE LA PENA: Okay.  I think that -- as I walked around, I heard excellent discussions.  And for 

the benefit of the whole group, I know that you want to continue discussing but we need to move on.  All 

right.  I just would like to reflect as we said, we went -- Dr. Klingner said mirrors and windows, right, or 

windows and mirrors.  Windows of opportunities, what's out there and mirrors to look at our own practice.  

I know that in almost all of these case scenarios, there were -- there was important information missing.  

And I heard some people talking about what was missing.  Who would like to share in their case scenario, 

what were some of the information that you needed to make some decisions?  What was missing?  What 

other things would you need?  Yes. 

AUDIENCE MEMBER: The scaled score from the chart. 

ANA SAINZ DE LA PENA: Oh, thank you very much.  Oh, great.  Love you, table 16.  Very good.  I am 

excited too.  The scaled scores, yay.  So, yes, I only had one year of information.  One year of -- let's call 

it the ACCESS information.  Very good.  Anybody else who would like to add what else do you think?  I 

mean every district is different, what else do you think is missing?  Wanda, what do you think? 

WANDA: Additional data from other assessment.  We had a lot of ACCESS [inaudible] to help support 

any of the claims being made. 

ANA SAINZ DE LA PENA: Okay.  More data about other areas or other content areas, other assessments 

to build up the case about -- so if we say a program is what happens with students when they are in all -- 

other content areas, where is the assessment also from those content areas?  Not just ACCESS but also 

other assessments to build up the case about opportunities to learn.  Yes, Wanda. 
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WANDA: [inaudible] on our particular students, there was information that the teacher had claimed that 

the student was performing poorly on DIBELS despite interventions but at no point did they share what 

those interventions were, what the target of the interventions were, or any of that type of thing.  So I think 

that was a piece of information that was pretty much missing in most of our scenarios. 

ANA SAINZ DE LA PENA: Okay.  Very good.  More information about assessment results, more 

information about goals, clear goals for the students.  Very, very good.  All right.  Yes, table 5. 

AUDIENCE: [inaudible] I mean, I think it's important that the nurse is also involved with some of those 

because it looks like that she may have a hearing, you know… 

ANA SAINZ DE LA PENA: Uh-hmm.  Could be. 

AUDIENCE: Yeah, could be. 

ANA SAINZ DE LA PENA: Uh-hmm.  In her case scenario… 

AUDIENCE: [inaudible] 

ANA SAINZ DE LA PENA: The -- yeah, grade four, born in China, Zhang.  The idea is we need 

somebody else involved and they were thinking about maybe a nurse because there were some issues 

related to her that she's not paying attention.  She's, you know, she has, like, a blank look in her face.  It 

could be also an issue about hearing. 

AUDIENCE: Well, I mean her listening is so low compared to her writing.  I mean, her listening was only 

1.0 compared to like writing, which -- and usually, you see your listening and your speaking scores much 

higher. 

ANA SAINZ DE LA PENA: Okay.  Okay.  She was analyzing the listening scores from ACCESS in one 

year, seemed to be also low and, let's see.  IU 6, did you get your case?  Did you have time to take a 

look? 

WOMAN: I actually think we have a different case than the one that you're doing right now. 

ANA SAINZ DE LA PENA: Oh, yes.  Everybody got a different case.  Yeah. 

WOMAN: Okay.  Yes, we did get a chance to look at ours and we… 

ANA SAINZ DE LA PENA: Oh, okay. 

AUDIENCE: For a short -- for a short time but it's pretty much the same, this is what I think that [inaudible] 

ANA SAINZ DE LA PENA: Okay. 

MAN: And I think for the team members, we would want an ESL teacher and a school psychologist. 

ANA SAINZ DE LA PENA: Okay, as a team member, the school psychologist and the ESL teacher.  All 

right.  Thank you.  Overall, the -- oh, over -- back there.  Yes.  Another one, yes.  Uh-hmm.  Uh-hmm.  

They need more parent information from the perspective of what happens with the child at home.  Is the 

child exhibiting almost the same behaviors or is it something that, you know, it could be more of the 

culture, it could be more of the schedule.  Did you get also the girl from China, fourth grader?  That is 
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falling asleep and it's, you know, maybe need to talk about, you know, what schedules are there at home.  

From the perspective, if they are work -- if the parents work in a restaurant, sometimes that could be -- the 

schedules of parents coming back home could be very late and the child wakes and then she's tired the 

next day.  So excellent input, you know.  I need to talk to parents and learn more about what is going on 

with the child.  And that is also very important because whenever we talk about ELLs, and I have heard 

this from some areas where they call me and they want to -- immediately to find a bilingual psychologist 

that is fluent in Mandarin because they have students from China or in this case, it was a kindergarten 

boy from China that was not talking in the class.  Everybody else was talking and this child was, you 

know, kept to himself and didn't talk.  And so the -- they presumed that the child had a problem because 

he will just repeat certain words they couldn't understand and so they were -- they wanted a psychologist 

because they thought the child was autistic.  And so when I said, "Did you interview parents?  Is this the 

same behavior that is happening at home?  Is he also sitting by himself, no talking, just pointing at 

things?"  And they said, "Well, we want the psychologist to really, you know, do the testers or tests."  I 

said, "No.  You have to start with information from parents because if those behaviors are the same as at 

home or if the parents come and say, "No, at home, he talks.  He does this, does that."  Well, you cannot 

be autistic in one language and not in the other.  So maybe, just maybe in this case, did you talk to the 

ESL teacher?  You have to -- oh, we have to call the [inaudible] they didn't have a program.  They didn't 

have anything but to assume the fact that we need a psychologist because the kid has been here for 

three weeks and he's not talking.  So one of the things that we need to rule out in these cases is, "Did we 

really talk to parents?"  That is important.  It's a very important part of learning more about the child.  

Overall, I would like some reflection here, overall, these conversations that you had with these case 

scenarios, how were they the same or how were they different?  Your conversations in your group, same 

or different from the kinds of conversations, you said that you participated in multidisciplinary teams when 

you look at kids and you look at children about their discrepancies.  How was the conversation the same 

or was it different, and what was different about it?  Anyone would like to reflect?  Was the conversation -- 

Lourdes, can you share with us? 

LOURDES: For us, we work from Allentown, so for us they were very similar, but I think there are multiple 

pieces, components, aspects that can definitely be improved and that is something to take back and work 

on systemically. 

ANA SAINZ DE LA PENA: Conversations about the system were different.  They're -- they think that 

some of the conversations were almost the same but there are systems questions in Allentown that they 

need to get back to deal with.  Very good.  Thank you.  Anybody else?  Anything about these 

conversations that you say, "Well, we really didn't say these when we were at our district or we didn't talk 

about this but now, I think we will bring this back."  Anybody here?  You? 

AUDIENCE: Yeah.  I think I'll definitely be able to, you know, take some of this back.  I get a lot of -- as a 

psychologist, I get a lot of pressure from teachers and -- but ESL and general education teachers who 
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evaluate kids pretty quickly if they feel that they're not keeping up with the rest of the kids in class.  And 

it's hard for them to understand that the points of comparison are not the same. 

ANA SAINZ DE LA PENA: Thank you.  Thank you.  Anybody else?  What about this table?  What about 

you?  You are… 

AUDIENCE: I think that it's essentially the same.  I mean, your -- the same kind of people are there.  

You're wondering what kind of intervention has been done.  But in this case, you have to think about a 

second language.  You know, what progress have they made in another language, so. 

ANA SAINZ DE LA PENA: The progress made in a different language is important if the student is a 

second language learner and that aspect needs to be addressed.  You could have your procedures in 

place for evaluation of children in your district.  But if there's that variable that the child is a second 

language learner, then the conversation also needs to be around second language acquisition.  What 

about here?  Joanne?  Uh-huh, anything that you talked about here that would be something as a 

reflection. 

JOANNE: From the class overall? 

ANA SAINZ DE LA PENA: From the group discussion. 

JOANNE: In--for these or the class overall? 

ANA SAINZ DE LA PENA: Yeah, for this case scenario. 

JOANNE: Oh, for our cases.  Actually, somebody over there said the one for mine.  I had the same thing 

written down that, number one, what interventions were tried?  How many different interventions were 

tried?  If you don't have that information, it's hard to make a determination if they worked or not. 

ANA SAINZ DE LA PENA: Uh-hmm.  So the discussion was around interventions.  Okay.  All right.  So 

now we move along.  We have in place what will be the reflection that we have in regards to, what will be 

the same and what will be different when you have ELLs as part of your discussion?  We already heard 

from our colleagues.  We need the information about the second language acquisition.  We need the 

scale scores.  We need the ecology.  We need to talk to parents.  So, all of those aspects are aspects 

that you need to consider.  So there is no magic bullet.  There is not a formula.  There is not one test that 

you give to every kid so you say, "This is the test that PD or, you know, PaTTAN is saying that is going to 

be the only instrument."  There's no magic bullet.  It is always collection of evidence and of data that is 

going to guide us.  So once the child is in special education, we have to work in collaboration with our 

special education teachers.  Is that next, Paula?  Yes.  How do we work then?  Okay.  You have children 

and some of you said you have more than 30 kids that are ELLs and have IEPs, more than 50 kids, more 

than 30 kids that are ELLs and have IEPs.  How are you working with them in regards to second 

language acquisition?  How are you working with them in regards to setting goals based on, also, second 

language acquisition?  How are you really targeting your goals to chart growth academically and 

linguistically?  That is a very important question because according to Artiles and Ortiz in their studies, 

when students have been placed -- after giving a test to students and placed them in special education, 
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they gave -- after two years, they gave the same vocabulary tests to see whether the students' growth in 

vocabulary acquisition or language acquisition had been impacted by being in special education.  And the 

results were -- they regressed.  They didn't have as much, you know, language complexity as when the 

test was given before.  And so what we are looking here is how can ESL teachers and special education 

teachers work together?  How can they really provide for the education of that child?  So the next slides 

are going to be part of a webinar that we had with Dr. Victor Rodriguez Diaz last year and it is archived in 

our PaTTAN website.  It is called ELLs in Special Education: How ESL and Special Education Teachers 

Collaborate or Work Together.  Okay, Paula. 

PAULA: So what happens if an English language learner is identified as being eligible for special 

education?  Well, both ESL instruction and special education services can be part of the student's 

educational program.  And many times in the past, we have seen that different schools or LEAs have 

thought that that cannot happen simultaneously.  But one does not actually supersede the other.  So they 

can happen and they should be part of the student's educational program at the same time.  The ESL 

teacher must be part of the IEP team until such time that the student will exit from the ESL program.  And 

there are multiple criteria for that exiting process which has to be adhered to.  If an ELL has significant 

cognitive abilities and/or limited English acquisitions, then the IEP team will consider the benefits of the 

student's participation in the ESL program.  As you can see, ELLs, as I already stated and we've stated 

before, maybe eligible for those special education services.  Just keep in mind that the IEP team must 

consider the need for ESL instruction.  And IEP teams, again, must consider those special education and 

ESL instruction simultaneously.  So again, they must both be in place.  Very important in the program for 

these children is the ongoing collaboration that must be in place.  And this collaboration regarding 

instruction and assessment and progress of the student must have input from the ESL teacher, the 

special education teacher, the regular education teacher.  These are specific components of ESL 

program for the IEP team to address.  As you can see, you must refer to the Pennsylvania English 

Language Proficiency Standards, otherwise known as the ELPS, when addressing standards aligned 

goals.  You should refer to the Model Performance Indicators, MPIs, when addressing annual goals for 

the students.  You should refer to the WIDA CAN DO Descriptors when addressing annual goals or 

objective and English language proficiency assessment, which we have talked about very deeply today 

when looking at the students' current level.  The IEP team can determine that the student should not 

participate in the ESL program.  As Ana stated earlier today this morning, the team -- the IEP team may 

decide that the student does not have to participate but the student is not exited.  And by the way, not 

exited from the ESL program, the student may receive consultative instruction and strategies from the 

ESL teacher and will also continue, by the way, to take the annual ACCESS for ELLs exam.  Here you 

can see some -- the steps that are necessary for writing a standards aligned measurable annual goal.  So 

as you can see, this is specific for an ELL, for an English language learner.  Review the present levels of 

the academic achievement and English language proficiency.  We get that, of course, from the ACCESS 

for ELLs.  Prioritize the students' needs.  Determine the PA standard that corresponds, that correlates 
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with each need and include the Pennsylvania English Language Proficiency Standards, otherwise known 

as the… 

AUDIENCE: ELPS. 

PAULA: ELPS.  Thank you.  And write the goal and include the clearly defined action or behavior, the 

condition, performance criteria.  And you can use the CAN DO Descriptors or the Model Performance 

Indicators as your guide when you're doing this.  Remember, however, you begin by considering the 

grade level standards.  Again, for ELLs, you need to include the English Language Proficiency Standards.  

As stated earlier and continually today, the ESL teacher and special education teacher must be in a mode 

of ongoing collaboration regarding the instruction of our English language learners.  They each bring 

important pieces that are necessary for the progress of our English language learners.  Here are some 

points for your collaborative discussions and you can see how they are divided for -- from the special 

education standpoint and the ESL standpoint.  It's very important to address all of these points during 

your collaborative discussions.  And remember to always be aware of the possibility of a misidentification.  

How you know about these misidentifications can be further found in looking at the Colorin Colorado site 

and here is how you can access that site.  Connie. 

CONNIE: Thank you, Paula.  Yes, questions. 

AUDIENCE: [inaudible] 

WOMAN: MPIs Model Performance Indicators. 

AUDIENCE: [inaudible] 

CONNIE: Pennsylvania's English Language Proficiency Standards document includes samples called 

Model Performance Indicators or MPIs.  And those as well as the CAN DO Descriptors and the -- and the 

other references and the interpreter's guide can be used to form goals for an IEP.  Francine, yes. 

FRANCINE: [inaudible] 

CONNIE: When ELLs are duly identified, when would they not receive ESL instruction?  If the IEP team 

deems that the special educators received consulting services from the ESL teacher rather than in-class 

instruction for the student with the disability, that is a possibility.  Is that only in cases where there is 

severe or multiple disabilities?  The student identified -- students are identified first at registration as 

whether or not they are English language learners.  There are criteria in the state of Pennsylvania for 

exiting, for becoming recognized as proficient, exiting an ESL program.  A student with multiple or severe 

disabilities may never meet those exit criteria so the student remains in the ESL program even if the IEP 

team has determined that instruction in the ESL classroom is not appropriate for that child, but the child 

does still take an ACCESS for ESL -- ELLs exam.  They are still required to take it every year whether or 

not they're receiving direct instruction, as long as they are identified as English learners.  There is an 

alternate exam, ACCESS for ELLs that's only for students who are PASA eligible.  If they're not PASA 

eligible, they take the regular ACCESS for ELLs as long as they're members of the program. 



60 

 

AUDIENCE: Do you think it's really important -- I know there's a lot of people here from special education.  

I used to be a supervisor of ESL for my district and I don't know how many folks in the room realized that 

everything that you're saying is summarized in the Pen-link from the Bureau of Special Education back 

from 2009.  That's -- it's a Pen-link giving us guidance on educating ELLs with IEPs.  And all of the 

information that you're sharing is summarized in that document.  I think it's important for folks to look for 

that. 

CONNIE: Good point.  The document is October 2010, the Pen-link from the Bureau of Special Ed 

regarding issues for English language learners who have been identified as having a disability. 

AUDIENCE: My -- we were talking about ELLs being identified for IEP services, but what about students 

being identified as ELLs because of their learning disability?  How do we guard against that? 

CONNIE: Students are identified as English learners first upon registration in a school district.  And that 

really has absolutely nothing to do with having a disability.  And the procedure for identifying a new 

student, a newcomer as potentially as an English language learner happens in the district and most of it is 

in district control.  There are three questions every child or every parent registering a child must answer.  

That's a state requirement.  Beyond those three questions, the district establishes practices and 

procedures, the people makeup the practices and procedures for identifying whether or not that student is 

an English learner.  That precedes any identification for special needs.  Yes, ma'am. 

AUDIENCE: Quite evident, you had mentioned that as far as taking the alternative assessment that that's 

for students who qualified to take the PASA.  What about students who aren't at an age where they're 

going to be taking any of those standardized tests? 

CONNIE: The ACCESS for ELLs applies to kindergarten students.  It's given annually for K through 12 

students unless until they exit the ESL program. 

AUDIENCE: The alternative [inaudible] 

CONNIE: ACCESS for ELLs is the default assessment.  If they're not eligible for PASA by age or by 

whatever, then they're not eligible for the alternate assessment.  Okay.  I want to do a quick check with 

everybody about what we've learned today, what you're going to take back with you, what might have 

been important about today's workshop.  Anyone who has something to share that was a good learning 

from today?  You don't want me to call on a table. 

AUDIENCE: The CAN DO Descriptors. 

CONNIE: The CAN DO Descriptors.  Excellent.  Someone else?  Ask the right questions.  Oh, I love that.  

Good one.  Anyone else?  Yes.  How to measure growth?  How many of you have ever measured growth 

before today?  Yeah, English language proficiency growth.  One.  Okay.  Yeah, one.  So, anyone else, 

something you learned or something that's good information to take back?  Say it again. 

AUDIENCE: Make a handbook update. 
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CONNIE: Make a handbook or update your handbook.  Yes.  Nobody comes back to PaTTAN unless 

you've got a handbook in your hand, whether it's a Special Ed handbook or an ESL handbook.  Anyone 

else?  Something you learned.  The ecology is key for English learners. 

AUDIENCE: Opportunities to learn. 

CONNIE: Opportunities to learn.  Yes. 

AUDIENCE: Looking outside the box during assessment. 

CONNIE: Looking outside the box when you're doing an assessment.  Absolutely.  Windows and mirrors.  

Does this child see himself or herself in my curriculum?  Yes.  We need -- we need to make parents feel 

comfortable using the home language so that the student's foundational language development improves, 

increases. 

ANA SAINZ DE LA PENA: Connie. 

CONNIE: Yes. 

ANA SAINZ DE LA PENA: One clarification.  One clarification about the home language survey used as 

the sole piece of information to assess -- to assess with the WAPT.  In many instances, districts do not 

have, in their policies and procedures, that interim step between the home language survey and the 

WAPT.  There has to be more information in order to assess the child with the WAPT.  In many instances, 

and I have had several phone calls from parents who answer yes to the question of, "Is there another 

language spoken at home?"  Just because -- in one case, honest-to-goodness and I'm not making this up, 

the parent said yes and then they assessed the child with the WAPT and placed him in the ESL program 

when she realized that, she was frantic and then came back and said, "No, there's no other language 

spoken at home.  I just said yes because my housekeeper speaks Spanish."  Is there another language 

spoken at home?  She wrote yes, Spanish, but was that -- does that have to do something with the 

English language proficiency of the student?  No.  Please ask questions before you assess.  It is part of 

the regular procedures.  As I was hearing from a colleague here, there are many students in some 

districts -- some students in some districts that have been identified as ELLs because the question was 

not asked.  Speaking another language at home, it could be spoken by the grandparents who come 

sporadically to visit the family.  That doesn't make the student an ELL.  So that question that needs to be 

asked.  Because you know what, we place the student in the ESL program when the student doesn't need 

the program.  So we create a gap.  Okay.  So yes, we can improve the circle of practices and policies.  

Who make those policies and practices in the district needs to hear about this.  So in your handbook, you 

have questions to ask, further questions to ask to parents.  There are also -- who's making the decisions 

of who goes to -- or what information goes to the ESL teacher?  Many principals -- when I used to be in 

Philadelphia, I was the director of ESL and bilingual programs there.  And principals really had an issue or 

problem because the secretaries will handle registration and they will handle the home language survey.  

And in many instances, the home language survey was not really given to the next step, which will be the 

ESL teachers, so the ESL teacher will interview the parents and assess if necessary.  So every time a 
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new secretary comes into your building that is in charge of registration, somebody needs to train that 

person about the steps that are locally-decided in how do you deal with the next step which is the 

assessment and -- the interview and the assessment.  So there has to be steps for secretaries who do 

the registration.  Many times, they just have the parents fill out the form and put it away in the [inaudible] 

file or whatever, so nobody really goes to the next step.  And we have had ESL teachers going through all 

the newcomers, you know, the new registration -- kids that register, pulling out the home language 

surveys, and sometimes, you know, you could avoid that step and do a better job if the procedures will be 

spelled out in your handbook, right?  In your manual, in your handbook that says, "When a parent fills out 

this form, the next step is, you know, the ESL teacher gets it." or whatever is your procedure.  Many 

misunderstandings about who needs to be assessed could be avoided if we will have good procedures in 

place for people to be trained whenever there is a new secretary or a new principal or a new coordinator 

or a new teacher.  In many instances in many districts, the ESL program, structure, coordination, 

assessment, reporting, interpretation, et cetera, et cetera, et cetera is left in the hands of the ESL 

teachers.  And ESL teachers do the best they can but they are not the supervisors.  They are not the 

coordinators.  They cannot tell their colleagues that they need to accommodate or do ABC because this 

child is a second language learner.  That needs to be an understanding that it's a system.  That the 

process needs to be in place so we don't have ESL teachers really, you know, doing the role or 

performing the roles of administrators.  They collect the data, they talk to the parents, they -- you know, in 

some places, when there's only one ESL teacher in the whole district, and there are places like that, 

many of them in Pennsylvania, actually, a hundred and eighty-six LEAs.  That means a hundred and 

eighty-six school districts and charter schools have less than 10 ELLs.  A hundred and eighty-six districts 

in Pennsylvania have less than 10 ELLs.  So guess who is doing the data collection, the interpretation, 

the -- going to kindergarten then to first grade to eleventh grade and doing all the instruction, that ESL 

teacher.  So we have to move forward with that idea.  The ESL teacher is the one that provides the ESL 

instruction as part of your program.  Yes, she knows a lot more about the child.  Yes, she knows a lot 

more about ACCESS, but it is -- you know, a program means that all of you, psychologists, counselors, 

administrators, everybody in the district needs to also be part of the system when we teach ELLs.  I hope 

that we have given you information about certain things that will be important to address for children.  I 

always end up saying this is about children.  This is about learning.  This is about improving our practices.  

And I think that you have been a wonderful audience so thank you very much for spending the day with 

us.  And fill out your evaluations and if you have any questions, email Connie and Paula.  No, you can 

email me too, okay? 

AUDIENCE: Thank you. 

ANA SAINZ DE LA PENA: Thank you. 


