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Promising Practices from the Field

Sheltered Instruction Revisited:
Ensuring Access to Language, Content, and Community

by Ruth Kriteman and Edward Tabet-Cubero—Dual Language Education of New Mexico
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and Empowering Students as Learners
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Introducing the Fifth AIM4S 3 ™ Key Instructional Principle
by Erin Mayer—Albuquerque Public Schools and
Lisa Meyer—Dual Language Education of New Mexico
The Achievement Inspired Mathematics for
Scaffolding Student Success (AIM4S3™) framework
supports teachers in meeting the needs of language
learners and other students who struggle with the
academic language and conceptual understandings
of mathematics. AIM4S3™ is designed to be used
K-12 and incorporates the
Common Core State Standards
for Mathematics (CCSSM)
and the current resources
and materials being used by
teachers. There were originally
four Key Instructional
Principles (KIP) that provided
the pedagogical foundation for
the framework:
9 Teacher Mechanics and
Delivery,
9 Student Output,
9 Positive Classroom Culture, and

What does it look like in the classroom?
As a matter of routine, teachers need to use strategies
that elicit students’ feedback on their understanding
of the concepts being taught and their ability to
monitor their learning and the type of support they
need. A question for teacher reflection is, “How am I
gathering input from students
on whether they understand
the content or not?”

So what is Continuous Feedback?
Continuous Feedback is a timely, ongoing process
which provides students with accurate and relevant
feedback on their progress and informs teachers as
to the effectiveness of their instruction. Whether it’s
homework, the day’s lesson, peer tasks, exit slips,
or a formal assessment, this process is reciprocal
between teacher and student. Intentional,
purposeful Continuous Feedback requires
structures and strategies to give and get feedback
from students, as well as a flexible stance toward
day-to-day lesson implementation that takes into
consideration both the planned unit and students’
evolving needs—as identified through ongoing
student feedback.

Other structures can be more formal. Intermittent exit
slips can quickly tell teachers if students are making
progress toward targeted standards. They give pointin-time information and suggest next steps for student
intervention or extension. These exit slips not only
inform teachers about students’ learning; students
should also understand how this feedback can inform
their own learning. Marzano’s reviews of the research
have found that formative assessment may be “one
of the more powerful weapons in a teacher’s arsenal”
(2007, p. 12).
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Structures that support this
process provide opportunities
for students to reflect on what
they are learning and for
teachers to model language
and expectations that help
students more accurately
represent their progress. One
simple example is asking
students to give a non-verbal
response to a question—a
9 Sheltering and Scaffolding.
thumbs up if they understand
As the framework has evolved,
or a thumb sideways if they
As part of the PDSA cycle, students share
Continuous Feedback has been
have questions. Students can
ideas about how the teacher can
added as an additional Key
often suggest these structures.
support their learning.
Instructional Principle. Here
Taking the time to elicit
we have a brief overview of this principle and
and use the students’ input fosters a strong learning
how its use informs this framework, elevates our
community in which learners and the process of
instruction, and empowers our students as learners. learning are valued.
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A goal setting process such as the Plan-Do-StudyAct (PDSA) (Shipley, 2007) is a powerful continuous
—continued on page 3—
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feedback tool. There can be long-term goal setting
for a unit, but there can also be lesson-level
goal setting. Lesson-level goal setting might be
procedural (e.g., what procedures are needed to
get through a mathematics lesson without losing
focus and being derailed by interruptions). It can
have a behavioral focus (e.g., the class will return
homework completed to the best of their own
abilities to be prepared for the next day’s lesson) or
a content focus (e.g., we will draw models to find
the sum of fractions with unlike denominators).
These lesson-level PDSA’s reinforce for students
that their voices and feedback are important in the
classroom, as well as that their daily actions and
attentiveness impact their learning.
Guided mathematics groups are another more
formal strategy that yields great opportunities
for teaching, learning, and reciprocal feedback.
During guided instruction, teachers can address
the very specific needs of the students in the
group, including giving students an opportunity
to share what questions they have and what type
of support would be most helpful. For example,
a teacher could ask, “What would help you the
most as we review fractions—for me to draw and
explain it, to use fraction bars…?” And a student
might say, “Can you draw one like the one you did
on the board yesterday?” or, “Can I try a problem
and you help me if I get stuck?” Asking students
questions about their learning can maximize
instructional time and teach students to monitor
what works best for them.

A positive classroom culture that is built on mutual
respect and supports risk taking and student ownership
of learning surrounds all other elements of instruction.
Strong sheltering and scaffolding practices are used
to ensure all students have access to the content
and language of instruction, and these supports are
removed as students no longer need them. Considering
teacher mechanics and delivery acknowledges the
importance of careful planning and a deep knowledge
of both the curriculum and effective instructional
strategies on the part of the teacher. A focus on student
output highlights the critical need for students to
have multiple and varied opportunities to process
information orally with peers, as well as in writing, and
to develop language skills, higher-order thinking skills,
and content knowledge. Students must be active, vocal
learners in the classroom. Lastly, providing continuous
feedback in a timely, ongoing manner ensures that
students have accurate and relevant information
on their progress and allows teachers to assess the
effectiveness of their own instruction. Exit slips,
homework, collaborative tasks, and formal assessments,
as well as honest discussion and feedback during action
planning and classroom meetings, are all opportunities
to inform instruction and improve student outcomes.
Together, the Key Instructional Principles create a
positive and productive context for implementing the
four component areas—Focus and Motivation, the
Compendium, Unit Lessons, and Closure and Goal
Setting. When these are all in place, teachers and
students see the strongest gains in student achievement.
Flexibility plays a significant role in making proficient
use of this Key Instructional Principle. Starting
with a well-designed unit and acquiring the depth
of conceptual understanding necessary to deliver
the instruction creates a foundation for the teacher
that allows for flexibility. Too often, educators move
through a program or unit day-by-day with little
understanding of the complexities of the concepts they
are teaching or how the ideas connect to previous or
upcoming lessons. Being flexible in the delivery of
instruction means knowing the content well and being
able to continually adjust instruction as needed across
a unit, a week, or even a day’s lesson—never losing
sight of the desired student outcomes and how to help
students progress toward them.
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Guided math groups provide regular opportunities
for differentiated instruction and reciprocal
feedback between teacher and students.

What are the AIM4S3™
Key Instructional Principles?

Promising practices...
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El baile del lenguaje en la educación bilingüe
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por Mariana Castro y Lorena Mancilla—WIDA
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en programas bilingües. Después de esta discusión,
giraremos el enfoque al desarrollo de ambos idiomas
y terminaremos brindándoles ideas sobre cómo
integrar y aplicar las ideas presentadas en este artículo.

Desarrollo del lenguaje en la
educación bilingüe
Como educadores bilingües, nuestra labor es
multifacética, matizada con perspectivas culturales,
lingüísticas e intelectuales. Por un lado, tenemos
que crear oportunidades para que nuestros
alumnos aprendan los conocimientos y las
prácticas propias de cada materia. Por encima de
esto, también debemos proveerles oportunidades
para que desarrollen los
dos lenguajes de enfoque
en nuestros programas
bilingües y de la misma
manera respetar las prácticas
lingüísticas del hogar. Tanto
los conocimientos y prácticas
de la materia así como los
del lenguaje, se encuentran
relacionados entre sí y
ubicados dentro de un marco,
o contexto, cultural. La
implicación para nosotros,
los educadores bilingües, es
que nuestra planificación diaria de enseñanza debe
llevarse a cabo considerando este marco cultural en
relación de cada paso lingüístico.

Semejanzas y diferencias entre el
idioma español y el inglés
Si partimos de la idea de que el lenguaje es un
vehículo para aprender, hacer, ser y convivir, todos los
lenguajes tienen propósitos
comunes. Por ejemplo, tanto
En la educación
en inglés como en español,
bilingüe no es
se usa el lenguaje en el
posible deslindar
ámbito del aprendizaje para
el aprendizaje de
expresar ideas, compartir
la materia de las
información y explorar
lenguas de enfoque
conceptos. También en ambos
del programa ni del
aspecto cultural en
idiomas, el uso del lenguaje
las que el aprendizaje
expresa y forma parte de
y las lenguas se
nuestra identidad y como
encuentran inmersos.
tal, el lenguaje cambia de
manera flexible dependiendo
del contexto social, propósito y el receptor/a del
mensaje. De la misma manera, en ambos idiomas, el
lenguaje se usa para comunicarse con otras personas
y expresar pensamientos, deseos y emociones.

En este artículo, nos enfocaremos en el desarrollo
del lenguaje en ámbitos escolares multilingües e
incorporaremos consideraciones sobre la inclusión
del marco cultural en nuestras aulas. Aunque
el enfoque de este artículo sea en el desarrollo
lingüístico, confesamos que hacerlo así es una
manera artificial para poder profundizar en este tema,
ya que es imposible deslindar los conocimientos y
prácticas de la materia de las del lenguaje y también
lo es evitar profundizar en el impacto cultural y de
identidad del aprendizaje en el alumno.

Además de los diferentes propósitos para el uso
del lenguaje, el español e inglés tienen semejanzas
en las maneras en las que están organizados
lingüísticamente. Ambos idiomas usan palabras o
vocablos para nombrar personas, cosas y conceptos.
Estos vocablos se unen siguiendo una serie de reglas
y convenciones gramaticales para formar ideas y
proveer detalles. El texto o discurso se organiza,
en ambos lenguajes, de maneras particulares y
con complejidades lingüísticas únicas según la
situación y el propósito de la comunicación. Cada
uno de estos elementos—vocablos,
El lenguaje es un vehículo para procesar y expresar
reglas y convenciones gramaticales,
el saber, para hacer, para ser y para convivir.
y complejidad lingüística—varían
dependiendo del tema en cuestión,
Como preámbulo a nuestra discusión en este
de la situación en la que la comunicación ocurra,
artículo, presentamos una breve discusión de las
de quienes formen parte de la interacción y de
semejanzas y diferencias entre el inglés y el español
otros factores del contexto sociocultural en el que la
como lenguas, la cual puede adaptarse para una
comunicación ocurra.
discusión referente a otros lenguajes de enfoque
—continúa en la página 5—
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Aunque existen inmensas semejanzas entre el español
y el inglés en cuanto a los tipos de elementos de
los dos idiomas, los elementos en sí son diferentes
en cada uno de ellos. Por ejemplo, aunque ambos
idiomas poseen palabras, las palabras en cada idioma
son diferentes. De la misma manera, las reglas y
convenciones gramaticales para unir las palabras y
para expresar ideas o pensamientos son diferentes.
Incluso, cuando existen géneros similares con los
mismos propósitos para el uso del lenguaje cada
idioma organiza la información de manera única.
La siguiente tabla provee algunos ejemplos de las
semejanzas y diferencias entre el español y el inglés.

Vocablos

Contexto Sociocultural

Tipos de elementos lingüísticos en
común entre el español e inglés

Semejanzas

Diferencias

El uso de sufijos y prefijos para
modificar palabras (e.g., historiaprehistórico/prehistoric)

Uso de género—en el español se usa y en el inglés no
(e.g., La casa roja/ The red house)

Cognados (e.g., madre/mother,
seis/six)

Promising practices...
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Familias léxicas de palabras—más comunes en español
que en inglés (e.g., árbol, arboleda, arbusto, arbolista)
Prefijos y sufijos para modificar adjetivos o acciones,
(e.g., grand (e) (ote) (ota) (ulón) (ísimo) (ísima), big
(se tiene que añadir un adverbio para poder traducirse
del español—really big, extremely big, rapidísimo)—más
comunes en español para este caso y marcan género
Géneros (e.g., la cama (femenina), el sol (masculino)/
the bed, the sun (no hay marcación de género)
Uso de la tilde o acento escrito que en ocasiones es
crucial porque éste puede cambiar el significado de la
palabra (e.g., papa (potato) y papá (dad)

Funciones de las diferentes partes de la
Formas y
convenciones oración (e.g., verbos, adjetivos)
Conjugación de verbos para indicar
modo y tiempo (ambos tienen el
indicativo y subjuntivo, pese a que se
usa más el subjuntivo en español)

El rol del
contexto

Tipos de textos
Tipos de oraciones
Sentido de coherencia y cohesión

Reglas gramaticales y excepciones
Organización de las partes de la oración (e.g.,
ubicación del adjetivo antes del sustantivo en el inglés
mientras que en español hay más libertad con la
posición del adjetivo en la oración: Her new friend/Su
nueva amiga o Su amiga nueva
La organización de textos es diferente en cada idioma
aunque pertenezcan al mismo género
Lenguaje formal e informal (e.g., tú y usted, señor/a)

Noción de registros (incluyendo la
noción de formal e informal)
Sea cual sea el idioma en que los alumnos sepan, hagan, sean y convivan, el contexto influencia
las palabras, frases, formas y convenciones gramaticales que se usan. El lenguaje asimismo
modifica el contexto y la relación entre los dos—el lenguaje y el contexto—son simbióticos, es
decir, dependen y se desarrollan el uno con el otro.
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Complejidad
lingüística

Convenciones en el uso de mayúsculas
(e.g., inglés: Italian, español: italiano)

—continúa en la página 13—
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Evaluation of Instruction: Applying the Eight Components of
Sheltered Instruction to Teacher Evaluation Systems
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by Edward Tabet-Cubero and Ruth Kriteman—Dual Language Education of New Mexico
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Much controversy has surrounded the rollout of
new teacher evaluation systems throughout the U.S.
in recent years. Contrary to political rhetoric, most
teachers do not take issue with being held accountable
for their work; they simply want to ensure that the
accountability system is valid, reliable, and fair.
Often lost in the current school “reform” debates is
the reality of requisite instructional practices that
must be implemented in order to meet the needs of
culturally and linguistically diverse (CLD) students.
This is the case even while, for the first time in U.S.
history, racial and ethnic minorities form the majority
of the public school student population, and English
language learners are the fastest growing sub-group of
the overall student population (nces.ed.gov). The goal of
this article is to demonstrate how the Eight Components
of Sheltered Instruction (see p. 1 of this issue) should
inform teacher evaluation standards and competencies.
Although much needs to be written about the Value
Added Measurements many districts have added to their
teacher evaluation systems, this article focuses on teacher
standards and competencies as they relate to the clinical
observation cycle employed in most evaluation systems.
Many local and state education agencies across the
country have adopted teacher performance standards
that are informed by Charlotte Danielson’s Enhancing
Professional Practice: A Framework for Teaching (2nd
Ed., 2007). Although not originally intended as a
formal teacher evaluation tool, it has become one of the
most common resources for development of teacher
evaluation systems. While it is an effective tool for
identifying the components of “good teaching,” the
Danielson Framework and most teacher evaluation
systems that rely on it lack direct, explicit, and specific
attention to teacher practices that meet the needs of
culturally and linguistically diverse students.
The commonly adhered to adage “good teaching is good
teaching” does not ring true for the teaching of emerging
bilingual students. If that were the case, linguistically and
culturally diverse students would not be suffering from such
a tremendous gap in achievement with their native-Englishspeaking peers. The same holds true for teacher evaluation
practices. There are specific elements of effective classroom
instruction that are generalizable, but in the case of teachers
of emerging bilinguals, there are very specific skills related to
language and culture that must be the area of focus (TabetCubero in Valdes, Menken and Castro, 2014).

Whether directly based on the Danielson Framework or
not, most districts’ teacher evaluation systems include
similar standards and competencies and could benefit
from a lens that is informed by the Eight Components
of Sheltered Instruction and thus reflects the needs
of second language learners and culturally diverse
students. Included in Table 1 (pp. 7-8) are examples of
how these components could inform teacher evaluation
standards and competencies. While not intended to be
a comprehensive list, these examples represent minimal
expectations for all teachers of CLD students in order
to meet their students’ distinct academic, linguistic, and
cultural needs.
While these examples focus on the application of
the Eight Components of Sheltered Instruction to
Charlotte Danielson’s Enhancing Professional Practice:
A Framework for Teaching, school and district leaders
should engage in a similar process of analyzing their
own teacher standards and competencies through
the lens of second language and culturally responsive
instruction. Engaging in this process of analyzing
and adapting current teacher evaluation standards
is essential to ensuring the needs of culturally and
linguistically diverse students are effectively met and
the work of teachers who are skilled at sheltering their
instruction is fully acknowledged.
References:
Beeman, K., & Urow, C. (2012). Teaching for biliteracy: Strengthening
bridges between languages. Philadelphia, PA: Caslon Pubishing.
Chamot, A. & O’Malley, M. (1993). The CALLA handbook:
Implementing the cognitive academic language learning approach.
Boston, MA: Addison-Wesley Publishing Co.
Echeverria, J., Vogt, M.E., & Short, D. (2004). Making content
comprehensible for English learners: The SIOP model (2nd Ed.).
Boston: Allyn and Bacon.
Nieto, S. (1996). Affirming diversity: The sociopolitical context of
multicultural education (2nd Ed.). White Plains, NY: Longman
Publishers, USA.
Danielson, C. (2007). Enhancing professional practice: A framework
for teaching (2nd Ed.). Alexandria, VA: Association for Supervision
and Curriculum Development.
Tabet-Cubero, E. in Valdés, G., Menken, K., and Castro, M. In
press. Common Core and ELLs/emergent bilinguals: A guide for all
educators. Philadelphia, PA: Caslon Publishing.
Zwiers, J., & Crawford, M. (2011). Academic conversations:
Classroom talk that fosters critical thinking and content understandings.
Portland, ME: Stenhouse Publishers.
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Domain 3: Instruction.
Component 3a: Communicating with
Students.
Element: Explanations of content.
Proficient: Teacher’s explanation of
content is appropriate and connects with
students’ knowledge and experience.

Domain 3: Instruction.
Component 3c: Engaging Students in
Learning.
Element: Instructional materials and
resources.
Proficient: Instructional materials
and resources are suitable to the
instructional purposes and engage
students mentally.

Proficient: Teacher successfully
engages all students in the discussion.

Domain 3: Instruction.
Component 3b: Using Questioning
and Discussion Techniques.
Element: Student Participation.

Domain 1: Planning and Preparation.
Component 1c: Setting Instructional
Outcomes.
Element: Value, sequence and
alignment.
Proficient: Most outcomes represent high
expectations and rigor and important
learning in the discipline. They are
connected to a sequence of learning.

Danielson Framework
Element

Table 1
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4. Activate prior
knowledge
and/or
create shared
knowledge

3. Support
meaning with
realia

2. Plan for peer
interaction

1. Focus on
language

Component
of Sheltering

Teacher helps students identify connections
to content that are culturally responsive and
linguistically appropriate. Teacher acknowledges
that students may possess prior knowledge in a
non-English language and helps students bridge
that knowledge into English.

Student comprehension and language
development is enhanced by the provision of
real objects with which to interact, that relate to
the content concepts and support the lessons’
language objectives.

In order to engage second language learners in class
discussions, the teacher provides scaffolding such as
sentence frames, visual representations of vocabulary
and concepts, graphic organizers, etc. Teacher
utilizes grouping techniques that reduce anxiety and
foster collaboration among students and provides
consistent routines for class discussions.
Teacher allows students to negotiate meaning with
their classmates in their native language before
sharing their thoughts in their second language.

Teacher develops language objectives that support
students to fully access grade level content
standards.
*Note, to move from a “Proficient” to a
“Distinguished” level of performance a teacher
would utilize students’ individual language
proficiency assessment data to develop
differentiated language outcomes for individuals
or small groups of students.

Instructional Adaptations for
Culture and Language

Although research is clear that tapping students’
prior knowledge when introducing a concept
is beneficial to all students, it is essential for
students learning in their second language. In
order for ELLs to comprehend both the content
and the language of instruction, teachers must
connect new learning to prior knowledge, and
those connections must be culturally relevant
in order for the students to benefit from them
(Echeverria, Vogt, & Short, 2004).

Key to second language learners’
comprehension is the use of language in
authentic contexts. Providing real objects,
images, and using technology for students
to interact with in order to support meaning
can create the authentic context necessary
to comprehend, as well as use language
appropriately.

Second language learners cannot be placed in
groups and simply given the expectation to
participate. They require explicit support with
the language structures of the content and
language demands of academic conversations.
With appropriate language supports, students
at all language proficiency levels can then
be expected to participate in discussions of
cognitively demanding content (Zwiers, 2011).

Language objectives related to content objectives
are essential for language learners for two
primary reasons:
1) Students require scaffolding of the academic
language of the content in order to comprehend
input and produce related linguistic output.
2) Content instruction often provides
opportunities to improve students’ language
proficiency when planned for in advance.

Explanation

Promising practices...
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—continued on page 8—

7

8

DLeNM

Domain 1: Planning and Preparation.
Component 1b: Demonstrating Knowledge of
Students.
Element:
Knowledge of students’ interests and cultural
heritage.
Proficient: Teacher recognizes the value of
understanding students’ interests and cultural heritage
and displays this knowledge for groups of students.

Domain 1: Planning and Preparation.
Component 1b: Demonstrating Knowledge of
Students.
Element: Knowledge of students’ skills, knowledge,
and language proficiency.
Proficient: Teacher recognizes the value of
understanding students’ skills, knowledge, and
language proficiency and displays this knowledge
for groups of students.

Domain 1: Planning and Preparation.
Component 1a: Demonstrating Knowledge of
Content and Pedagogy.
Element: Knowledge of prerequisite relationships.
Distinguished: Teacher’s plans and practices
reflect understanding of prerequisite relationships
among topics and concepts and a link to necessary
cognitive structures by students to ensure
understanding.

Domain 1: Planning and Preparation.
Component 1e: Designing Coherent Instruction.
Element: Instructional materials and resources.
Proficient: All of the materials and resources are
suitable to students, support the instructional
outcomes, and are designed to engage students in
meaningful learning.

Danielson Framework Element

Table 1, cont.
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8. Affirm
identity

7. Bridge the
two languages

6. Develop
student
learning
strategies

5. Make text
accessible

Component
of Sheltering

Teacher plans to integrate knowledge
of students’ cultural heritage into the
classroom environment, curriculum, and
instructional practices.

Teacher demonstrates an understanding
of how to bridge students’ knowledge
in one language to learning in another
language. Teacher purposefully plans
for students to further develop both
conceptual understandings and
multilingual proficiency by providing
opportunities for students to explore
connections across languages.

Teacher plans for the development of
student-applied learning strategies that
are appropriate to the discipline and to
the cognitive and linguistic levels of the
students. Opportunities for students to
practice these strategies and skills and
transfer them across learning contexts/
disciplines are provided.

Adaptations are made in order to make
grade level text accessible to students at
various language proficiency levels. Teacher
plans strategies before, during, and after
reading that scaffold the language demands
of the text for second language learners.
The selected materials and resources are
culturally responsive and foster language
development.

Instructional Adaptations for
Culture and Language

ELLs face many challenges within the U.S.
school context, including being viewed from
a deficit perspective. Paramount to their
academic success is a strong sense of identity
built upon their linguistic and cultural
assets (Nieto, 1996). Teachers play a key
role in affirming students’ positive identity
development through the way they design
their instruction and the attitudes with
which they interact with their students.

Second language learners bring with them
a breadth of background knowledge and
conceptual understanding in their native
language. It is essential that teachers of ELLs
identify and build upon their linguistic
assets, helping them develop strategies to
bridge what they know in one language to
the other language (Beeman & Urow, 2012).

While it takes a minimum of 5-7 years
to gain academic proficiency in a second
language, second language learners must
learn academic content before fully
mastering English. Therefore, it is critical
that teachers provide them direct and
explicit instruction in learning strategies to
comprehend and communicate effectively
while they are acquiring English (Chamot
& O’Mally, 1994).

In order for second language learners to
comprehend and utilize text, teachers
must make a variety of modifications.
Planning these modifications requires an
understanding of text complexity, second
language acquisition, and the language
proficiency levels of their students.

Explanation

Promising practices...
—continued from page 7—

by Mishelle Jurado—Albuquerque High School
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as their teacher. I felt the need to understand my
The life-long question of “Who am I?” is an evercommunity better, especially the linguistic nuances
present and persistent question that most humans
of Spanish that were embedded in their English. I
seek to answer in their lifetime. Teachers also ask,
wanted to respect what my students brought to the
“Who am I professionally, and how are my personal
classroom while exposing them to other varieties
and professional identities the same or different?”
of Spanish. My classroom was an invitation to
The answer may have even greater impact than one
the world of Latin America and all of its culture,
might think, since teachers’ identities coincide with
from El día de los
those of their students
muertos, Carnival, the
in significant ways.
Chicano Movement,
A teacher’s identity
street food... to the
development is more
Revolución Mexicana
complicated than just
and sus corridos, to
who she or he is in the
name a few.
classroom. Sue Lasky
(2014) explains that,
Questioning
“What individuals
the language
believe, and how
individuals think and
development of
act is always shaped
emerging bilingual
by cultural, historical,
students
and social structures...”
After a few years of
Mishelle Jurado and students at
Teachers’ identities,
teaching the heritage
Albuquerque High School
actively or passively,
language classes,
influence the academic development and individual
I was given Spanish III, one of the classes for
identities of their students. How teachers perceive
native speakers. The students were predominantly
themselves in the context of school is as important as
freshmen, but there were students from other
how the students see themselves. There are, however,
grades, as well. It was with this class in particular
cultural, linguistic, academic, and social issues that are
that my questions of language development for
rarely, if ever, discussed in professional development
emerging bilingual students really began. Since the
contexts to help teachers understand their own identity class was more literature based, I wanted to know
in an intentional and productive manner.
what students were doing in their English language
arts (ELA) classes and understand if they could
A teacher’s journey
see the connections between the two classes. My
I have been a teacher for the last 11 years. I have
questions of colleagues who taught Spanish language
taught Spanish as a Modern and Classical language—
classes were met with more questions. They saw
by far the most difficult year of my teaching. This class their classes as separate and distinct from students’
was not the best approach for the community I lived
English language development instruction.
in, as more than 98% of the students were heritage
language learners and all possessed some level of
Thus, I continued to teach from a book and create
Spanish. After conversations with the University of
project-based lessons to help students develop
New Mexico Spanish professors, I decided to come
their Spanish literacy. I enjoyed the classes and the
back to those classes with a different perspective.
students, and I encouraged students in my heritage
I wanted to empower and reinforce what students
language classes to work up to the Spanish III
already had in their linguistic repertoires so that they
level of expectations. I began to view the class as a
were not sacrificed to the formal Spanish language
bridge between two groups of students with definite
acquisition process. I also did not want to ignore what historical similarities but very different linguistic
that language shift meant for the students and for me,

Promising practices...

Who Am I? The Ongoing Discovery of
My Evolving Teacher Identity

—continued on page 14—
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2. Plan for peer interaction—Language learning
access to the content and the ability to articulate
is an interactive process. Therefore, teachers must
what they are thinking and what they can do. These
be adept at setting up instructional structures that
skills are multidimensional and complex and require
facilitate students’ use of the target language,
that the students have meaningful interactions with
including risk taking and negotiation of meaning,
the learning materials, as well as with their teachers
with the teacher providing for language input and
and fellow students.
output in an environment that
They need to hear how
reduces anxiety.
the teacher explains the
3. Support meaning with
content and the way their
realia—Key to second language
English proficient peers
learners’ comprehension is the
talk about it—the questions
use of language in authentic
they ask to further their
contexts. Providing real
knowledge and the way
objects and images and using
they negotiate their use of
interactive technology to
language and thought to
support meaning for students
commit their ideas to paper.
can create the authentic context
Language learners are, in
necessary to comprehend and
fact, establishing a mental
use language appropriately.
grammar: an understanding
4. Activate prior knowledge
Smart Boards provide students and
of how English is used,
and/or create shared
teachers with a common focal point
the structure that allows
knowledge—Although the
for authentic context.
for clear communication
research is clear that tapping
of thoughts, and the vocabulary that explicitly
students’ prior knowledge when introducing a
and succinctly conveys ideas. Students need the
concept is beneficial to all students, it is essential
opportunity to be exposed to that language, but, more
for students learning content in their second
importantly, to own it by practicing and using it. It’s
language. In order for ELLs to comprehend not
a huge task and requires very specific support from
only the concept but the language of instruction,
teachers and classmates to be successful. Sheltered
teachers must connect new learning to students’
instruction is not just good teaching, but teaching
prior knowledge, and those connections must be
that provides the students with the specific supports
culturally relevant in order for the students to benefit
(Echeverria, Vogt, & Short, 2004).
necessary for successful content learning and literacy.
5. Make text accessible—In order for second language
learners to comprehend and utilize text, teachers
must make a variety of modifications. Planning these
modifications requires an understanding of text
complexity, second language acquisition, and the
language proficiency levels of their students.

Dual Language Education of New Mexico has
used information and knowledge from our work
with various programs around the country serving
emerging bilingual communities to add to the
five original components of sheltered instruction.
The eight resulting components are important in
supporting language learners as they work toward
their goal of learning to learn in a second language.
These components are described below.
1. Focus on language—Every lesson provides an

opportunity and a need to teach students the
academic language skills (beyond vocabulary lists)
that they need in order to (1) comprehend content
lessons and (2) communicate (speaking/writing)
what they know and are able to do. This focus on
language should include listening, speaking, reading,
and writing, as well as language structures, functions,
semantics, etc. (Snow and Wong Fillmore, 2002).

6. Develop student-learning strategies—While it
takes a minimum of 5 to 7 years to gain academic
proficiency in a second language, ELLs do not have
the luxury of waiting to learn academic content
until they have mastered English. Therefore, it
is critical that teachers provide ELLs direct and
explicit instruction in strategies to comprehend and
communicate effectively while they are acquiring
English (Chamot & O’Mally, 1994). For example,
when students practice such strategies as using
contextual clues to infer meaning from text within
the framework of a content lesson, the strategy is
more easily retrieved and applied when needed.

DLeNM

—continued on page 11—

7. Bridge the two languages—Second language learners
bring with them a breadth of background knowledge
and conceptual understanding in their native
language. It is essential that teachers of ELLs identify
and build upon the linguistic assets of their students,
helping them develop strategies to bridge what they
know in one language to the other language (Beeman
& Urrow, 2012).
8. Affirm identity—ELLs face many challenges within
the U.S. school context, including being viewed from
a deficit perspective. Paramount to their academic
success is a strong sense of identity built upon their
linguistic and cultural assets (Nieto, 1996). Teachers
play a key role in affirming students’ positive
identity development through the way they design
their instruction and the attitudes with which they
interact with their students.

Understanding what sheltering is and using the
strategies consistently and deeply requires a great deal
of practice! Just as students need regular practice and
use to own the language, teachers need a deepening
understanding of what sheltering strategies look and
sound like in their context and the opportunity to
apply them. To that end, the next four issues of

Soleado will include articles that delve deeper into
the Eight Components of Sheltered Instruction—
explaining them further and providing examples.
Stay tuned!
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Dual Language Education of New Mexico and AMP Concerts present

La Santa Cecilia
Friday, November 21 @ 8 pm
Santa Fe, NM ✴ La Fonda Hotel Ballroom

Proceeds from the evening event will suppport the Janet Montoya Schoeppner
Memorial Scholarship Fund and the DLeNM Endowment,
helping to ensure a blilingual future for New Mexico’s students.
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Tickets Starting At $20

Tickets: Hold My Ticket (112 2nd St SW), 505-886-1251 and ampconcerts.org
DLeNM
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DLeNM Continues with Kellogg
Bright Spots Initiative (BSI)

—continued from page 3—

Why is Continuous Feedback important?
Providing Continuous Feedback yields significant
outcomes and habits. Students have greater awareness
of how they are doing throughout the unit—not
just at the end when it is too late to do much about
improving. They are also better able to monitor and
communicate their own understanding of the content.
Teachers have a heightened sense of how their
students are doing over the course of the unit, and
critical adjustments can be made in a timely fashion
to efficiently support student learning. With time and
practice, formative and summative assessments, as
well as quick teachable moments, are intentionally
and frequently used to provide relevant support for
students’ success.

by David Rogers, DLeNM
With funding from the W. K. Kellogg Foundation,
Dual Language Education of New Mexico is
engaging school communities in a 3-year initiative
to strengthen and spotlight dual language education
in New Mexico. The purpose of the Bright
Spots Initiative is to demonstrate the power of
multilingual enrichment education by developing
New Mexico’s cultural and linguistic capital,
narrowing the academic achievement gap between
native English speakers and native speakers of
languages other than English (i.e., Navajo, Spanish),
and preparing students to fully participate in their
local and global communities.

Soleado—Fall 2014

With community, business, and educational leaders,
DLeNM utilizes New Mexico’s multilingualism
and multiculturalism as levers to achieve and
ensure educational equity and excellence for all
students. Participating school communities include
the following: Coronado and Reginald Chávez
Elementary Schools, Truman Middle School, and
Albuquerque High School from Albuquerque;
El Camino Real Academy from Santa Fe; and Dream
Diné Charter School from New Mexico’s Four
Corners area.
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On August 28, BSI schools gathered for a day-long
planning retreat. Inspired by a morning of visiting
classrooms and observing students and teachers at
work through the lens of DLeNM’s VISITAS protocol,
instructional leaders finalized their instructional
support plan for the new school year. Each plan
includes local and regional resources provided by
DLeNM and its partners—WIDA, Literacy Squared,
and the NM Public Education Department.

This excerpt was first published in Achievement Inspired
Mathematics for Scaffolding Student Success (AIM4S3™)—
An instructional framework for language and content
learning (2nd ed.), Fuente Press, 2014.
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AIM4S3™ in Action
The AIM4S3™ 3+3 training model, which is
grounded in the CCSSM, includes a threeday initial training with an overview of the
model, a classroom demonstration, and
an opportunity for teachers to plan. This
is followed by a minimum of three days of
follow up to support teachers in using the
framework with students. To learn more,
please visit www.aim4scubed.dlenm.org or
contact Lisa Meyer, lisa@dlenm.org.
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El desarrollo del español y del inglés
Así como existen semejanzas y diferencias entre el
español y el inglés, también existen semejanzas y
diferencias en el proceso del desarrollo de ambos
idiomas. Sin embargo, las diferencias en el proceso
del desarrollo de cada uno de los lenguajes no
son tan marcadas debido a los idiomas en sí, sino
la edad en la que se adquiere cada idioma y el
contexto en el que esto ocurre (e.g. formal
o informal).

Implicaciones del desarrollo bilingüe para la
planificación de la educación bilingüe:

= planear oportunidades para enfocarse de manera
explícita en el lenguaje (tanto en el español e
inglés como en la relación entre los dos),

= enfocarse no sólo en las diferencias sino también
en las semejanzas entre los dos idiomas,

= alinear el enfoque lingüístico en la enseñanza
del español y del inglés (e.g., géneros,
propósitos o funciones del lenguaje),

= discutir explícitamente los cognados y patrones
en el uso en ambos idiomas, y

= integrar de manera estratégica los dos idiomas
durante todo el día.

FUENTE365
Professional Development Platform

Did you know?
FUENTE365—DLeNM’s online professional
development platform—provides you with a “tool kit”
of valuable resources for instructional and
programmatic support for English language learners
and bilingual or dual language students for your
classroom 24/7... 365 days a year.
FUENTE365 also gives you exclusive access to:
Soleado Newsletter—Promising Practices From the Field,
DLeNM’s Monograph Series,
La Cosecha
discounted La Cosecha Conference rates,
networking and professional development opportunities,
and resources... resources... resources!

DLeNM

To learn more about your FUENTE365 benefits,
visit www.fuente365.org
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El desarrollo del primer idioma de un niño ocurre
desde su nacimiento y, en ocasiones, antes de él.
Desde una temprana edad, los niños aprenden a
reconocer sonidos que marcan la comunicación y
a diferenciarlos de sonidos irrelevantes, como el
ruido en la calle o aquél hecho por una lavadora.
De la misma manera, los niños aprenden a
balbucear y expresar sonidos que conllevan un
significado, aun cuando los sonidos no sean
inmediatamente reconocibles por las personas
a su entorno. Para los alumnos que participan
en ambientes donde se habla más de un idioma,
lo que varían son los tipos y preponderancia de
palabras a las que son expuestos, las estructuras
morfo-sintácticas del o de los lenguajes y el orden
de las palabras adquiridas según la frecuencia
en la cual se usan en el o los idiomas que existen
en los ambientes en los que conviven. Aunque
parezca que los alumnos aprenden los idiomas
más despacio cuando son expuestos a múltiples
idiomas, esto no es verdad. El número de palabras,
estructuras y maneras en que se usan los lenguajes
son aproximádamente las mismas; la diferencia es
que ahora estas palabras, estructuras y maneras en
las que se usa el lenguaje son aprendidas en uno
u otro idioma, y en algunas ocasiones, en ambos.
Por esta razón, es problemático comparar el
desarrollo de alumnos que conviven en contextos
mono-lingüísticos con aquellos alumnos que
conviven en contextos multilingüísticos. La
manera en las que los alumnos usan el lenguaje
o lenguajes que hablan depende del rol que el
alumno tiene en la conversación y en qué tan
apropiadas son las interacciones según con quién
esté comunicándose. Estos roles varían también
según las normas culturales en las diferentes
comunidades en las que el alumno convive.

Una vez que estos alumnos llegan a nuestras escuelas,
nuestra responsabilidad es conocer sus experiencias
lingüísticas y culturales previas para poder
mantenerlas en el continuo del desarrollo del lenguaje.
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realities. Their own identities were defined by the
language in which they chose to express themselves.
The use of Chicano and Latin American literature
that supported a questioning of identity allowed
students to discover other possibilities about how
they saw themselves as students and language
learners. These pieces worked well, but I still had
nagging questions about what was happening in
students’ English classes. I did not push the issue,
and as I look back, I am not sure why. Perhaps as a
new teacher I did not have the confidence to begin
any type of uncomfortable discourse when I thought
others were not interested in the conversation.

Soleado—Fall 2014

A turning point in the path
A few years later, I changed schools to take on the
position of bilingual coordinator. In the beginning,
the administration did not want me to teach, but
I did not feel I could be a teacher-leader without
continuing my practice in the classroom. I kept
one class called Spanish Language Arts II, and
just the title of the class indicated to me that this
was not like any other class I had ever taught.
My questions about Spanish language arts, how
to teach such classes, and what was going on in
English language arts classes all resurfaced. This
time, the administration and some of my colleagues
responded in an engaging conversation.
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This was a turning point for me as a teacher, and
I followed a different instructional path. I sought
out teachers who taught English language arts and
started asking questions about their instructional
practices, how emerging bilinguals performed in
their classes, what types of skills they concentrated
on, and much more. The conversations were not
easy, because most teachers had different ideas and
experiences that influenced the way they viewed
emerging bilingual students. Yet slowly, over the
course of the last four years, these conversations
have become the anchors of my change in practice
and a newfound desire to help my students
understand how their bilingualism works and how
their languages bridge to one another.
I began to see myself and my role as equal to that of
the English language arts teachers in their practices
and curriculum design, and I believed that we were
moving toward a linguistic equity for our students
and our program. In her article, U.S. Spanish
and Education: Global and Local Intersections,

Ofelia García (2014) discusses a similar change
that is relevant for teachers of emerging bilinguals:
“Rather than keeping Spanish and English separate,
it is time for educators to understand that only the
interrelationship of new and old language practices
will sustain a future in which Spanish is not billed as
‘heritage,’ but recognized as an authentic ‘American’
language practice.” Reading this only cemented my
thoughts and practices—as a Spanish Language
Arts teacher—about the need to change academic,
linguistic, and social expectations for emerging
bilingual students in bilingual education.
Last year, a colleague and I became part of the
English Language Arts Department, bringing
together teachers of language arts in both Spanish
and English. In seeking out these colleagues, I
have gained more in development of language
arts content, through grade level and vertical
collaboration, than in my previous ten years of
teaching. While modern and classical methodology
looks at language development, it does not address
the topics of a language arts curriculum. ELA tends
to deal with writing and reading processes, while
MCL looks at language from a grammar and cultural
awareness perspective. I started creating unit plans
that paralleled my ELA counterparts’ instruction.
I looked at skills and content that were taught in
ELA, and I addressed the same skill sets through
a U.S. and Latin American Spanish lens. My 10th
grade colleagues and I, in both languages, staggered
instruction; if a concept was introduced in one
language, at some point it was also introduced in the
other language, building emerging bilingual students’
deeper understanding. In my class, students could
see how the two languages connected and freely ask
clarifying questions about their developing skills in
both languages (Beeman & Urow, 2013).
Continuing to learn
This last school year, I took the same approach with
the Spanish Advanced Placement (AP) Literature
class that I began teaching. I took AP Spanish and
AP English Literature summer institute classes, and
I worked with an AP English Literature colleague
on the skills needed to perform well in both classes.
We continuously discussed our shared students’
progress in skills, language comprehension, and text
analysis across the two languages. We saw students
using concepts and literature across both classes,
transferring their skills and understanding. The
—continued on page 15—
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Common Core initiative has helped make this
change possible, as it demands that all students have
access to rigor, complex texts, and stimulating oral
discussions. This has also allowed for conversations
about equitable consideration of Spanish and English
language arts classes at our school with regard to
class size, access to materials, assessments, and
expectations for the teacher and the students. These
enhanced expectations have positively impacted
not just the nature of the classes, but also how I
see myself as the teacher of the class and how the
students perceive themselves.
This has not been an easy endeavor—there have
been challenges in my sense of effectiveness, in my
purpose, and in collegial relationships. There have
been frustrations, tears, and even the desire to walk
away at times. But in the end it has been the students
and their progress that keeps me on this path—the
joy in witnessing students’ self-discovery and their
advocacy for themselves and others as we deepen
our mutual asset of bilingualism. My own identity
as a teacher has changed completely in the last 11
years. I now know I am on the right path in the
search for my own teacher identity—I feel stronger
in the knowledge I possess and the questions I pose.

Promising practices...
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I know that I
will continue to
struggle and to
learn, and I am
encouraged by
the number of
colleagues near
and far who are
ready to engage.
For more information, please contact the author
at jurado@aps.edu.

References
Beeman, K. & Urow, C. (2013). Teaching for biliteracy:
Strengthening bridges between languages. Philadelphia:
Caslon Publishing.
García, O. (2014). U.S. Spanish and education: Global and
local intersections. In Language Policy, Politics, and Diversity
in Education: Review of Research in Education, (38)1, 58-80.
Harmon-Martínez, L. & Jurado, M. (2013). Planting the
seeds of change. In Soleado—Promising Practices from the
Field, (6)1.
Lasky, S. (2005). A sociocultural approach to understanding
teacher identity, agency and professional vulnerability in a
context of secondary school reform. Teaching and Teacher
Education, 21(8), 899-916. Retrieved from http://www.
sciencedirect.com/science/article/pii/S0742051X0500079X

Your Source for
Quality Authentic Dual
Languages Resources

Common Core Spanish Literacy
Resources K-5

Common-core
based lesson
plans for each
book
K-5 A+ Common Core Spanish Literacy
Resources with lessons

En Español - Secondary

www.santillanausa.com

Approved for
the New Mexico
MCLN 2014
Adoption

Soleado—Fall 2014

Descubre el español - Elementary

Local New Mexico Reps: Adrian Sandoval 505-220-4277 I Richard Gutierrez 505-382-9080 I Daniel Ruiz 575-805-6478

DLeNM

15

Soleado—Promising Practices From the Field—Fall 2014—Vol. 7, Issue 1

Dual Language
Education of
New Mexico
1309 Fourth St. SW, Suite E
Albuquerque, NM 87102
www.dlenm.org
505.243.0648
Executive Director:
David Rogers
Board of Directors:
Chairpersons—
Mishelle Jurado
Jesse Winter
Board Members—
Loretta Booker
Isaac Estrada, Esq.
Dr. Suzanne Jácquez-Gorman
Gilberto Lobo
Dr. Sylvia Martínez
María Rodríguez-Burns
Flor Yanira Gurrola Valenzuela
... la educación que merecen
todos nuestros hijos.
Editor: Dee McMann
soleado@dlenm.org
© DLeNM 2014
All rights reserved.

; Colordo Association for

Bilingual Education (COCABE)
2014 Conference—Equity:
Growing and Leading Together:

September 25-26, 2014, in Westminster,
Colorado. For more information and to
register, please visit the COCABE website
at www.cocabe.org./conference-2014/.
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Mathematics for Scaffolding
Student Success—AIM4S3™
Level I Training: October 1-3, in

Deming, New Mexico, for teachers new
to AIM4S3™. Cost is $459 per person.
Training includes model overview, theory/
research, supporting data, classroom
demonstrations, and planning time. Please
contact Lisa Meyer, lisa@dlenm.org, for
more information.
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Administrators and
superintendents, 11th annual
ALAS Education Summit—
Transformative Leadership:
Preparing Studens for the 21st
Century of Globalization:

October 15-18, 2014, in Atlanta, Georgia.
For more information and to register,
please visit www.alasedu.org.

; World Class Instructional

Design and Assessment—WIDA
2014 National Conference—
Creating Language Rich Academic
Learning Environments: October

23-25, 2014, in Atlanta, Georgia. For
more information, please go to www.
widaconference.us.
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and the University of Utah’s
Fifth International Conference
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Pojoaque, New Mexico, at Buffalo Thunder

Soleado is a quarterly publication
Resort. For more information, visit www.
October 15-18, 2014, in Salt Lake City,
of Dual Language Education of
cesdp.nmhu.edu/backtoschool/backtoschool.
New Mexico, distributed to DLeNM’s Utah. For more information and to register,
html or call 505.440.9785.
go to www.l2trec.utah.edu./immersion2014/.
professional subscribers. It is
protected by U.S. copyright laws.
Dual Language Education of New Mexico—La Cosecha 2014, 19th
Please direct inquiries or permission
Annual
Dual Language Conference: November 19-22, 2014, in Santa Fe,
requests to soleado@dlenm.org.

;

New Mexico. Please visit http://dlenm.org/lacosecha2014 for the most current
and complete conference information available!

Soleado is printed by Starline Printing in Albuquerque. Thanks to Danny Trujillo
and the Starline staff for their expertise and support!

