
In the fall 2014 issue of Soleado, we revisited the 
notion of sheltered instruction. In the offices of 
Dual Language Education of New Mexico, the 
discussion regarding sheltered instruction, its 
components, its strategies, its application … its 
very name, are all fodder for 
deep conversation. These 
articles are providing a 
practical outlet for all this 
thought, talk, and practice!

In this issue, our focus will be 
on the sheltered instruction 
components of accessing prior 
knowledge/creating shared 
knowledge and the use of 
realia. It seems fitting to be 
thinking of these component 
areas as we consider the very 
diversity of the students in our 
classes. Here in New Mexico 
and across the United States, 
English learner students reflect 
a continuum of proficiency 

we already know so much about this student, 
we do little to tap into prior knowledge. 
Perhaps we begin a KWL chart at the 
beginning of a unit, but we rarely go back to 
the chart at the end of the unit to fill in the last 

column. Perhaps we lead the 
class in some brainstorming 
or pre-reading activities that 
get the students to begin 
thinking about their prior 
knowledge. But the activity 
is fairly brief and we do little 
to elicit the thinking and the 
language that surround the 
students’ recollections and 
ideas. We might even follow 
our usual unit plan and 
schedule a field trip to the 
zoo at the end of a unit on 
animal adaptations. 

At first glance, these 
activities seem very 
appropriate. First of all, 

the chances are pretty high that we’ll still 
have many students in our classrooms who 
are either first generation or the children 
and grandchildren of immigrants from rural 
Chihuahua. Any activity that engages the 
students in a consideration of prior knowledge 
is good, and a field trip at the end of the unit—
what’s not to like?

But, let’s think a bit deeper … what if a student 
enrolls tomorrow from Iraq, or Eritrea, or 
Korea? What if they’re Mexican, but from 
a large city in the more central state of San 
Luis Potosí? What are their experiences? 
Their prior knowledge? What are their ways 
of knowing and how representative of their 
culture are they? Why is it so important to tap 
into those experiences?

 Spring 2015 

Promising Practices from the Field

Accessing Students’ Knowledge and Experience: 
Developing Schema in Sheltered Instruction

A Publication of Dual Language Education of New Mexico

by Ruth Kriteman—Dual Language Education of New Mexico

—continued on page 12—

Soleado

Inside this issue...

; Dual Language Leadership: 
        Connecting Families’ Past and  
        Present Linguistic Resources...

; La Paz Community School:  
        Developing Cross-Cultural  
         Competence ...

; La Instrucción Contextualizada  
        (Sheltered Instruction): ¿Algo  
         útil al nivel de la secundaria ...

; Supporting Implementation of  
        a New Mathematics Adoption  
        with AIM4S3™  

 ; I am mi lenguaje.

across languages. This includes 
recently-arrived immigrant 
students, as well as the U.S. born 
academic English learner who 
may no longer speak a heritage 
language but whose English 
development does not represent 
the more formal academic register 
of school. 
 
We have become quite accustomed 
to our typical immigrant student 
from rural Chihuahua. We have a 
sense that we know this student, 
the likely experiences s/he brings 
to the classroom, even a sense of 
the cultural lens through which  
s/he views the world. Feeling like 

Using realia, students work 
together to explore the 

properties of rocks.
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—continued on page 3—

Dual Language Leadership—Connecting Families’ Past and 
Present Linguistic Resources to Ensure a Bright Future

One of the most powerful insights shared with me 
before I became a principal was to always remember 
that each and every decision I made would impact 
the lives of children. I have never forgotten this sound 
advice, and on a daily basis I do my best to follow 
these words to positively influence what happens 
in our students’ 
academic, social, and 
emotional lives.

Before opening 
Coronado Elementary 
School in 2009, it 
was imperative to 
meet with as many 
potential families as 
possible. Since we 
did not have a school 
ready, these meetings 
were held at the Albuquerque Public Schools Central 
Office, community centers, preschools, the National 
Hispanic Cultural Center, and even out on the 
sidewalk at Coronado. We were the first elementary 
school without a boundary, which meant that all 
students needed to apply for and receive a transfer to 
our school. It was central to our success that parents 
have the opportunity to ask questions and share their 
vision for this new 90/10 dual language immersion 
school. For me, it was a remarkable experience to visit 
face-to-face with so many families. It was helpful to 
establish lines of communication before our school 
actually opened. Families reported their confidence 
in having made the right choice for their children and 
felt welcome to our school from the start. 

I had some idea of who might be interested in having 
their children attend our school; but as I reviewed 
our demographic information, I found that while 
over 80% of families were Hispanic, only 25% of the 
children were English language learners. In most dual 
language schools, you have a majority of children who 
are learning English, and they serve as strong language 
models in classrooms. The fact that our numbers 
were completely reversed would have compelling 
implications for our program implementation and  
our professional development. 

We also found that for most families there was little to 
no Spanish spoken in the home. Many of our children 
knew colors, numbers, and some phrases, but few 
of our chiquitos arrived at Coronado with a strong 
social language and even fewer with a solid academic 
language foundation. When we opened our doors the 

first year, we immediately 
began serving children 
in kindergarten through 
fifth grade. We had to 
ensure we were using the 
appropriate strategies 
to scaffold instruction, 
because all Coronado 
students were second 
language learners.

Some families shared 
that they felt fortunate 

to have an abuelita or perhaps a tio or tia to share the 
language of their culture with their children. Other 
families expressed their sadness; not only did they not 
speak Spanish, their parents had been discouraged 
from speaking their heritage language and had seen it 
slip away. For these families, there was great clarity 
that they had to “bring back” their language. I continue 
to feel tremendous pride in them for recognizing and 
acting upon the need to embrace their cultural identity. 
This also solidified my commitment to provide the 
most comprehensive and effective education possible 
for their children.

There are so many questions, dilemmas, and worries, 
coupled with joy and anticipation, when a principal 
walks into a school for the first time—and every day 
thereafter. How will the decisions made impact each 
child? How do you support teachers to be competent, 
enthused, and ready to meet the daily challenges they 
will face? How will you engage parents in a manner 
that honors their skills and interests? How do you invite 
the larger community to take interest and invest in 
children? These are not easy questions, nor are there 
easy answers. 

Opening a new school provides a fresh slate upon 
which to build the ideal—a unique occasion to create 
a true learning community where all who are vested in 

A group of Coronado families, teachers, and Caballeros  
gather for a day of work cleaning up the bosque.
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the school feel respected and valued. Yet, we also know 
that individual teachers and parents come with special 
ideas and dreams for defining the optimal learning 
experience. Building a genuine learning community 
is one of the most important areas on which to focus 
energy. It is essential to consider the short and long 
term timelines, the communication systems, and the 
resources needed to support the community’s growth. 
We have also found as we grow that there is an ongoing 
need to welcome new children and families and help 
them determine how best they can be supported, as 
well as how best they can contribute to our school.

Teachers are, and always have been, the heart of any 
school. Therefore, it is crucial to build trust with 
them and to learn the strengths and experiences that 
each individual brings to school. In a dual language 
environment, you must quickly determine the strengths 
and needs of each team member. You must also ensure 
that teachers have opportunities to collaborate in a 
meaningful manner, ask questions, and come to see 
the expertise of each colleague. We have found that 
professional development has to focus on the needs 
of the overall program and include teachers’ voices.
In 2014, Coronado was selected to participate in 
DLeNM’s W.K. Kellogg Foundation funded “NM Dual 
Language Bright Spots Initiative,” which supports the 
development of exemplary dual language programs 
across the state. While professional learning has always 
existed at Coronado, the opportunity to be a “Bright 
Spots” school has enriched how our teachers view their 
individual work, as well as how they see the work of their 
peers. They feel empowered to examine their teaching 
in a non-threatening environment and bring about the 
changes they know are important as professionals. 

Communities listen to one another—this is no different 
in a school community. Listening is a crucial exercise, 
yet one that we do not always practice as effectively 
or as often as we should or would like. In any school, 
there must be time to listen and validate the ideas 
and concerns of individuals. This process also helps 
to solidify trust. We must listen to our students, our 
families, and our larger community. While we will 
not always agree, we owe it to one another to hear 
each voice as authentically as possible. Once we can 
honestly assume positive intentions on the part of each 
individual, we are able to spend more time problem 
solving and moving forward. 

Understanding the needs of any instructional 
program is important, but it is critical in a dual 

language immersion setting. We must have a 
strong background knowledge, be current with 
research, focus on professional development, and 
share our knowledge with our families, our district, 
and our larger community. We need to hold to 
our convictions about best practices and the skills 
teachers and staff bring to a dual language program. 
We often find ourselves serving as champions for 
our program. At Coronado, all children are second 
language learners—we must be vigilant about their 
progress in both languages. Therefore, we have to 
ensure that our students receive the appropriate 
resources and quality instruction to best meet their 
individual and collective needs.

The work of Terrence Deal (1985) has guided me 
throughout my years as a principal. His work on 
effective schools highlights the need for celebrations 
and rituals as a way of connecting stakeholders. I 
have interpreted this as creating the “memories” of 
a school. Children will not always remember the 
exact day they learned all of their multiplication 
facts, but they will remember participating in a class 
production, a schoolwide celebration, or a public 
recognition for their contributions. We ensure that 
each child knows they contribute to our school. These 
memories will be solidified if they occur regularly and 
are a part of the school culture. It truly is important 
for us to think about the memories we want to help 
our children create and plan accordingly. Our Winter 
Celebration and May Fiesta are standing room only; 
our families have also developed health and wellness 
evenings and weekend experiences for our community.

During our fifth grade celebration last year, students 
were asked to write about their experiences while at 
Coronado and describe what they would remember 
about their time in our school. They then presented 
to their families, staff, and peers. While there were 
certainly references to the wonderful friendships and 
the fun activities, I was overwhelmed when I heard 
the majority of our students share they would never 
forget what it meant to be an Honorable Caballero 
(our mascot) or forget the importance of being 
biliterate and using these skills to serve others. 

We believe that we are preparing students for the 
world of tomorrow. We believe that our students 
will be able to use their skills to work effectively with 
others and have opportunities to value the different 
cultures and perspectives they will experience. We 
believe that we will have made a positive difference 
for our children and for our larger community.
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La Paz Community School, Guanacaste, Costa Rica

—continued on page 5—

Imagine a PreK-12 two-way immersion (TWI) school 
in a rural, ecologically and ethnically diverse Central 
American country, where all cultures, ethnicities, 
and socioeconomic levels are openly embraced and 
celebrated. La Paz Community School, located in 
Guanacaste, Costa Rica, was founded in 2007 to 
address fundamental socioeconomic and cultural gaps 
prevalent in a regional economy struggling to find 
a balance between the historically agricultural and 
the emerging tourist economies. With 290 students 
representing 27 nationalities, seven languages, 
and all socioeconomic levels, the school is an 
incubator of effective strategies to promote cross-
cultural competence in multilingual, multinational 
communities. Using the lens of the La Paz Peace 
Practices, which emphasize the authentic discovery 
of Self, Family, Community, and World, students 
explore through a balance of academic and socio-
emotional learning (SEL) experiences. 

As posited by Dr. Elizabeth Howard (Feinauer & 
Howard, 2014; Howard, 2014), an essential subset 
of SEL, particularly in the globalized economy of 
the 21st century, is cross-cultural competence—the 
ability to comprehend and embrace one’s own culture 
as well as the cultures of those around them. Dual 
language schools grapple with how to authentically 
and systematically integrate cross-cultural 
competence into rigorous content requirements. 
While the location of La Paz Community School 
in a part of rural Latin America with a significant 
ex-patriot community supports a balanced linguistic 
exchange, the challenge remains of how to effectively 
acknowledge and celebrate diverse customs, 
approaches, and communication styles within the 
school community.

Creating a Safe Learning Community
A safe learning community where all perspectives 
and opinions are openly welcomed and shared is the 
fundamental ingredient to foster a high level of cross-
cultural competence in any academic setting. La Paz 
strives to achieve this by starting in the most formative 
years: a two-way immersion preschool model that 
uses the Vygotsky based “Tools of the Mind” program 
(www.toolsofthemind.org) to promote SEL. With a 

significant focus on behavior self-regulation, students 
are taught a variety of SEL skills through intentional 
play, mindful listening practice, peer problem solving, 
and child-initiated explorations.

Students who have completed the 2-year preschool 
program enter the La Paz K-6 program with not only 
the bilingual skills necessary to achieve biliteracy but 
also an SEL skill set to tackle more complex challenges 
associated with cross-cultural discourse. The emotional 
well-being of the students is honored and cultivated 
through consistent teaching and reinforcement of eight 
core problem-solving strategies (walk away, find a new 
friend, compromise, wait it out, ask other person to stop, 
just ignore it, talk it out, and laugh it off), empowering 
students and teachers to use a common, schoolwide 
bilingual vocabulary when solving problems.

Students then advance to the secondary school 
with the literacy and SEL skills needed to meet the 
challenges of the rigorous bilingual diploma offered 
by the International Baccalaureate Program (IB). With 
problem-solving strategies and self-regulation ingrained 
from their primary and preschool experiences, 
secondary school students are well prepared to face 
community and global challenges that require a 
dynamic form of cross-cultural competence, including a 
delicate balance of leadership and empathy. 

IB Visual Arts is a 
core course for  
La Paz 11th and 

12th graders. Here, 
a native Costa 

Rican demonstrates 
higher order creative 

cross-cultural 
competency by 

creating traditional 
local pottery which 
she will display in 

photographic form; 
the silhouettes of the 
pottery represent the 
urban landscape of 
her family’s past. 

La Paz Community School: Developing Cross-Cultural 
Competence among PreK-12 Two-Way Immersion Students
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The Administrative Leadership Team at La Paz ensures 
a safe learning environment where students can pursue 
their passions and transform into creative, multilingual, 
lifelong learners who demonstrate high levels of cross-
cultural competence. The leadership team consists of 
six bilingual members who represent the two largest 
country subsets of the school population: Costa Rica 
and the United States. The marginalization of the 
local Latino population through typical forms of neo-
colonialist immigration by some ex-patriots has made 
it essential to include daily and weekly practices that 
embrace the value of the indigenous Guanacastecan 
culture as well as the national language of Costa Rica 
(Spanish). Simple yet essential strategies modeled by 
administration place a high value on Spanish, such as 
the School Director (native English speaker) speaking 
only in Spanish during intentional Cross-Grade 
Learning Opportunities (C-GLO). 

Cross-Grade Learning Opportunities (C-GLO)
The concept of C-GLO is essential to La Paz’s success 
in creating a cross-culturally competent school 
community. Rituals and routines such as Morning 
Meetings, the Big Buddy/Little Buddy Program, 
Secondary Advisory, and Creative Block are integral 
experiences contextualized within the PreK-12 
thematic curriculum that focuses content into eight 
core themes: Peace Ambassadors, Sustainability, 
Origins, Land and Sea, Wellness, Energy, Creative 
Expression and Gratitude. These annually repeated 
themes allow language learners to use and develop a 
common academic language during C-GLO. Carefully 
planned thematic units culminate in schoolwide 
exhibitions where students share their learning while 
receiving oral and written feedback from multi-
grade peers and community members. For example, 
during the Origins unit, cross-cultural competence is 
meaningfully displayed through a final exhibition of 
learning where each student shares various aspects of 
their culture in the context of the curricular content. 

The Morning Meeting is a daily practice that naturally 
fosters effective C-GLO at La Paz. Students, teachers, 
parents, and community members start each day by 
meeting in a large circle for 20-40 minutes. There are 
three core components of the meeting: 1) peaceful 
silence, 2) social/cultural/logistical discussion, and 
3) core academic presentations and discourse. The 
students and teachers co-construct the routines 
and expectations of the meetings; in addition, the 
older students serve as leaders and mentors for the 

A whole school morning meeting to celebrate the 
announcement of the Nobel Peace Prize winner—students, 

teachers, parents, and community members enjoy a 
moment of silence (daily practice to support self regulation 

and reflection) prior to an open sharing session.

younger students. This multi-age, multilingual, and 
multicultural meeting time provides students a safe 
platform and authentic audience for taking risks and 
sharing diverse and unique cultural experiences. It is 
common for celebrations, individual family stories, 
and important cultural figures to be both purposefully 
and spontaneously discussed. Moreover, meetings 
provide a comfortable, meaningful environment in 
which children can utilize their knowledge to support 
and create community interconnectedness (Moll 
and Whitmore, 1993). A recent review found that 
feeling a sense of belonging results in higher student 
engagement, motivation, and academic performance 
(Osterman, 2000), validating the importance of 
investing time in these community meetings.

The focus on the cross-cultural competency 
component of SEL at La Paz is equally practiced via 
the school’s cross-grade Big Buddy Program and 
Secondary School Advisory Program. Primary school 
big buddies meet with their little buddies, carefully 
selected based on sociocultural and emotional needs, 
on a weekly basis to engage in thematic activities that 
cultivate differentiated understandings. For example, 
during the Sustainability theme, preschool students 
may learn how to plant local cacao beans with help 
from their 4th grade big buddies. Secondary school 
students are paired with primary school students on 
more infrequent occasions; however, the cross-cultural 
and cross-grade discourse is of equal importance. 
In the secondary school, C-GLO is enacted through 
the Secondary Advisory program, where teachers 
work with groups of 10-12 students twice per week 
to discuss adolescent-appropriate topics that include 
higher order thinking about a student’s sense of 
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La Instrucción Contextualizada (Sheltered Instruction): 
¿Algo útil al nivel de la secundaria y la preparatoria?

Un diálogo de Soleado en curso.

—continúa en la página 7—

Muchos de nosotros hemos tenido algún tipo de 
experiencia con la instrucción contextualizada 
ya sea breve, larga, negativa o positiva. Además, 
cuando pensamos en la instrucción contextualizada, 
normalmente pensamos tan sólo en un sistema 
creado para situaciones 
donde el alumno tiene 
que aprender contenidos 
en un idioma que no sea 
su idioma nativo. Aún 
así, es importante notar 
que con esta descripción 
sencilla, tenemos la 
razón principal de por 
qué cada maestro se 
debe fijar en este sistema 
antes de cumplir con 
su próximo plan de 
instrucción y su próximo 
día de instrucción. 

Es decir, el lenguaje académico en español que 
usamos para impartir instrucción resulta ser muchas 
veces la segunda o tercera lengua de nuestros 
estudiantes (estudiantes bilingües en el contexto del 
los EEUU), cuya experiencia lingüística corre un 
compendio que encierra desde nativo hablantes del 
español (con o sin una educación formal al nivel 
de su grado), a estudiantes que están en el proceso 
de recuperar el español como idioma de herencia, 
estudiantes que son bilingües pero con brechas en 
aprendizaje formal de español, y finalmente, hasta 
estudiantes que están en el proceso de aprender el 
español como segundo idioma. 

En otras palabras, no podemos negar la diversidad 
de nuestros alumnos ni la realidad de que cuando 
damos clase, compartimos información abstracta 
y normalmente evaluamos el aprendizaje de 
esta información por medio del lenguaje oral 
(informalmente) y escrito (formalmente). Aún 
más, el lenguaje escrito que exigimos de nuestros 
estudiantes les pide mostrar un conocimiento 
y comprensión profundo de vocabulario, estilo, 
gramática y puntuación que el estudiante sólo 
domine con la experiencia y el uso auténtico del 
lenguaje académico. Es precisamente con este fin 

donde la instrucción contextualizada nos quiere 
guiar y empujar. Es decir, quiere que planifiquemos 
intencionalmente para apoyar proactiva y 
transparentemente a nuestros jóvenes bajar al filtro 
afectivo y tomar los riesgos necesarios para que sean 

dueños, no sólo del 
contenido, sino también 
del lenguaje que 
representa al contenido 
y hasta el pensamiento 
académico.

Ahora bien, vamos a 
ser sinceros y admitir 
que como maestros 
de secundaria y 
preparatoria, somos 
famosos por dominar 
la conversación en 
nuestras clases porque, 
claro, somos los 

especialistas del contenido. Según Nystrand (1997), 
85% del tiempo de la clase es dedicado a la charla del 
profesor, preguntas y respuestas sencillas, y trabajar 
desde pupitre. Desafortunadamente, en muchos casos 
esta observación no ha cambiado mucho durante los 
últimos 27 años y significa que la única persona que 
utiliza el lenguaje académico (de manera oral) que 
corresponde al contenido abstracto, es el maestro 
mismo; quien ya es dueño del lenguaje y los conceptos. 
¿Y qué hay de los estudiantes? 

Claro, hay veces cuando intentamos dejar que los 
estudiantes se junten a participar en algún tipo de 
grupo cooperativo donde pueden platicar y compartir 
sus ideas. ¿Pero, cuántas veces hemos tomado en 
cuenta los niveles lingüísticos de los grupos, la 
selección de participantes y el andamiaje necesario 
para asegurar su participación y éxito? No quisiéramos 
repetir la observación de Staarman, Krol y Vander 
Meijden (2005) donde mencionan que los maestros 
fomentaron elaboraciones en clase, pero sólo 16% de 
las interacciones en parejas beneficiaron al aprendizaje. 

Lamentablemente, aún con estos huecos, son 
incontables las veces que los maestros veteranos 

Jóvenes aprovechando de la oportunidad de compartir ideas  
y utilizar el lenguaje académico como manera de anclar  

el conocimiento del contenido.
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—continúa en la página 15—

igual que los novatos—después de ver la lista de 
componentes de la instrucción contextualizada—
muy pronto descartan este sistema de apoyo como 
simplemente las mejores prácticas de la enseñanza 
que cualquier maestro ha de tener como parte de 
su repertorio y que seguramente aprendió durante 
la capacitación docente. En este caso nos conviene 
mucho recordar que hay gran estrecho entre el 
poder reconocer una lista de buenas ideas y el 
saber emplearlas diariamente. La verdad es si como 
maestros no abrimos deliberadamente el espacio para 
que nuestros estudiantes tengan oportunidades de 
practicar y dominar ambos el lenguaje y contenido, 
entonces somos culpables por haber alimentando a la 
impotencia de nuestras clases y estamos condenados 
a reaccionar eternamente a la falta de compresión y 
ánimo en nuestros salones. 

Como manera de apoyar a la comunidad educativa, 
DLeNM ha establecido ocho componentes de la 
instrucción contextualizada y son los siguientes:

1. Reafirmar la identidad (lingüística, cultural,  
e individual);

2. Fijar el enfoque en el lenguaje del contenido;
3. Activar conocimientos previos y/o crear un 

conocimiento mutuo;
4. Apoyar al estudiante para entender el significado 

de conceptos con el uso de realia (materiales 
auténticos);

5. Hacer que el texto sea accesible;
6. Planificar para la interacción estudiantil;
7. Desarrollar estrategias para el aprendizaje; y 
8. Explícitamente iluminar las semejanzas y 

diferencias entre ambos idiomas.

Es notable con esta lista que DLeNM está tomando en 
cuenta las necesidades socioculturales y lingüísticas 
de nuestras comunidades, y por esta razón el 
primero y el último de estos son bastante particulares 
en el mundo de la instrucción contextualizada. 
Intencionalmente DLeNM quiere enfatizar que la 
identidad y el desarrollo de dos o más idiomas es 
sumamente importante en la instrucción de nuestros 
hijos. Creemos que es la primera vez que una lista 
correspondiente a la instrucción contextualizada 
establezca con claridad la importancia de reconocer 
y valorar a los individuos que entran en nuestros 

salones; lingüísticamente, culturalmente y también 
en cuanto a sus conocimientos de la materia de 
nuestra clase. De esta manera nos permitimos no 
sólo valorizar a los humanos en nuestro salón y 
comunidad educativa, sino también cortar el ciclo 
de aprendizaje pasivo cuyo legado ha sido marginar 
a grupos de personas y promover la percepción de 
que una buena educación en los EEUU es alcanzable 
sólo mediante sacrificar al idioma natal, ya sea dentro 
de una generación o por las generaciones futuras que 
se asimilan consciente o inconscientemente.

El último componente de esta lista apoya al maestro 
para reconocer que hay momentos durante la 
enseñanza cuando se exige ser directamente claros 
y explícitos con las semejanzas y diferencias entre 
ambos idiomas que tratamos en la escuela. Son 
momentos que creamos o que a veces aparecen 
espontáneamente donde tenemos la opción de 
utilizarlas como oportunidades para crear puentes 
metalingüísticos entre los dos idiomas o optar 
perder la oportunidad hasta la próxima vez que 
aparezca en el salón. 

Mariana Castro y Lorena Mancilla de WIDA (2014) 
nos ofrecieron en la última edición de Soleado una 
lista de implicaciones de esta realidad que se puede 
utilizar como reflexión durante la planificación de la 
educación bilingüe:

9 Planear oportunidades para enfocarse de 
manera explicita en el lenguaje (tanto en el 
español e inglés como en la relación entre los dos);

9 Enfocarse no sólo en las diferencias sino 
también en las semejanzas entre los dos idiomas;

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

9 Discutir explícitamente los cognados y patrones 
en el uso en ambos idiomas; e

9 Integrar de manera estratégica los dos idiomas 
durante todo el día. 

Sin duda, estos esfuerzos nos ayudarán para guiar 
mejor a nuestros estudiantes hacia el triunfo 
personal y el éxito escolar. Es entonces donde, no 
solamente aclaramos las diferencias y semejanzas 
entre idiomas, sino también en cuanto a los aspectos 
culturales que exigen nuestra atención y a veces 
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Supporting Implementation of a New Mathematics  
Adoption with AIM4S3™ 

by Lisa Meyer—Dual Language Education of New Mexico

As districts adopt new Common Core State 
Standards (CCSS) mathematics programs, they face 
a challenge in providing teachers the professional 
development necessary to successfully implement 
the materials. Many teachers are finding that 
Achievement Inspired Mathematics for Scaffolding 
Student Success (AIM4S3) provides a framework to 
support implementation of the new adoption while 
providing the security 
of a familiar structure 
that supports big- 
picture planning, as 
well as routines and 
strategies to meet the 
needs of language 
learners. AIM4S3 is 
a flexible framework 
that can be adapted 
to support a wide 
range of programs, 
giving teachers the 
knowledge and 
confidence to make 
informed professional 
decisions to support 
student learning.

Like many districts across the country, Albuquerque 
Public Schools (APS) recently adopted a new 
mathematics program to support implementation 
of the CCSSM. Some teachers were excited to have 
ORIGO Stepping Stones with a scope and sequence, 
lessons, assessments, etc. Others missed the APS 
Units of Study that organized the CCSSM into units 
for the year. The Units of Study included essential 
questions and some performance tasks, but gave 
teachers flexibility in the resources they used, since 
the district didn’t have CCSSM-specific materials.

As is often the reality of new adoptions, teachers 
received access to the materials the first week of 
school with a half-day training. A few days later 
they were starting module one. Survival mode 
kicked in and teachers were moving lesson by 
lesson through the program. Many teachers said 
they felt overwhelmed trying to prepare materials 
for the next couple of lessons while shifting their 
instruction to match the program’s organization.

Teachers requested professional development on 
using AIM4S3 to support the implementation of the 
newly adopted program and to help meet the needs 
of their language learners. In response, Lynne Rosen 
at Language and Cultural Equity in APS decided to 
provide follow-up support for teachers already trained 
in AIM4S3. She asked specifically for a focus on 
planning and the implementation of Stepping Stones. 

First, a survey 
was sent to 
teachers to gauge 
their confidence 
and success in 
implementing 
Stepping Stones with 
AIM4S3 during 
the first part of 
the year. Just over 
half of the teachers 
responded that they 
were implementing 
Focus and 
Motivation and the 
Compendium with 
students. A handful 
of these teachers 

had also done Closure and Goal Setting activities 
with students. Others had not implemented the 
framework yet because they had been so focused on 
navigating Stepping Stones. In their survey responses, 
teachers repeatedly asked for support in organizing 
and planning their Compendiums. A Compendium 
is a large resource chart created with students that 
provides the foundational “big picture” for the unit. 
The year before, the APS Units of Study had focused 
on one specific domain, while each Stepping Stones 
module addresses two or three domains. Teachers found 
it challenging to identify a specific focus for planning.

In addition to the survey information, our trainer 
group had observed that many teachers did not have 
a general understanding of the program, including 
the organization and presentation of concepts across 
the year as well as the level of mastery expected 
from students at the end of each module. They were 
working lesson by lesson without a sense of how the 
entire program fit together. 

This first grade Compendium on addition strategies addresses 
Stepping Stones Module 7 and reinforces Modules 2 and 5.
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Addressing this reality became a focus of our 
trainer study group. How could we support 
teachers in meeting the needs of their students, 
implementing the CCSSM with Stepping Stones, 
and lowering their stress levels? Two days of mid-
year professional development were designed 
for teachers already trained in AIM4S3. The 
goal was for teachers to leave more confident 
about implementation of the program and better 
prepared to make professional decisions using 
AIM4S3 and Stepping Stones to meet the needs of 
their students. 

To help teachers broaden their focus, we looked at 
one concept in a single grade level and how it was 
addressed over the twelve modules. For example, 
the early childhood teachers looked at comparing 
numbers, targeting the first grade standard 
Compare two two-digit numbers based on meanings 
of the tens and ones digits, recording the results of 
comparisons with the symbols >, =, and <(1NBT3). 
Teachers identified which lessons addressed 
this standard and if the lesson was a review 
from kindergarten, was building a conceptual 
understanding of the standard, was application, or 
was a preview of the expectation for second grade. 
This discussion provided a common language and 
lens for looking at how standards were developed 
throughout the year and across grade levels.

Next, to give teachers a sense of the program as 
a whole, teachers looked at their grade level and 
how the CCSSM domains are addressed across 
modules by identifying the domain(s) addressed 
in each lesson. While Stepping Stones provides a 
tool with this information, teacher feedback has 
been that the process and discussions give them a 
much deeper understanding of the domains, the 
standards within those domains, and how they 
are addressed in the program. This program tool 
is a more helpful reference after teachers have 
been through this process. For teachers, just like 
for students, constructing meaning is essential 
to holding that information and knowing how to 
apply it. 

Having looked at the program as a whole, 
teachers were ready to plan their next module. 
For many, the key question was how to plan the 
Compendium incorporating the sequence of the 

 
Supporting the Implementation of a 

New CCSSM Adoption

Regardless of the mathematics program your district 
adopts, there are steps you can take, even with limited 
time, to help teachers through the initial year of 
implementation, minimize their stress levels, and give 
students a more coherent experience. 

Exploring New Adoption Materials
Give teachers an opportunity to explore materials and to 
see how the program is organized. This is often the initial 
training that teachers receive with the materials. There is 
never enough time for this, but it is a start.

Getting a Big Picture Understanding  
Provide teachers a facilitated opportunity—with 
colleagues—to look closely at the program’s organization 
and rationale, learn when different concepts are 
addressed over the year, and understand how the units 
build on each other. Flipping through materials with a 
cursory glance at the overview and pacing guide is not 
enough. Teachers need to develop their own pacing guide 
for instructional decisions based on the realities of the 
school calendar. This is important even when a district 
pacing guide is in place; teachers need to build a big 
picture of their mathematics instruction for the year.

Supporting Unit Planning 
With a new program, one of the best supports for 
teachers is a regular, structured time to meet and plan 
for the next unit or module they’ll be implementing. 
As a grade level, teachers need to look closely at the 
standards addressed and identify how they are going to 
assess student learning throughout the unit. They need 
to decide a time frame for teaching the unit, given the 
year’s pacing guide. Then teachers are ready to look more 
closely at the unit to see how lessons are connected, to 
identify the scaffolds students will need to help address 
gaps in skills, and to plan for students’ language needs. A 
skeletal plan for teaching the unit will be a huge support 
for teachers as they plan specific lessons on their own. 

This process should be done with each unit or module 
throughout the year. Spending even 45 minutes together 
looking at the unit as a whole will save time as teachers 
move through the unit and will lead to better informed 
instruction and higher student achievement. 

While teachers would ideally receive more support with 
a new CCSSM adoption than what is outlined above, for 
many schools this support plan would at least ensure that 
big picture discussions and collaborative unit planning 
both take place.
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I am mi lenguaje.
por Melanie Bencomo—Albuquerque High School Senior 

—continúa en la página 11—

 El programa bilingüe de Albuquerque High me 
ha enseñado que el ser bilingüe no sólo nos da la 
oportunidad de unir a dos mundos diferentes en 
el sentido de la cultura y mentalidad, sino también 
de crear un cambio para las nuevas generaciones 
hispanohablantes que apenas empiezan sus estudios. 
Afirmo que asistir a las escuelas con programas 
duales de español e inglés ha sido un privilegio. 
Desde niña siempre manejé los dos idiomas 
perfectamente en mis estudios, pero al entrar a 
la secundaria mi vida cambió y pasé el séptimo 
y octavo año en el programa superdotado donde 
solamente se enseñaba en inglés.

Al reincorporarme nuevamente en el programa 
bilingüe cuando entré a la preparatoria Albuquerque 
High, me di cuenta cuánto había perdido de 
mi lenguaje materno. No sólo batallaba para 
expresarme en español, sino también mi gramática 
había deteriorado. Tuve que trabajar muy duro 
para poder alcanzar un nivel avanzado en español, 
y gracias al apoyo que se me dio por parte de 
mis maestros, recuperé lo que perdí durante la 
secundaria y he sobrepasado mi aprendizaje en el 
español y mi cultura. 

Varias personas en la comunidad educativa tienen 
la noción de que si yo hablo un “español perfecto”, 
siempre voy a sacar la nota más alta en mis clases de 
español. Se distingue una diferencia en el valor de 
un lenguaje al otro, ya que en el inglés la perspectiva 
pública parece ser más flexible y supone que si un 
estudiante no saca un grado perfecto (aunque sea su 
lengua materna) es porque el inglés es simplemente 
un “lenguaje complejo”. Desafortunadamente, el 
inglés siempre ha tenido más valor que el español 
durante la mayor parte de mi educación. Jamás me 
enseñaron en la escuela poner prioridad en ambos 
idiomas. Al entrar al programa superdotado, me 
aconsejaron cambiar todas mis clases que tenía 
en español al inglés, ya que se suponía que yo iba 
a aprender más en estas clases. Nunca he podido 
entender si el abandonar mis clases en español fue 
la decisión correcta, sólo dejé que se me guiara en 
lo que supuestamente era la mejor decisión para 
mí. En mi experiencia personal se me hizo sentir 
muchas veces que el español era un lenguaje inferior 
y sin algún valor. Algo similar dijo la escritora 

feminista chicana Gloria 
Anzaldúa, “So, if you want 
to really hurt me, talk badly 
about my language. Ethnic 
identity is twin skin to 
linguistic identity—I am 
my language. Until I can 
take pride in my language, 
I cannot take pride in 
myself.” Aprendí, como 
Anzaldúa, que yo misma 
debería de darme mi propia identidad. Al alejarme de 
mis clases en español me desvié de mí misma, perdí 
dos años de mi identidad y es muy probable que no los 
recupere. Pero, sí sé que cada día voy obteniendo más 
conocimientos de quién soy yo verdaderamente y que 
no soy la etiqueta que se me ha dado por la sociedad. 

Otro aspecto frustrante que siempre me ha llamado 
la atención desde que entré al programa superdotado 
en la secundaria fue el hecho de que me desviaron de 
clases que se daban en español. Cada año que hacía 
mi IEP, siempre me decían que no necesitaba estas 
clases y que iba estar más preparada si mi educación 
fuera totalmente en inglés. El aislamiento constante 
de las clases bilingües me recordó a la campaña de 
americanización que los Estados Unidos impuso a los 
inmigrantes que llegaron a este país durante 1910. Al 
igual que cambiaron los nombres de estos inmigrantes, 
el programa superdotado trató de quitarme el acceso 
a mi idioma natal, un idioma que es una parte de mí y 
que representa verdaderamente quien soy yo. El hecho 
de que no podía representar a ambas partes de mi 
identidad en la escuela me hizo sentir una pérdida de 
confianza en el sistema educativo. 

Descubrí que las palabras de otros no deben ser lo 
que guíen mi vida. El cambio de clases al programa 
superdotado afectó las amistades que tenía con los 
estudiantes de clases en español. Varios de ellos me 
dieron etiquetas como “wanna be White girl”, “know-
it-all” y por mucho tiempo no supe como integrarme 
a ambos ambientes. Los estudiantes en las clases 
de español no entendían que yo todavía quería ser 
parte de su grupo y los estudiantes en las clases del 
programa superdotado eran hostiles; ya que yo nunca 
había trabajado con muchos de ellos. Pero, con el paso 
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del tiempo aprendí como unir estos dos mundos y 
crear uno solo que facilitaba la coexistencia de las 
diferencias y semejanzas de ambos grupos. 

As a Mexican-American, I have learned to stand 
proud of my heritage and my languages. I do not 
identify myself as American because I was born here, 
nor do I see myself as Mexican because of where my 
family came from. I am both, and I have learned to 
love both equally. I have learned new things from 
each language and culture, though I cannot deny 
that Spanish/Latino literature has had one of the 
greatest impacts in my life as a high school student. 
It was because I discovered powerful and thought- 
provoking authors such as Gloria Anzaldúa, Julia de 
Burgos, Jorge Luis Borges, Pablo Neruda, and so many 
more. I found similarities in these authors’ constant 
search for their true self, which in turn helped me 
in my discovery of who I am. While I appreciate the 
authors I have read in English, from S.E Hinton to 
Shakespeare, I have never found an author in the 
English language whose insight into life struggles 
compelled me to want to read more of their literature 
than the required class assignment. I believe it is due 
to the fact that I could never relate to their 
stories as I did with Spanish language authors. 
 
I always stand between a border of 
expectations. Two flags make up who I am—
one defines my culture and the other defines 
my nationality. I will never stop trying to 
represent each part equally and fairly, with 
reverence towards each part of my identity. 
My mother always told me that knowing two 
languages is a privilege, but over the years I 
have been made to feel by teachers and staff 
that this privilege was also a curse. I have had 
to demonstrate to everyone that I was just 
as American as they were, while I was also 
being as Mexican as I could be. I broke away 
from trying to be what people expected of 
me, because I realized that I would never live 
up to all of their expectations. Many bilingual 
students from various cultural backgrounds are 
taught to choose between two identities and 
never taught that it’s empowering to be both. I 
have seen students break away from their true 
identity because of societal and educational 
pressures. Such students are robbed of a part 
of themselves and will never be able to create 
their true identity because of this imposed 

educational pedagogy. Just like my mother says 
“Te van a dar lo que ellos creen que necesitas sin 
entender tus verdaderas necesidades”.

I know just how important it is to be bilingual, 
and I am prepared to show future generations that 
learning in Spanish and English is a privilege that 
we should appreciate, not something we should be 
ashamed about. I hope to demonstrate that being 
between borders is not a bad thing, and that we, as 
a future generation, can use this as an advantage, 
choosing aspects that we like of both cultures and 
changing what we do not like. Nunca paramos de 
aprender y de educarnos en las diferentes áreas 
de nuestras vidas. Cuando mi madre me pregunta 
diariamente que cómo estuvo mi día, me recuerda 
que debo de estar consciente de que cada evento 
deja un aprendizaje al cual debo de aprovechar 
y aceptar. En mi familia, siempre se ha puesto el 
valor en la educación y el de no olvidarse de dónde 
venimos. El obtener mi sello bilingüe no sólo 
significa que puedo manejar ambos idiomas sino 
también que no me olvidaré de mi esencia y que 
gracias a mis raíces, soy quien soy.

Join us for the 20th Annual La Cosecha Conference 
in the newly renovated Albuquerque Convention Center!

Come share your experience and knowledge as we celebrate 
the best of our multilingual and multicultural communities!

¡Cosechando lo mejor de nuestra comunidad bilingüe!

Invited speakers include:
Lily Wong Fillmore, Myriam Met, Kim Potowski, Michael 

Guerrero,Virginia Collier,Wayne Thomas,
and dual language teacher experts!

La  Cosecha 2015 
N O V E M B E R  4-7,  2015

Albuquerque Convention Center
www.dlenm.org/lacosecha

La Cosecha is hosted by Dual Language Education of New Mexico 
www.dlenm.org
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In Lily Wong Fillmore’s “Model of Second Language 
Acquisition,” three types of processes take center 
stage in supporting the development of a second 
language: social, linguistic, and cognitive. In the last 
issue of Soleado, I discussed focusing on language 
and ways that teachers can plan for purposeful peer 
interaction so that all students have a chance to 
develop strong academic 
language skills. Clearly, 
these two sheltering 
components fit nicely 
into the social and 
linguistic processes  
Dr. Wong Fillmore 
speaks about. As 
teachers, it is easier to  
see how we might 
influence these processes. 

The cognitive processes 
that Dr. Wong Fillmore 
identifies are highly 
complex and allow for 
intensive analysis by 
students. These analyses 
help students develop 
and understand the 
relationship that exists 
between events, ideas, 
and experiences as they 
develop the language 
necessary to comprehend instruction and explain 
their understanding. This mental framework, often 
referred to as schema, allows us to make sense of 
the world and process new learning. At the same 
time, a learner’s exposure to the new language—its 
sounds, syntax, grammar, and functions—provides 
the linguistic data needed for the student to develop 
a way to use that language to deepen thinking 
and share thoughts and ideas. For example, once 
students understand the role that nominalization 
plays in academic text, the more likely they are to 
use it to discuss events as trends and not just a single 
occurrence. Evaporation as a concept is much broader 
than a quick discussion of how water evaporates 
during the water cycle. Teaching students to tap their 
prior knowledge and experiences provides a scaffold 
that they can easily access on their own as they 
encounter new ideas.

So, what might this look like? Certainly, using 
graphic organizers, thinking maps, and other charts 
to organize information shared by students is a great 
strategy. As the teacher, you can serve as a scribe 
of information and descriptions of experiences the 
students share. Students can also add to the charts and 
return to them over time as a resource. A pre-literate 
student may add a sketch or picture that represents 

his or her experiences. 
You and the other students 
can help that student find 
the words to describe the 
sketch. Remember to go 
back to those charts … As 
instruction uncovers more 
information, as questions 
written in the W column are 
answered, as new questions 
arise and as students engage 
in individual and group 
investigations, add them 
to the charts! Tack on an 
extra sheet of chart paper, 
or encourage the students 
to add information or new 
questions onto sticky notes. 

Another way to access 
prior knowledge is to use 
realia, or real stuff, that your 
students can touch, hear, 
see, or smell that relates 

to your unit of study. Before you begin your study 
of seed dispersal, consider providing your students 
with fuzzy socks to wear over their shoes and then 
taking them on a walking fieldtrip! Once back in your 
classroom, have students pair up and take inventory 
of the seeds they find on their socks. Perhaps they can 
classify them on a matrix grid based on their method 
of dispersal—hitchhiking seeds that stick to a furry 
animal, seeds that are eaten and dropped elsewhere, 
seeds that are blown on the wind, and seeds that travel 
on water. This kind of activity serves as an excellent 
means of deepening students’ understanding of the 
content, but it also provides a meaningful opportunity 
to hear and use the language inherent to the content.

Before you begin your unit on water use, gather 
images of water used for bathing, for agricultural 
purposes, for recreational purposes, and for industrial 
purposes. These can be collected from online 

Posing new questions and adding information to  
charts keeps students engaged and amplifies  

the instructional effectiveness.
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resources such as Google™ images, from magazines 
like National Geographic, or from old text books. 
Give table groups four or five different pictures and 
direct them to discuss what they see, tell stories that 
relate to the images, and complete either an open sort 
(group the images in a way that makes sense and can 
be explained) or a closed sort (group all of the images 
that relate to industrial uses of water).

Many of our students have not had experiences or 
exposure to resources that support this cognitive 
framework. In this case, consider how you might 
create shared knowledge. Are there video clips 
or games available through teacher sites such as 
BrainPOP™, Discovery Education™, or TeacherTube®? 
Can you put images on the Promethean® or SMART 
Board®? Can you watch a filmed version of Romeo 
and Juliet before you ask your students to wade 
through Shakespearean English so they have a sense 
of the story before they experience the poetry of the 
play? Could you take a field trip to the zoo at the 
beginning of the unit on animal adaptations so that 
students who have never had the opportunity to see 
the animal features to which you will refer have a 
chance to do so? These real items, pictures, images, 
sketches, and video clips also serve the very practical 
purpose of clarifying the meaning of vocabulary tied 
to a unit of study. That’s comprehensible input!

While the use of these strategies is important to 
tap prior knowledge, create shared knowledge, and 
clarify meaning, what elevates their effectiveness is 
the talk that accompanies their use … and not just 
the teacher’s talk! As I mentioned in previous articles, 
this kind of talk is not between the teacher and the 
one student elected to respond. That practice limits 
the opportunity for student engagement, for student 
rehearsal of new terminology and language, and 
ultimately, for the students to acquire the language.  
A far more effective practice would be for the teacher 
to pose the question and direct the students to turn to 
a partner or students seated around them and discuss 
possible answers. Only after providing the students 
with several minutes to engage in conversation should 
the teacher randomly select someone to report out 
what was discussed. The focus should be on the 
random selection of the spokesperson—that way all  
of the students must be prepared to answer, even 
those who are not highly proficient in English or 
outspoken enough to easily address the whole class. 
The students must be reminded that they are all 

responsible for making sure that every one on their 
team or in the partnership can respond. They must 
create and rehearse their responses together so that 
each member can respond.

Spencer Kagan labeled this cooperative structure 
Numbered Heads. While it is highly effective for all 
students, for ELs, the opportunity to represent the 
thinking and language of the team is invaluable. 
Students in teams could select a number so that the 
teacher could roll a die or pull numbered sticks to 
determine who should respond. Partners could assign 
themselves the letter a or b. Name sticks could be used 
to call on a student. This random selection ensures the 
development of oral academic language and provides 
an authentic and meaningful reason to talk. 

The more we talk about the eight individual 
components that Dual Language Education of New 
Mexico has identified as key to learning in a second 
language, the more it becomes apparent that these 
components are all part of a coherent, well-planned, 
and considered approach to teaching and learning. 
We can separate them out to talk about them, to 
define them, and to provide examples, but the reality 
is that they are woven in and out of everything we, as 
teachers, do. We address them often and in different 
ways; it is, in fact, that redundancy that provides the 
scaffolds our academic language learners need. Their 
importance to our students merits thoughtful and 
purposeful consideration and planning. In the next 
issue of Soleado, we’ll zero in on making text accessible 
and developing student learning strategies. 

New Partners for DLeNM

DLeNM announces two exciting, new partnerships 
with the Colorado and California Associations 

for Bilingual Education. Partnership agreements 
demonstrate our commitment to supporting the 

individual and collective work of our organizations 
in supporting second language and emerging 

bilingual learners. Look for DLeNM staff and board 
members at our partners’ annual conferences:

California Association for Bilingual Education 
March 4-7 in San Diego, California 

http://www.bilingualeducation.org/cabe2015/

Colorado Association for Bilingual Education 
September 24-25 in Westminster, Colorado 

 http://www.cocabe.org/
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place and social responsibility in a multicultural 
community. For example, during morning meeting, a 
10th grade student shared his Creativity, Action, and 
Service (CAS) project which is devoted to creating 
a Gay-Straight Alliance club at school. For many 
community members with more conservative views, 
this announcement was startling; however, it provided 
an excellent discussion prompt for the 35-minute 
Advisory Period that followed the morning meeting.

In order to truly foster high levels of cross-cultural 
competency, the cultures of a school’s parent 
population must be authentically introduced and 
infused into the school curriculum. Friday Creative 
Block is a prime example of a community-based 
intentional C-GLO. Two o ’ clock on a Friday afternoon 
is normally a time when activities are winding down 
at a school; however, La Paz is committed to making 
every minute of instructional time meaningful. 
Creative block offers a 45- to 60-minute period of 
time in which parents, teachers, and other community 
members are invited to share a part of their culture 
that is related to the theme. For example, during the 
theme of Sustainability, parents and teachers prepare 
workshops to share what sustainability means to them. 
The integration of parental cultural competency is 
essential to C-GLO during the Friday Creative Block 
experience in the primary school.

Conclusion 
As a PreK-12 TWI school accredited by the Costa 
Rican Ministry of Education and the prestigious 
International Baccalaureate program, La Paz 
Community School must ensure that a diverse set 
of standards are met. However, the administrative 
leadership team, comprising a diverse group of 

talented educators, has committed to ensure that 
carefully planned themes drive the curriculum, thus 
leading to meaningful learning experiences that 
inspire students to be lifelong learners. This thematic 
based TWI program is proving to be an incubator 
for fresh best practices that support the development 
of cross-cultural competency throughout the school 
community. With consistent professional development 
from visiting experts in the field of dual language 
education, La Paz Community School welcomes and 
carefully implements new ideas in TWI education. 
Please visit the La Paz website at www.lapazschool.
org for more information. Our school also hosts a 
summer professional development institute: Inspiring 
Lifelong Global Learners Professional Development 
Institute; learn more at growingglobaleducators.com. 
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—continued from page 5—

An 8th grade local Costa Rican student and a 
kindergarten Costa Rican student born to U.S. 

parents share their family and cultural heritage 
during a big buddy/little buddy activity.

Local mothers work with a cross-grade group 
of children during the Creative Block C-GLO. 
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Stepping Stones materials. 
A lively discussion ensued 
about the difference 
between a Compendium 
and an anchor chart. A 
Compendium, by definition, 
is a “body of knowledge” 
and is meant to ground 
students in the larger 
concepts of mathematics 
and support them in 
understanding connections 
between concepts—rather 
than skills or concepts in 
isolation. In the AIM4S3 framework, an anchor chart 
focuses on a specific skill or concept.

The teachers discussed different approaches to planning 
Compendiums. One approach focused on building a 
Compendium based on the Stepping Stones module 
and containing key content specific to that module. 
Some teachers found this felt more manageable for 
planning and for presentation with students.

Other teachers felt this wasn’t working for them. The 
resulting Compendium seemed to focus on a number 
of different concepts and didn’t represent a big idea. 
This group looked at the morning’s work identifying 
targeted domains in each module and then across 
modules to see how they could build Compendiums 
targeting specific domains. (See photo above.) 

—continued from page 9— Another group suggested 
building a Compendium 
that targeted the big ideas 
addressed in the module and 
then doing an anchor chart 
targeting the last lessons, 
which often have a different 
focus. To them, this resulted 
in a Compendium that was 
clearer and less fragmented. 
(See example on page 8.) 

For teachers, flexibility is key. 
There is no simple answer that 
works for everyone or every 

grade level, but there are multiple ways to organize the 
content so it supports students and teachers with their 
mathematical thinking. With these options in mind, 
teachers moved into module planning—identifying 
essential questions, assessments, and the language 
functions and structures students would need. They 
then planned their Compendium and Focus and 
Motivation activities. With this structure, teachers 
planned for the module as a whole, before honing in 
on sheltering and scaffolding specific lessons.

Participating in these activities visibly lowered 
teachers’ stress levels regarding implementation of 
Stepping Stones with AIM4S3, giving them a sense of 
ownership of their year and more control over their 
planning. Teachers shifted from a lesson-to-lesson 
focus to a bigger picture plan of where they were 
going and the road map to get there. 

This fifth grade team grouped lessons across 
modules in a year-long plan, targeting specific 
domains to support planning Compendiums.

causan confusión. En realidad, es aquí y de esta 
manera que aceleramos el aprendizaje y la comodidad 
que tienen nuestros jóvenes con la existencia dual 
que viven y que sigue evolucionando según sus 
experiencias fuera y dentro del salón.

Gracias a la instrucción contextualizada tenemos un 
sistema que nos ayuda recordar que es supremamente 
esencial e incondicional enfocar en ambos los 
requisitos lingüísticos que nos exige el contenido y 
las necesidades lingüísticas de nuestros alumnos. 
El trabajar en una situación donde usamos el 
lenguaje para compartir información – que es 
nuestra realidad como maestros y seres humanos 
– nos requiere aceptar la relación indivisible que 
siempre ha existido entre el lenguaje y contenido, y 

el lenguaje y pensamiento. Es por esta razón que 
al maestro de la secundaria, ahora en adelante, 
queremos darle el permiso de dejar de enseñar 
únicamente el contenido, para así evitar reaccionar 
después con frustración o indiferencia a la falta de 
comprensión que muestra el estudiante. Como ya 
hemos dicho, los componentes de la instrucción 
contextualizada no son conceptos nuevos sino 
algo que, desafortunadamente, damos por hecho 
y sencillamente los catalogamos como las mejores 
prácticas de la enseñanza. Al contrario, debemos 
de pensar en cuáles de los componentes hacemos 
bien y cuáles evitamos intencionalmente por falta 
de confianza y/o experiencia. Es algo que nos debe 
de impactar desde la planificación de clases, hasta la 
instrucción y la evaluación. 
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; Achievement Inspired 
Mathematics for Scaffolding 
Student Success—Summer Offerings:
AIM4S3™ Summer Institute: June 
2-3, 2015, in Albuquerque, NM, for 
teachers already trained in AIM4S3. 
AIM4S3™ Level I Training: June 23-
25, in Albuquerque, for teachers new 
to AIM4S3. Cost is $459 per person. 
Training includes model overview, theory/
research, supporting data, classroom 
demonstrations, and planning time. 
For either event, register online at 
aim4scubed.dlenm.org. Please contact 
Lisa Meyer, lisa@dlenm.org, for more 
information about AIM4S3 events. 

; Growing Global Educators—
Inspiring Lifelong Global 
Learners: June 14-18, 2015, at La Paz 
Community School in Flamingo, Costa Rica. 
Participants will leave with new thinking 
about how to grow lifelong, global learners, 
as well as best practices to reinvigorate their 
teaching. For more information, please visit 
www.growingglobaleducators.com.

; Guided Language Acquisition 
Design—Summer 2015 Offerings:
Project GLAD® 2nd Annual 
Summer Institute: June 9-10, 2015, 
at the Hyatt Regency Tamaya Resort, Santa 
Ana Pueblo, NM—a follow-up training 
opportunity for Project GLAD® Tier I 
certified teachers and their administrators. 
DLeNM Sponsored Project GLAD®  
Tier I Training Dates:  
Two-Day Research and Theory Workshops: 
June 4-5 and June 16-17—Four-Day 
Classroom Demonstrations: July 7-10 and July 
14-17. All trainings are in Albuquerque, NM. 
Cost per participant is $1053 for all six days. 

For either event, register online at glad.
dlenm.org. Please contact Diana Pinkston-
Stewart at diana@dlenm.org for more 
information about Project GLAD® events.

; CETLALIC—Language and 
Culture for Educators in 
Mexico: June 6-26, 2015, in Cuernavaca, 
Mexico. Three-week program for those who 
would like to gain skills and knowledge 
to better serve Spanish speakers in the 
classroom. Intensive Spanish classes, 
cultural/educational activities, school visits, 
and home stay are included for $2,013. For 
more information, visit www.cetlalic.org.mx.

; Dual Language Education of New Mexico—20th Annual La Cosecha 
Dual Language Conference: November 4-7, 2015, in Albuquerque, NM. Join us for 
our 20th anniversary conference! To see the Call for Proposals, Featured Speakers, La Cosecha 

2015 Schedule of Events, and all the latest information, visit http://dlenm.org/lacosecha. 

; New Mexico Association 
for Bilingual Education—
State Bilingual Education 
Conference: April 22-25, 2015, at the 
Embassy Suites Hotel in Albuquerque, NM. 
On-line registration is available at www.
regonline.com/nmabeconference2015. For 
more information, contact David Briseño at 
nmabe@suddenlink.net or 505.238.6812.

; Association for Two-Way & Dual 
Language Education (ATDLE)— 
23rd Annual Two-Way Bilingual  
Immersion Conference: June 29-
July 1, 2015, in Palm Springs, CA. For more 
information, please visit the ATDLE website 
at atdle.org/conferences.


