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Promising Practices from the Field

Making Metalinguistic Connections:
The Bridge between Languages

by Karen Beeman and Cheryl Urow—Center for Teaching for Biliteracy
The Bridge is an instructional element designed
to take advantage of the dynamic bilingualism
of students in dual language (one-way and twoway) and transitional bilingual programs of
instruction. In our book, Teaching for Biliteracy:
Strengthening Bridges between Languages
(Beeman & Urow, 2013), we define the Bridge as
“… the instructional moment when teachers
purposefully bring the two languages together,
strategically guiding bilingual learners to
• transfer the academic content they have learned
in one language to the other,
• engage in contrastive analysis of the two
languages, ... and

• develop ‘metalinguistic awareness’” (back cover).
Based on this definition and the longer
description and examples in the text, we have
worked with teachers around the country who
have begun to use the Bridge in their classrooms.
While there is no one right way to implement the
Bridge, and its implementation
will reflect both the students and
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The focus of the Bridge is
language—specifically, the
metalinguistic analysis of
language.

Research in the field of biliteracy
finds that bilinguals who
recognize, understand, and
can articulate the similarities
and differences between their
languages reach higher levels
of academic achievement
and higher levels of language
development in both languages

Students add examples to a metalinguistic
chart in Kaite Mohr's 1st grade classroom—the
English component of a 50/50 dual language
program—at Glacier Edge School, Verona, WI.

(Cummins et al., 2005; DeJong, 2011; Dressler,
Carlo, Snow, August, & White, 2011; Jiménez,
García, & Pearson, 1996). And while the
research demonstrates the need for students to
have the opportunity to engage in contrastive
analysis of their languages (in other words, to
compare and contrast languages), the question
for teachers is how to provide students
with this opportunity while simultaneously
maintaining the separation of languages—a
critical programmatic element of dual
language (Rogers, 2009).
The Bridge is a response to that question.
In the past, dual language teachers and
programs have worked to establish the strict
separation of languages, while currently, the
field has moved to the strategic separation
of languages (Escamilla et al., 2014; Thomas
& Collier, 2012). In programs that include
the Bridge, classroom teachers continue
to maintain the language of instruction
—continued on page 14—

Promising practices...
Soleado—Winter 2017

The Issue: Why National Standards?

Dual language (DL) education is widely supported in
research and practice as a highly effective program
model that is associated with increased academic
and socioemotional outcomes as well as enhanced
multilingual and cross-cultural awareness skills
(August & Shanahan, 2006; Collier & Thomas, 2009;
Slavin & Cheung, 2005). However, as the popularity
of dual language programs in the United States
rises and programs proliferate (Center for Applied
Linguistics [CAL], 2017), there is no nationally
systematized approach to preparing teachers to
serve in dual language settings. In most states,
teacher preparation programs focus on developing
competencies and skills to teach in English-medium
classrooms or in classrooms where native language
instruction is provided as a temporary support
while students acquire English (U.S. Department of
Education Office of English Language Acquisition
[USDE OELA], 2015). Even in the small number
of states that have established bilingual teacher
preparation standards and defined pathways to
bilingual teacher certification, programs may need
additional structure to authentically prepare teachers
to teach literacy and rigorous grade-level core
content in a language other than English, along with
the cross-cultural goals of DL programming (García,
2009; Howard, Sugarman, Christian, LindholmLeary, & Rogers, 2007).
In the absence of national DL teacher preparation
standards, leaders in higher education across the
country are left to work in an ad hoc fashion to
meet increased market demands for teachers to
serve in the growing number of DL schools. Many
states, with excellent intentions, have resorted
to designing DL teacher education packages of
coursework that supplement another area of teacher
licensure. For example, a teacher candidate may
seek an initial elementary or secondary generalist
credential supplemented with a concentration or
minor in bilingual studies or a world language.
Another common practice is for certified teachers
already serving in the DL classroom to enroll in a
certificate program at a university, with coursework
in the area of DL education contributing toward

a master’s degree or continuing education credits.
While these options serve to support the practice,
it’s argued that neither sufficiently prepares the DL
teacher for the rigors of teaching core content in
two languages to students from diverse linguistic
and cultural backgrounds. Researchers agree that
such tasks require a highly specialized educator
skill set (Achugar & Pessoa, 2009; Diaz Soto, 1991;
Guerrero & Guerrero, 2009; Menken & Antunez,
2001). What is needed is a set of national dual
language teacher preparation standards, framed by
theory and best practices identified in the research.
Theory and practice specific to dual language
can serve as the basis for DL teacher preparation
curricula, benchmark assessments aligned to national
accreditation standards, and full initial teacher
certification in the area of DL education.
Ultimately, it is increasingly vital to address the
specific nuances of dual language teaching and
learning in ways that connect to national standards
(Lachance, 2017b; Knight et al., 2014; DarlingHammond, 2012; Herrera, Cabral, & Murry,
2013). In doing so, the numbers of formally
prepared dual language teachers may increase,
affording the expansion of more dual language
programs nationwide. With this in mind, the field
of teacher preparation looks to further address
the specialized pedagogies associated with dual
language teaching and learning. It stands to reason
that the establishment of national standards for dual
language teacher preparation may facilitate potential
pathways leading to accredited, stand-alone licensure
programs (Council for the Accreditation of Educator
Preparation [CAEP], 2017).
The Importance of Accreditation within
Teacher Preparation

Federal and state perspectives confirm the importance
of institutional and programmatic accreditation in
teacher preparation. The United States Department
of Education reports on quality assurance of
teacher preparation. At present, many institutions
of higher education (IHEs) maintain regional,
institutional accreditation as well as program-
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specific, professional accreditation for specialized
areas of study (U. S. Department of Education
[USDE], 2010; U.S. Department of Education Office of
Postsecondary Education [USDE OPE], 2017). Parallel
to programmatic accreditation, both the professional
organizations of Teaching of English to Speakers
of Other Languages (TESOL) and the American
Council on the Teaching of Foreign Languages
(ACTFL) have national professional readiness
standards for professional teaching in the fields of
English as a Second Language (ESL) and World
Languages (WL) (CAEP, 2017). TESOL and ACTFL
have been developing their modern-day leadership
and governance in educator preparation since the
early- and mid-1960s with strong representation in
the professional accreditation arena with the Council
for the Accreditation of Educator Preparation (CAEP,
2017). It is concerning that this level of national
standards representation for dual language education
does not exist. The absence of national dual language
teaching standards leaves an incomplete pathway for
programmatic accreditation processes for a standalone category in dual language certification. The void
also links to obligatory benchmark assessments for
accredited teacher preparation programs.

to actual classroom application in real-world
scenarios, transforming theory into informed
practice. In each of its 27 education program areas
there is a series of rubrics delineating candidates’
progression of subject-matter skills. All edTPA
categories have the overlapping goals of academic
language development and increased K–12 student
outcomes (AACTE, 2016; Stanford Center for
Assessment, Learning, and Equity [SCALE], 2016).
While not every state is formally using edTPA,
accredited programs are required to use evidencebased systems of evaluation to demonstrate program
efficacy (SCALE, 2016). What is most concerning
is that there is no category in dual language teacher
preparation offered in the benchmark assessment.
Categories in English as an Additional Language
and World Languages are among the 27 programs
considered for benchmark assessments, each
required to align with corresponding national
teacher education standards. To this point, the
absence of national teacher preparation standards
in dual language nullifies a completed pathway
connecting specialized coursework, benchmark
assessments, and programmatic accreditation for
stand-alone licensure in dual language.
Perspectives and Recommendations:
The Call for Action

Benchmark Assessments for Teacher
Preparation Programs: edTPA

Teachers in K–12 classrooms across the nation face
increasing pressure to improve students’ academic
outcomes as a direct result of informed teaching and
critical, linguistically supportive instruction (Knight,
et al., 2014; Darling-Hammond, 2012; Herrera, et al.,
2013). Dual language classrooms are no exception.
In order to maintain monitoring parameters for
accreditation purposes, teacher preparation programs
have adopted obligatory performance-based
assessments to demonstrate that teacher candidates
completing their programs are ready to plan, deliver,
and assess instruction using research-based best
practices (Darling-Hammond, 2014). Dual language
teachers are included in the mix, and yet, there is
no category in said benchmark assessments in dual
language education.
A performance-based assessment, edTPA is used in
746 educator preparation programs in 39 states and
the District of Columbia (American Association of
Colleges for Teacher Education [AACTE], 2016). It
is strategically designed to move teacher candidates

Given these details, the following points are made:
Dual Language education is highly effective for
increasing student outcomes with all students,
especially English learners and those from language
minorities (Cloud, Genesee, & Hamayan, 2000;
Collier & Thomas, 2009). With principles from
additive biliteracy, dual language also serves as a
foundational aspect of social advocacy, equity, and
equality in U.S. schools (Beeman & Urow, 2013;
Escamilla et al., 2013). It is also established that
many states nationwide are attempting to expand
dual language programs while simultaneously facing
extensive barriers given the national shortage in
dual language teachers (Thomas & Collier, 2014).
Furthermore, research substantiates that dual
language teaching and learning require specialized
pedagogies and specially designed teacher
preparation programs (Lachance, 2017b). With
these core findings, the urgency for the development,
vetting, and publication of national dual language
teaching standards is upon us.
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by Joan Lachance, PhD—University of North Carolina at Charlotte
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Preparing Dual Language Teachers:
A Call for National Standards
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AIM4S3 Framework

by Lisa Meyer—Dual Language Education of New Mexico
Over five years ago, Erin Mayer and I started an
action research adventure in her Albuquerque
classroom to explore the question, “How can we
make mathematics more accessible and engaging
for our students?” This action research has taken on
a life of its own, leading to a partnership with Dual
Language Education of New Mexico (DLeNM) in the
development of a powerful framework: Achievement
Inspired Mathematics for Scaffolding Student Success
(AIM4S3™). AIM4S3™
is designed to support
elementary and middle
school teachers in delivering
high-quality targeted
instruction for students who
are often underserved—our
language learners, students
from lower socioeconomic
backgrounds, and those who
struggle with mathematics.

4. uses models and modeling of effective practice;
5. provides coaching and expert support;
6. offers opportunities for feedback and reflection; and
7. is of sustained duration.
What is AIM4S3™?

AIM4S3™ is an instructional framework; it is not a
curriculum. Teachers use the programs and resources
that their district has adopted
plus any other appropriate
supplemental materials.
AIM4S3™ is based on the
beliefs that 1) teachers as
professionals need to have the
tools and knowledge to make
informed decisions based on
the instructional needs of
their students, and
2) all students can be successful
mathematical problem solvers
if provided access and welldesigned supports.

The Learning Policy
Institute recently released
Teachers generate strategies that will
a report, Effective Teacher
support students in meeting content
Professional Development,
Five Key Instructional
and
language
objectives.
that addressed the question:
Principles (KIP) provide
What are the features of
the pedagogical foundation
effective professional development? The report
for the framework: Continuous Feedback, Teacher
affirmed that the AIM4S3™ Professional Development
Mechanics and Delivery, Student Output, Positive
Framework incorporates all of the elements that the
Classroom Culture, and Sheltering and Scaffolding.
researchers identified as key to effective professional
Continuous feedback from both the teacher and the
development. These findings also support our team’s
students drives the teaching and learning. Mechanics
ongoing efforts to ensure that AIM4S3™ professional
and delivery refer to the methods the teacher uses
development reflects effective classroom practice.
to present the material and how the teacher engages
or interacts with the students. Throughout the unit,
For the report, Linda Darling-Hammond, Maria E.
this framework emphasizes effective mechanics and
Hyler, and Madelyn Gardner (2017) reviewed 35
delivery as well as frequent opportunities for student
studies that “demonstrated a positive link among
output. Strong sheltering and scaffolding practices and
teacher professional development, teaching practices,
a positive classroom culture based on risk-taking and
and student outcomes” (p. v). They found that
a growth mindset surround all elements of instruction
effective professional development includes the
(Boaler & Dweck, 2016).
following characteristics:
In addition to the KIP, there are four Component
1. is content focused;
Areas that are specific to how teachers plan
2. incorporates active learning utilizing adult
mathematics instruction. Focus and Motivation
learning theory;
ensures that we plan activities that hook students,
3. supports collaboration, typically in job-embedded
contexts;
—continued on page 5—
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Classroom Culture

What does the AIM4S3™
professional development
look like?

Continuous Feedback

Teacher: Mechanics & Delivery
Student: Output
Student: Output

Focus and
Motivation

Compendium

Unit

Closure and

Lessons

Goal Setting

Sheltering & Scaffolding

make math relevant, and also provide us with
informal formative assessment data. The Compendium
is a community resource built with students that
creates a reference that grounds student learning
and includes student inquiry and student-friendly
standards and mathematical practices. The Unit
Lessons provide the heart of the unit and are driven by
standards and careful planning to shelter and scaffold
instruction, leading to student success. Finally Closure
and Goal Setting wraps up the unit by making sure
students are an active part of the assessment process—
reflecting on their own learning and setting goals as a
classroom community as they move forward.
How does AIM4S3™ address these seven features
of effective professional development? It...

... is content focused. AIM4S3™ has been specifically
developed to give teachers the tools to deliver highquality math instruction that is accessible to all
students, specifically language learners and students
who struggle with mathematics. In other trainings,
we found that general sheltering strategies were
helpful but did not meet the wide range of
professional development needs that are specific
to mathematics. This framework supports teachers
in developing 1) a deeper understanding of their
grade-level standards, 2) a pedagogy that actively
engages students as problem solvers, and 3) strategies
to provide access to the content and language of
mathematics for all students, especially language
learners. AIM4S3™ provides a system to support
schools in implementing best practices as identified

The Level I training consists of 6 days
of in-depth professional development.
Days 1-3 are consecutive and include an
overview of the theory and strategies, a
classroom demonstration, and time to
plan for implementation. Days 4-6 are
spread throughout the rest of the year
to support teachers with implementing
the framework. After the initial Level I
training, there are multiple options
addressed in this article for continued
follow-up and learning.

by the National Council of Teachers of Mathematics
(NCTM) in their publication Principles to Action:
Ensuring Mathematical Success for all.
... incorporates active learning. Teachers deepen
their understanding of the framework through
analyzing classroom scenarios, studying video,
collaborating in teams to identify scaffolding and
sheltering strategies, and experiencing math lessons
from the perspective of the learner. Through these
lessons, they not only deepen their understanding of
the mathematics they teach but also see how the Key
Instructional Principles and the Component Areas
of AIM4S3™ all work together to increase students’
mathematical understanding and problem-solving
abilities. We are constantly working to make this
professional development mirror what effective
instructional practices look like in our classrooms.
... supports collaboration. High-level implementation
of AIM4S3™ is built on collaboration. Grade level and
team planning opportunities are provided on Days
2-6 of the Level I training. We highly recommend
that schools target grade-level teams when choosing
teachers to attend the training. These teams support
each other with planning and materials development
after the training, leading to higher levels of
implementation and greater student success.
On-site follow-up typically targets teams participating
in facilitated planning, lesson study protocols, or
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Reflecting on the AIM4S3™ Mathematics Framework and
the Learning Policy Institute Report on Professional Development
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El Distrito Escolar U-46 se ha destacado por
Reflexión e investigaciones
diseñar y adoptar programas de alto contenido
El desarrollo de la identidad ha sido un concepto
académico que permiten el desarrollo sociocultural
estudiado por teóricos de distintas disciplinas. En el
de estudiantes bilingües emergentes. El año escolar
contexto de la educación, por ejemplo, James Paul
2016-2017 se caracterizó por la implementación
Gee (2011) habla de la importancia de utilizar las
de un programa de
distintas concepciones
lenguaje dual (PLD) en
sobre la identidad como
el séptimo grado que
prismas epistemológicos
destaca la configuración
y ontológicos para
de un bloque académico
analizar la efectividad de
de tres cursos: Artes del
programas educativos.
Lenguaje en Español
También, existen
(ALE), Estudios Sociales
investigaciones que
e Inglés como Segundo
exploran el tema de la
Idioma. Wilma Valero,
identidad académica
pasada directora del
positiva (Cabrera,
programa, detalla en un
Milam, Jaquette, &
artículo publicado en
Marx, 2014; Cammarota
la edición de invierno
& Romero, 2009; Dee
de 2016 de Soleado la
& Penner, 2016). Estas
Estudiantes sonrientes, orgullosos de su trabajo,
estructuración del PLD y
investigaciones discuten
hacen valer su identidad académica
cómo los cursos de ALE,
el impacto que tiene
ante la comunidad escolar.
Estudios Sociales e Inglés
el maestro sobre el
como Segundo Idioma se integran estratégicamente
estudiante al desarrollar una identidad académica.
para formar el bloque de Humanidades.
En este contexto, ¿cuál es el impacto del bloque de
El PLD descansa sobre tres premisas: 1) elevar el
Humanidades sobre la identidad académica de los
status del idioma español como idioma minoritario
estudiantes de U-46? ¿Qué actividades promueven el
en los Estados Unidos, 2) exponer de manera
desarrollo de tal identidad? ¿Qué oportunidades se
intencional al estudiante a contenido académico en
pueden proveer a los estudiantes para que adopten
español y 3) desarrollar destrezas de lecto-escritura
una identidad académica? Estas preguntas pueden ser
en ambos idiomas. Estas premisas informan el
atendidas si se realizan investigaciones empíricas que
diseño curricular del bloque e impactan al estudiante
midan el nivel de identificación de los estudiantes
bilingüe emergente o al estudiante reclasificado quien
con actividades de naturaleza intelectual. Por otra
ha demostrado dominio del idioma inglés al superar
parte, dado que el idioma español es considerado un
la prueba ACCESS. Precisamente, este escrito gira
idioma minoritario en Estados Unidos, el enfoque
en torno a cómo la exhibición de ensayos y pósteres
teórico de estas investigaciones podría girar en torno
preparados por los estudiantes fomentó el desarrollo
a elementos sociopolíticos, tales como ideología y
de una identidad académica positiva. Este concepto
poder (Apple, 1982). Estas investigaciones pueden
implica, entre otras cosas, el empoderamiento de los
servir de referencia para informar las estrategias
estudiantes para que estos expresen una afinidad por
pedagógicas de los maestros.
actividades de naturaleza intelectual. A un año de la
implantación del bloque de Humanidades es necesario
La identidad académica de mis estudiantes
reflexionar sobre las actividades que permiten a los
La implementación de un programa dual
estudiantes desarrollar una noción sociocultural sobre
en la escuela secundaria debe reconocer las
su identidad como estudiantes bilingües.
—continúa en la página 7—
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particularidades del séptimo grado
y las etapas del desarrollo que estos
estudiantes experimentan durante el
año escolar. Por ejemplo, la escuela
secundaria no es una extensión de
la escuela elemental, más es en el
séptimo grado donde los estudiantes
desarrollan elementos valorativos
sobre su identidad. Con la intención
de desarrollar un perfil de identidades
académicas positivas, el maestro es el
elemento clave en promover espacios
donde los estudiantes se comporten
como académicos.

La fotografía captura un momento durante la
conferencia académica mientras se exhiben los pósteres.

En el curso de ALE que enseñé, los
estudiantes confeccionaron, editaron y presentaron
a la comunidad escolar un ensayo persuasivo con su
respectivo póster. En el póster el estudiante ilustraba
la tesis, el cuerpo y la conclusión del escrito. El
proceso de redacción del ensayo se destacó por su
rigurosidad donde el estudiante seleccionó el tema
de su ensayo, realizó una revisión de literatura y
presentó sus ideas a base de evidencia. La variedad de
temas incluyó desde el impacto de las redes sociales
en el aprovechamiento académico de los estudiantes
hasta la elección del presidente Trump. El acceso a
la biblioteca de la sala de clases, la biblioteca escolar,
la plataform de NewsELA (https://newsela.com/) y a
textos informativos de alto contenido académico fue
imprescindible al momento de redactar los ensayos
argumentativos. En este sentido, el maestro debe servir
como facilitador y guiar a los estudiantes con lecciones
prácticas sobre cómo redactar un texto argumentativo,
asistir a los estudiantes con la destreza de discriminar
entre fuentes primarias y secundarias de información
y trabajar en conjunto cambios editoriales. Por último,
la confección de un póster precede la actividad de
cierre: la conferencia académica.
Conferencia académica

Luego de trabajar por espacio de seis semanas
haciendo investigación, identificando recursos,
preparando borradores y redactando, los estudiantes
diseñaron su póster. Este proceso implica conocer a
profundidad el tema seleccionado y estar listos para
responder a preguntas de visitantes, estudiantes y
maestros. Al momento de presentar, los estudiantes
se reportan a la biblioteca de la escuela y se exhiben
los pósteres durante el bloque de Humanidades.

Cada estudiante se destaca al lado de su póster
mientras visitantes, maestros y estudiantes se
detienen en cada estación a vuelta redonda. Con la
cooperación de los administradores escolares y su
deseo de fomentar espacios de intercambio cultural,
estudiantes monolingües tienen la oportunidad de
interactuar con estudiantes del PLD en un contexto
estrictamente académico. Esto es consistente con el
objetivo de elevar el status del español y fomentar
el bilingüismo.
El español académico tiene su lugar y debe ser
reconocido de esa manera en la escuela. Actividades
de alto rigor académico deben ser promovidas para
que los estudiantes comprendan que el desarrollo de
identidades académicas se fortalece si el estudiante
se adueña de sus proyectos, los trabaja y los produce
con rigor. La cúspide de este evento toma lugar
cuando el estudiante comparte su proyecto con la
comunidad escolar.
Comentario final

El bloque de Humanidades tiene un impacto
positivo en la formación de una identidad
académica si existe un vínculo estrecho entre el
alumno y el maestro. Esta relación debe facilitar la
producción de escritos de calidad, y en ocasiones,
trasciende lo académico y cala en el aspecto psicoemocional del estudiante donde se valora su voz
plasmada en ensayos persuasivos. El maestro, quien
precede la presentación de contenido académico
con su propia voz, se encuentra en contacto directo
con el estudiante y abre el camino para colaborar
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by Diana Pinkston-Stewart—Dual Language Education of New Mexico

OCDE Project GLAD® is an instructional framework
designed to support second language learners
in accessing grade-level content and academic
language in an inclusive and asset-focused classroom
environment. Although the framework was
originally conceived to support English language
learners, it is well suited for learners of all languages
and provides an ideal context for dual language
teachers to coordinate literacy instruction across
languages and develop biliteracy with their students.
In Teaching for Biliteracy: Strengthening Bridges
between Languages, Beeman and Urow (2013) share
the following conditions as paramount for effective
biliteracy instruction in a classroom.
r Begin with highly comprehensible,
concrete, and interactive activities focused
on preparing students to comprehend text.
r Integrate content and literacy instruction.
r Include strategies to support
comprehension throughout the unit.
r Provide multiple opportunities and
supports for oracy and literacy work.

8

When planned and delivered at a high level of
implementation, OCDE Project GLAD®, or Guided
Language Acquisition Design, aligns perfectly with
the first four conditions. Project GLAD® instruction
is thematic, providing a context rich in big ideas
and connections across content areas. It is a highly
scaffolded teaching protocol that moves students
from concrete experiences with content and language
to the abstract, using supports from multiple
modalities (visual, auditory, kinesthetic, etc.) that
ensure comprehension and support application.
Planning and delivery maintain a central focus on
language, guiding students through oral reflection
on content to oracy work (oral language that mirrors
the language of text) and finally, literacy activities
with language supports at all levels. Project GLAD®
emphasizes a gradual release of responsibility with
instruction and practice that sequences from whole
group to partner or small group work and then to
the individual.

The Bridge, as defined by Beeman and Urow, is
“ ... the instructional moment in teaching for biliteracy
when teachers bring the two languages together,
guiding students to engage in contrastive analysis
of the two languages and to transfer the academic
content they have learned in one language to the
other language” (2013, p. 1). The Bridge occurs at the
end of a thematic unit. Teacher and students together
create anchor charts, often in the form of a T-graph,
listing key words and linguistic features from the
unit in the language in which they learned and then
generating equivalent words and linguistic features in
the second language. Next, students use the language
they have generated to engage in oracy and literacy
extension activities that develop and deepen their
linguistic skills around the content in that language.
Así se dice is a strategy from Literacy Squared® that
uses structured translation activities to explicitly
teach students in bilingual classrooms cross-linguistic
connections that enhance their “... cognitive and
linguistic growth while providing a place in the
classroom to use two languages in an interconnected
way” (Escamilla et al., 2013, p. 75). The procedure
for Así se dice includes choosing a text with targeted
language for students to collaboratively interpret and
translate to the other language. These translations
are collectively shared, discussed, and revised as the
teacher guides the students in understanding that
word-for-word translation is not sufficient, while
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exploring the similarities and differences in how the
two languages are formed and used.
How can these two strategies be utilized in a Project
GLAD® unit to develop biliteracy? There are various
opportunities for contrastive analysis of language in
such a unit. One approach is to consider the Project
GLAD® strategies that are intentionally sequenced
to build from concrete oral language experiences to
more abstract literacy experiences around content
(Maestas & Waldman, 2015). The strand of strategies
that I am proposing to connect with the Bridge and
Así se dice is the “expository strand.”
Figure 1

The expository strand
of strategies in a
Project GLAD®unit
moves students
through the following
learning experiences:
Pictorial Input
Chart, Expert Group
Texts, Whole Class
Mind Map, Process
Grid Game, and
the Cooperative
Strip Paragraph.
These are highly
Figure 2
contextualized, language-rich
instructional experiences that are scaffolded
for gradual release from teacher-directed to
student-directed and from the concrete to the
abstract. In the Cooperative Strip Paragraph, the
culminating experience, the teacher and students
collaboratively create an academic, language-rich
paragraph around the content they have learned,
focusing on grade-level language standards.
The Cooperative Strip Paragraph provides a perfect
opportunity for the class to engage in cross-linguistic
analysis using the Bridge and Así se dice. Figure 1
shows a Cooperative Strip Paragraph that was created
by a second grade class during a unit on the Human
Body. Note that the paragraph was collaboratively
created with the topic sentence generated in black
by the teacher and student groups adding their
supporting sentences in their group or team color.
Revisions and editing based on a standards-based
writing checklist were done collaboratively in a wholeclass format with the teacher serving as the facilitator
and scribe (in black).

At this point in the unit, students have developed
a comprehensive understanding of the content and
a facility with the academic language needed to
express themselves both orally and in writing. This
is the perfect time for the Bridge! The teacher and
students can collaboratively create an anchor chart
with a list of key terms and linguistic features from
the content of the Cooperative Strip Paragraph.
Then, using discussion and out-loud thinking, they
collectively generate equivalent words and terms
in the partner language, in this case Spanish. (See
Figure 2.) This Bridge should focus on key terms
and linguistic features only and not lead to a wordfor-word list of translations.
Once the Bridge, or
anchor chart of key
terms and linguistic
features in each
language, has been
scaffolded and discussed,
the class is ready for
an extension activity
using the Así se dice
strategy. The text to be
collaboratively translated
is that of the Cooperative
Strip Paragraph, a piece
of writing that has
been created, analyzed,
revised, and edited with
and by the students. A
topic sentence in the
partner language can be
provided by the teacher
or generated with the
class. When ready, the
students are directed
to reference the Bridge
anchor chart as they work in partners or teams to
discuss and translate pieces of the text with the
teacher’s support. (When using this protocol for
the first time, teachers will need to determine if
this needs to be a whole-class shared activity with
the teacher scribing or if the students are ready to
work independently with teacher support.) Once
the students have added their translations to the
class paragraph, the teacher gathers the students
together to collectively read, revise, and edit the
paragraph. The discussion around what works and
does not work in the translation provides many
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r Bridge to the other language.

The practice of intentionally planning for crosslinguistic connections between languages is also
a natural fit with Project GLAD® instruction, but
shifting the focus to the development of literacy in
two languages requires the addition of strategies.
Theorists in the field of biliteracy development
such as Beeman and Urow (2013) and Escamilla
et al. (2013) have much to offer along this vein.
In this article, we will explore the integration of
two powerful instructional protocols—the Bridge,
from Teaching for Biliteracy: Strengthening Bridges
between Languages, and Así se dice (“That’s how you
say it”), from Literacy Squared®—that can be utilized
as part of a Project GLAD® unit to take advantage of
the linguistic repertoire of emerging bilinguals while
building metalinguistic awareness and biliteracy skills.

—continued from page 8—
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Strengthening Biliteracy Development in
OCDE Project GLAD®

—continued on page 19—
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by James J. Lyons, Esq., Senior Policy Advisor—Dual Language Education of New Mexico
—Part 2 of a Series—
In the first article of this series (Soleado, Fall 2017,
www.soleado.dlenm.org), the current state of the teaching
profession was considered. With more than 3.4 million
people employed as teachers, teaching is the largest
occupation in the United States. During the next decade,
between 1.5 and 3.0 million new teachers will be hired.
Although there is controversy as to whether there
is actually a national teacher shortage, there is
incontrovertible evidence that schools in certain locales,
particularly rural and inner-city schools, find it hard to
hire sufficient teachers. At the same time, school districts
in all areas report that they can’t hire enough bilingual,
dual language, ESL, or special education staff.
The current teacher force is not ethnically, racially,
culturally, or linguistically representative of the nation’s
student population. Even if all the so-called “leaks” in
the teacher supply pipeline were sealed, minority teachers
would still be underrepresented for many decades. For
this reason, it is clear that the teacher supply pipeline
should be radically re-engineered to begin in middle
school rather than at the point of college admission.
This article discusses some of the factors that should be
taken into account and some of the mechanisms which
can be employed to fashion a successful and sustainable
“Grow Your Own” (GYO) teacher preparation pipeline.

Teacher preparation is too decontextualized.
While the adage “practice makes perfect” applies to
most undertakings, it is recognized and embedded
in some professional preparation programs far
more than others. Medicine, for example, is
structured around a balanced program integrating
both classroom and clinical learning. Teaching,
however, is dramatically less so, with “practice”
teaching usually provided near the end of a teacher
preparation program, often as a programmatic “add
on.” Given this reality, it is no wonder that so many
beginning teachers report they feel unprepared for
the classrooms they are given to lead.
In 2010, the National Council for Accreditation of
Teacher Education (NCATE) published Transforming
Teacher Education Through Clinical Practice: A

The education of teachers in the United States needs to
be turned upside down. To prepare effective teachers
for 21st century classrooms, teacher education must
shift away from a norm which emphasizes academic
preparation and course work loosely linked to schoolbased experiences. Rather, it must move to programs that
are fully grounded in clinical practice and interwoven
with academic content and professional courses. (p. ii)

A successful and sustainable GYO teacher preparation
program can and should provide for extensive,
continuous, hands-on classroom experience through
which program participants derive real-life experience
working with students who are similar to those
with whom they are likely to teach following their
certification. This clinical practice must be integrated
with focused academic learning emphasizing relevant
theory and research on pedagogy.
Teacher preparation programs are too prolonged.
Many states require candidates for teacher certificates
to complete both a bachelor’s degree and a year of
graduate study. Depending on the chosen specialty,
a sixth year of study may be required. Given the
relatively limited salaries of teachers, this expenditure
of time and money reduces student return on
educational investment and dissuades many from
considering teaching as a career.
This summer, California acted to counter its teacher
shortage by authorizing state colleges and universities
to offer teacher preparation as an undergraduate
major, thereby enabling students to become an
elementary or middle school teacher in 4 years
(Fensterwald, 2017). This change in state law reversed
a Sputnik-era restriction of over 50 years which did
away with education as an undergraduate major and
required teachers to take courses in teaching methods
in a post-graduate fifth year. While this change alone
is unlikely to stem the state’s teacher shortage, it is an
important step forward.
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Yet, for many Hispanics, economic factors remain an
obstacle to college enrollment. In a 2014 National Journal
poll, 66% of Hispanics who got a job or entered the
military directly after high school cited the need to help
support their family as a reason for not enrolling in college,
compared with 39% of whites. (Krogstad, 2016, para. 3)

Although I have not located comparable data for
Native American or refugee high school graduates, it
is likely to be even more disheartening.
Structuring a Successful GYO Teacher
Preparation Program

When, where, what, and who are vital determinants
for the success of a GYO teacher preparation program.
Here are some general thoughts on how a program
might be structured.
There is good reason to believe that a program should
begin in middle school to stimulate student interest
in teaching. The program might be offered as a “club”
like other school-sanctioned activities. Information
about the importance of teaching and the abundant
and diverse job opportunities in the field can be
presented along with information about how brains
develop, how humans learn, and ethical, moral, and
legal principles to guide the conduct of teachers.
Conversations, films, and activities would move club
members through a process of self-discovery. Afterschool and summer opportunities for club members
to mentor younger students through games, songs,
and instructional activities can provide opportunities
for club members to experience the thrill of teaching
and to determine whether they truly enjoy working
with children and youth. Faculty “advisors” would
supervise and coach club members.
The location and staffing of middle school teaching
clubs and high school teaching academies should
reflect the priority of the program—to secure more
minority, male, and bilingual teachers. Programs
should be located in schools with large minority and
non-English-background enrollments, and program
faculty should be selected to provide minority and
bilingual role models for participating students. If we
want the best teachers in the future, we should provide
these students with the best teachers we currently have!

High School Teaching Academies
Two relatively recent secondary school innovations,
career pathway instructional programs and
dual enrollment programs, provide a functional
framework for developing a successful and
sustainable GYO high school teacher academy.
Career pathways is a workforce development
strategy to help students prepare for and transition
into employment. “Education, Teaching and
Training” is one of over a dozen “career clusters”
identified by the Department of Labor. While many
U.S. high schools have developed career pathway
programs during the last decade, most of the
pathways are in the STEM fields and relatively few
are focused on careers in education.
One of the earliest teacher-focused career pathway
programs is that of the Los Angeles Harbor Teacher
Preparation Academy (HTPA) in Wilmington,
California, which was established in 2002 through
collaboration between the Los Angeles Harbor
College and the Los Angeles Unified School District.
Primary goals in the school’s design are “to increase
the graduation rate and college enrollment of at
risk/highly capable students and to address the
teacher shortage by fostering potential in students
interested in becoming teachers” (U.S. Department
of Education, 20008, p. 7).
HTPA is a relatively small high school with a 2017
enrollment of 437 students; 97% of its students are
minority and 61% are economically disadvantaged.
HTPA has won numerous awards and honors.
Its 2017 graduation rate was 100% (California
Department of Education). HTPA has a robust
dual enrollment program, and last year, 38 of its
graduating seniors received a 2-year Associate of
Arts degree as well as their high school diploma,
thus cutting in half the time and expense of
obtaining a bachelor’s degree—a typical requirement
for teacher certification.
The next article in this series will identify other
model high school teacher preparation programs,
consider state and local policies which foster these
programs, and discuss financial issues—for students
as well as the school. It will also identify critical
elements of program curricula, as well as resources and
strategies to initiate and continue GYO programs.
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Re-engineering the teacher preparation
pipeline should address and overcome three
deficiencies that characterize most current
teacher preparation programs.
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National Strategy to Prepare Effective Teachers, a report
by NCATE’s Blue Ribbon Panel on Clinical Preparation
and Partnerships for Improved Student Learning,
comprised of more than 30 national education leaders.
The first paragraph of the report’s executive summary
conveyed the panel’s urgent message:

—continued from page 10—

The cost of current teacher preparation programs
is beyond the means of many prospective teachers,
especially minorities. Last year, the Pew Research
Center reported the following:

Promising practices...

Teacher Preparation—Re-engineering the Pipeline

—continued on page 13—
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Partnering with Schools, Building Instructional Capacity—
Next Steps with the CLAVES™ Framework
Since the introduction of CLAVES™—Contextualized
Learning, Access, Validation, Equity, and Success—
in Soleado Fall 2017, initial trainings of the
framework have been conducted at five different
schools. Three of the schools, Río Grande High
School, Ernie Pyle Middle School, and Harrison
Middle School, all of Albuquerque, New Mexico,
are partners in DLeNM’s W.K. Kellogg grant. The
CLAVES™ training was
the beginning of two
more years of support
in building instructional
capacity. The other
two schools include
La Casita Elementary
School in Clovis, New
Mexico, and West
Leadership Academy,
located near downtown
Denver, Colorado.

Working with the 9th grade professional learning
community (PLC) and Dual Language Education
of New Mexico (DLeNM), we will explicitly plan
for and implement classroom supports that “Focus
on Language” to increase the frequency and
opportunities for utilization of academic language in
the classroom, resulting in the increase of students’
comfort levels utilizing academic language in written
and oral communication and improvement of
reading levels.

In working toward this
goal, the team decided
to collectively look at
their lesson plans and
allow colleagues and
DLeNM staff, through
the VISITAS™ process
(Viewing Interactive
Sheltered Instruction,
Teachers, and Students—
see Soleado, Winter 2016,
The participants we
www.soleado.dlenm.org),
met during the initial
Río Grande High School teachers participate in a
to question the supports
CLAVES™ training
CLAVES™ training as part of their W.K. Kellogg
and opportunities being
partnership. Here, they identify current instructional
provided insight into
provided to students
practices aligned with the CLAVES™ pathways.
instructional practices
for using academic
already in place and
language. These teachers are driven by a sense of
the challenges they face in meeting the needs of
responsibility to their students, a desire for continued
language learners without compromising content.
professional growth in instructional practices, and the
The training allowed teachers to build their
development of a common language around the Eight
knowledge around the key words in CLAVES™:
Pathways of contextualized learning (see Soleado, Fall
Contextualized Learning, Access, Validation, Equity,
2017, www.soleado.dlenm.org).
and Success. As collective knowledge grew around
these concepts, a door opened for communication
Ryan Homistek, principal at Ernie Pyle Middle
in each school about creating an environment of
School, noted the following after the CLAVES™
differentiated, inclusive, and validating instruction.
framework training:
Following their training, ninth-grade teachers from
Río Grande High School reached out to DLeNM
staff for support in writing a SMART (Specific,
Measurable, Achievable, Results-focused, Timebound) goal and identifying next steps—while
incorporating the CLAVES™ foundation of equity,
access, and validation. After deep reflection and
conversation about present practices, the resulting
SMART goal is as follows:

The CLAVES™ training for leadership helped our
team experience the process of building knowledge
and communicating with the right stakeholders for a
systemic approach to sustainability.
The staff training really supported all content areas in
focusing on language for intentional instruction and
validation of language for our students. All content
area teachers were able to apply this information and
practice planning for the Eight Pathways.
—continued on page 13—
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These trainings support our current work in
advancing the rigor of instruction in AVID WICOR
(Writing, Inquiry, Collaboration, Organization, and
Reading), particularly collaboration for student
practice and reflection of all four language domains.
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during content and literacy instruction and to avoid
language flip-flopping, simultaneous translation,
and using the other language to “make sure students
understand the concept.” For example, in a dual
language program where math is taught in Spanish,
math continues to be taught in Spanish throughout
the school year. During math instruction, the
teacher begins instruction of a new math concept by
explicitly building the Spanish academic language
of math so that all students can comprehend
and actively participate in their learning. Math
instruction continues in Spanish, supported by math
materials which are also in Spanish. After multiple
lessons—in which the teacher continues to teach
in Spanish and
Figure 1
the students use
Spanish in their
work—the unit on
the math concept
is completed,
and a classroom
assessment (also in
Spanish) is given
to the students.
It is only after
the classroom
assessment on this
concept is
completed that
the Bridge
is introduced.

14

In a side-by-side Bridge, the teacher first asks the
students for key terms related to the concepts
learned. Depending on several factors including the
concepts studied, the level of bilingualism of the
students, and the grade level of the students, these
terms may be individual words, phrases, or complete
sentences. The students provide these terms to the
teacher in the language of instruction—because
that is what they know after studying the concepts
in that language. To see kindergarten students
actively participating in the Bridge by providing
key terms they learned in Spanish after a multiweek unit on insects in science, go to http://www.
teachingforbiliteracy.com/the-bridge/ (see Figure 1).
For additional information on what is meant by
active student engagement, see https://www.facebook.
com/teachingforbiliteracy/videos/1468035366590726/.

Once a list of learned terms has been provided, the
teacher then helps students to “cross the Bridge” by
providing the key terms in the other language. In
the math example in this article and in the science
example in the Kindergarten video, the Bridge goes
from content learned in Spanish to English. So, in
these examples, in order to help students cross the
Bridge, the teacher provides the terms in English. But
it is important to note that the Bridge is bidirectional.
The Bridge also goes from content learned in English
to Spanish, following the same steps. Each district’s
language and content allocation plan and biliteracy
maps determine the direction of the Bridge (for
examples of plans
that include Bridges,
go to http://www.
teachingforbiliteracy.
com/infrastructuresupports/, and for
tips on how to create
biliteracy maps,
go to http://www.
teachingforbiliteracy.
com/tips-onwriting-bufs/).
After providing
the terms in the
other language,
the teacher gives
students the time
to practice using
these terms. In the math example, after crossing the
Bridge, the students would be practicing math terms
in English. In the video, you can see the Kindergarten
students practice describing insects in English, after
having studied insects in Spanish for several weeks
and subsequently “going across the Bridge” to English
with the teacher’s support. These students do not
need to study insects again in English to be able to
articulate their understanding of insects in English,
thus reducing redundancy in instruction.
The Bridge is pre-planned by the teacher.

As in the both the math example and the science
example, the Bridge was planned ahead of time by
the teacher. The Bridge did not occur randomly, or in
order to clarify concepts for students, or to translate
information for students. Rather, the Bridge was
planned for the end of the unit, once the students had
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Figure 3

Conclusion

Figure 2

A well-implemented
Bridge is pre-planned by
the teacher, is designed
to support the transfer of
learned concepts from the
language of instruction to
the other language, focuses
on the metalinguistic
analysis of language, and
involves the students as
active participants. The
Thanks to Jackie Juliano, third-grade
Bridge is an instructional
teacher in Mannheim D83, Illinois,
element for organizing
for these anchor charts.
the strategic separation of
languages. The two examples provided in this article
are examples of side-by-side Bridges, but there are
other ways to Bridge as well. Teaching for Biliteracy
offers examples of two additional types of Bridges, a
graph or illustration (pp. 138–139) and an Así se dice
Bridge (pp. 139–140).
learned the concepts and were ready to focus on the
contrastive analysis of their languages.

After having time to practice the terms in the new
language, these terms are matched to the terms in
the language of instruction. At this point, the math
Bridge would look like the Bridge in Figure 2, and the
focus of the Bridge becomes metalinguistic. Because
the purpose of the Bridge is two-fold—both to help
students transfer content learned in one language to the
other language and to engage in contrastive analysis of
their languages—a side-by-side Bridge will produce two
anchor charts. The first chart is the Bridge itself (Figure
2) and focuses on transfer. The second chart is the
metalinguistic chart (Figure 3) and focuses on one area
of similarity or difference between the two languages.
In the math example illustrated above, the
metalinguistic focus chosen by the teacher is word
order, or syntax. In the metalinguistic chart, the
teacher has begun by taking terms from the Bridge
chart and highlighting, in this case, the difference
between noun-adjective word order in Spanish and
in English. After beginning with examples from the
Bridge, the metalinguistic chart becomes a living chart
with a permanent place in the classroom, inviting
students to add additional examples of this difference
between Spanish and English. To see more about
how the metalinguistic chart is used in the classroom
as a living chart, see https://www.facebook.com/
teachingforbiliteracy/videos/1468087206585542/.
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Students are
active participants in the Bridge.

The Bridge is designed to optimize transfer
and reduce redundancy.
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As a result, momentum is increasing within academic
venues representing institutions of higher education
from California to the east coast. Additionally,
key stakeholders from organizations such as Dual
Language Education of New Mexico (DLeNM), the
Center for Applied Linguistics (CAL), and the Bueno
Center for Multicultural Education have participated
in collaborative conversations and workshops
related to the urgent need for national dual language
teacher standards. A small task force with nearly 20
academic faculty members representing various IHEs
from across the U.S. and said stakeholders formally
collaborate with DLeNM. The group’s current work is
two-fold. First, there is the goal of clear, effective, and
applicable dual language teacher preparation standards
that serve multiple languages across the nation. The
second goal is the development of an exemplary
version that serves Spanish-English programs.

16

Another critical aspect of national dual language
teaching standards development relates to specificity
and applicability of partner languages. While dual
language programs across the country serve students
primarily in Spanish and Mandarin, the wide range
of other program languages offered necessitates
that the proposed national dual language standards
set guidelines for the preparation of teachers in
multilingual classrooms without a focus on a specific
language. This intentionally all-inclusive, broad
focus of the proposed standards aims to ensure that
university preparation programs have the flexibility
to be responsive to local and regional needs. Finally,

To conclude, the field re-emphasizes the need for
national dual language teacher preparation standards,
framed by theory and best practices identified in the
research. Springboarding such theory and practice
specific to dual language pedagogies can serve as the
basis for DL teacher preparation curricula, benchmark
assessments aligned to national accreditation
standards, and full initial teacher certification in the
area of DL education. In the end, the complexities and
rigor associated with effective dual language education
are so significant that the field merits stand-alone
professional accreditation, benchmark assessments,
and ultimately, teacher licensure.
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To date, collective recommendations for the
authorship of national dual language standards
include areas of pedagogical competencies
encompassing numerous focal points. Some
competencies include standards for candidates’
demonstrations of theory and application of
biliteracy and second language acquisition, authentic
assessment via student-centered dual language
progression measures, the development of and use
of materials written by native authors, principles
of cultural advocacy and social justice, as well as
authentic internships in effective dual language
programs (Lachance, 2017a). The urgency and
projected timeline for development of national DL
standards is the starting point for IHEs to move
forward with accredited, stand-alone dual language
teacher preparation programs.

additional recommendations include seeking grant
funding to support the creation of national DL educator
standards, given that the programmatic accreditation
processes have associated national-level fees. Such
funding might also support the national alignment with
overarching curriculum guidelines and resources, as
well as dual language teacher assessments to evaluate
content knowledge and partner language proficiencies.

Promising practices...
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classroom observations. For classroom observations,
we use DLeNM’s instructional rounds protocol,
VISITAS™, which gives teachers a chance to visit each
other’s classroom, look at data, and decide together
on professional development next steps.
... uses models of effective practice. Strong
professional development provides teachers with
a clear vision and examples of what best practices
look like in action. During the training, teachers
observe classroom demonstrations, view models of
unit planners, and get access to the AIM4S3™ followup on-line resources which include videos, articles,
chants, and a Compendium bank to support their
continued growth over time.
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... offers feedback and reflection. Feedback and
reflection are built into all areas of AIM4S3™
professional development. On Days 4-6 of the Level
I training, teachers are asked to bring artifacts from
their classrooms to share with other teachers. We
then do a gallery walk where participants walk the
walls, ask each other questions, and share successes
and challenges. Teachers consistently give our trainer
team the feedback that seeing each other’s work and
reflecting together gives them new ideas and deepens
their understanding of the framework. After the
gallery walk, the trainers facilitate a conversation
to answer questions, share learning, and address
misconceptions and next steps. Additionally,
participants have the opportunity during afternoon
planning to review their artifacts and planning
documents with a trainer to get specific feedback.

Implications of the Learning Policy Institute
report on professional development

Reflecting on the Learning Policy Institute report, it
is evident why both teachers and our trainer team are
frustrated when administrators think AIM4S3™ will
be a quick fix. At a minimum, AIM4S3™ is a year-long
commitment, but we have seen the greatest impact on
students and teachers when schools target deepening
teacher practices around mathematics instruction for
2 to 3 years. The report defines effective professional
development as “structured professional learning
that results in changes in teacher practices and
improvements in student learning outcomes” (p. v).
If our goal is to increase student achievement, the
school community must commit to prioritizing key
professional development goals and providing the
time, support, and resources for teachers to truly own
and implement their learning. AIM4S3™ makes that
commitment—teachers and students deserve no less.
References
Boaler, J., & Dweck, C. (2016). Mathematical mindsets: Unleashing
students’ potential through creative math, inspiring messages
and innovative teaching. San Francisco, CA: Jossey-Bass.
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con los estudiantes en un ambiente favorable
para el estudio y el amor por los saberes. En este
contexto, el objetivo de desarrollar una identidad
académica se logra mediante el compromiso que
asume el estudiante consigo mismo de presentar
proyectos de alto rigor académico. Por ejemplo,
un estudiante aseveró: “Maestro, me sentí muy
bien al hacer esto porque todo el mundo nos veía
y hablaba.” Este comentario nos hace reflexionar
sobre cuán importante debemos hacer sentir a
nuestros estudiantes con relación a sus proyectos
pues en ellos imprimen, no solo letras, sino
también parte de su carácter sobre el papel.
Es responsabilidad de la comunidad escolar crear
y promover espacios donde el estudiante pueda
asumir una identidad académica. Los estudiantes
reaccionan entusiasmados y llenos de orgullo al ver
que un escrito de su autoría se exhibe en la escuela
ante cientos de personas. Más allá del salón de clase
y la escuela, el próximo paso consiste en fomentar
la inclusión de otras escuelas en la conferencia
académica y trascender de identidades académicas
positivas a una identidad académica colectiva que
incluya todo el distrito.
Referencias
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Routledge & Kegan Paul.
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... is of sustained duration. When AIM4S3™ first
began, the initial training was 3 days long and
included classroom demonstrations. Participants
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opportunities for deepening students’ understanding
of the similarities and differences between the two
languages. The two Cooperative Strip Paragraphs
can be read aloud and compared, with any additional
revisions or edits based on discussions added to the
paragraphs. At this time, additional information
regarding terms or linguistic features of the two
languages could be added to the Bridge anchor chart
or recorded in another chart that the students can
reference in future work.
This is but one example of how the Bridge and Así se
dice could be used in an OCDE Project GLAD® unit
to support the development of biliteracy with students
in dual language programs—other opportunities for
this integration need to be explored. It is important
to note that while programs often begin with a
focus on allocation of time across languages, the
quality and intentionality of instruction are equally
important in impacting program effectiveness
and student outcomes. OCDE Project GLAD®
provides a powerful model of effective instruction
for grade-level acquisition of academic content and
language, and the Bridge and Así se dice are quality
instructional protocols for intentionally developing
metalinguistic awareness and biliteracy with students.
The thoughtful and careful integration of these
complementary protocols has the potential to support
teachers and students of dual language classrooms in
working smarter, not harder, in their development of
academic excellence and biliteracy.
References
Beeman, K., & Urow, C. (2013). Teaching for biliteracy:
Strengthening bridges between languages. Philadelphia:
Caslon Publishing.
Escamilla, K., Hopewell, S., Butvilofsky, S., Sparrow, W.,
Soltero-González, L., Ruiz-Figueroa, O., & Escamilla, M.
(2013). Biliteracy from the start: Literacy squared in action.
Philadelphia: Caslon Publishing.
Maestas, A., & Waldman, K. (2015). Project GLAD® strategies that
hang together. In Project GLAD®: Integrating content, engaging
students, elevating academic language and literacy (pp. 29-32).
Albuquerque, NM: DLeNM/Fuente Press.
To learn more about professional development
opportunities, please visit:
OCDE Project GLAD®—www.OCDE.us/ProjectGLAD
Center for Teaching for Biliteracy—
www.teachingforbiliteracy.com
Literacy Squared®—www.literacysquared.org

DLeNM

Soleado—Winter 2017

Soleado—Winter 2017

... provides coaching and expert support. AIM4S3™
trainers provide coaching and specific feedback
during the Level I training, often meeting with
individuals and grade-level teams to review unit
planners and Compendiums that teachers have
developed to use in their classrooms. Districts have
supported on-site follow-up at specific schools so
that trainers can provide coaching that addresses
needs identified by individuals and grade-level
teams. We are currently developing additional
protocols and observation tools in response to teacher
requests for more targeted constructive feedback.

often shared that this was powerful, but it wasn’t
enough. Teachers wanted ongoing support
implementing the framework with students. Based
on this feedback, Days 4-6 for implementation
support were added to the Level I training, as well as
a yearly AIM4S3™ Summer Institute. We also provide
on-site follow-up coaching and administrator
trainings. In addition, districts can develop their
own cadre of AIM4S3™ trainers to build capacity and
sustainability. Upon completing their certification,
these educators provide Level I training and followup within their own districts.

Promising practices...

—continued from page 5—
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; American Council on the

Teaching of Foreign Languages—
Annual Convention & World
Languages Expo: November 17-

19, 2017, in Nashville, TN. For more
information, please visit https://www.
actfl.org/convention-expo.

;

New Mexico Association for
Bilingual Education—Annual
Bilingual Educators’ Institute:
January 27, 2018, in Santa Fe, NM.
For more information, please visit
www.nmabe.org.

;

Colorado Association
for Bilingual Education—
Empowering Voices, 2018
Winter Conference: February

1–2, 2018, in Denver, CO. Please visit
http://www.cocabe.org/cabe-conference/
for more information.

;

Association of Two-Way
& Dual Language Education
(ATDLE)—TWBI Education:
The Pride and Promise of
Biliteracy: February 1–3, 2018, in
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for Bilingual Education—
CABE 2018—Embracing
Multilingualism: From Policy
to Powerful Practices:

March 28–31, 2018, in Sacramento, CA.
For more information or to register,
please visit www.gocabe.org.

;

Washington Association for
Bilingual Education—WABE
2018 Annual Conference: March

22–24, 2018, in Tacoma, WA. For
information or to register, please visit
www.wabewa.org.

; Achievement Inspired

Mathematics for Scaffolding
Student Success (AIM4S3™)
Annual Summer Institute:

June 4-5, 2018, in Albuquerque, NM.
This institute is for teachers already
trained in AIM4S3™.

Summer Level 1 Training:

Long Beach, CA. For more information,
please visit https://atdle.org/conference.

July 30-August 1, 2018, in
Albuquerque, NM.
Please contact Lisa Meyer, lisa@dlenm.
org, or visit www.dlenm.org for more
information.

;

; Guided Language Acquisition

National Association for
Bilingual Education—47th
Annual Conference—Preparing
for a Global Economy Through
Biliteracy Education: March 1–3,
2018, in Albuquerque, NM. For more
information, please visit www.nabe.org.

; Massachusetts Association

for Bilingual Education—
Southern New England
Conference for Dual Language
Editors: Dee McMann & Ruth Kriteman
Programs: March 24, 2018, in
soleado@dlenm.org

; California Association

Somerville, MA. Visit MABE’s website,
www.massmabe.org, for more information.

Design—OCDE Project GLAD®
Annual Summer Institute:

June 5-6, 2018, in Albuquerque, NM.

Summer Tier 1 Training:

Two Day Research and Theory
May 31-June 1 and June 21-22, 2018
Classroom Demonstrations
June 25-28 and July 10-13, 2018—
all in Albuquerque, NM.
For more information, please contact
Diana Pinkston-Stewart at diana@
dlenm.org or visit www.dlenm.org.

Save the Date!
La Cosecha 2018

23rd Annual Dual Language Conference
November 14 –17, 2018
www.lacosechaconference.org

www.DLeNM.org
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