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HOW TO HELP STUDENTS SURVIVE
CULTURE SHOCK

By ColleenMiller

Have you noticed that about halfway into the school year, new ESOL (English for
Speakers of Other Languages) students, who once seemed excited and energized,
seemto hitawall? Students who once were bright-eyed and cheerful come to
school looking listless and detached. More than just the mid- year doldrums, they
may be in the crisis stage of the powerful phenomenon of culture shock.

What is culture shock?

In the 1950s, a diplomat named Karl Oberg first used the term “culture shock”to
describe the difficulties both he and his fellow expatriates experienced as they
adjusted to their new lives overseas. He suggested that people depend on cues
given by their familiar groups to define who they are and to support their self-
concept. Without these cues, people are prone to anxiety and frustration, which
can lead to physical ailments.

The stages of culture shock:

Honeymoon Adjustment
Hostility  Humor
Crisis
Most people move through a U-curve of culture shock stages. These
include:

1. Honeymoon —marked by enthusiasm and euphoria as students are
stimulated by the novelty of their new situation.

2. Hostility — characterized by irritability and negativism as the excitement
wears off, difficulties become realized, and self-confidence slips.



3. Crisis —typified by a deep sense of homesickness and/or hostility. Students
may feel a sense of isolation and loss of control.

4. Humor —enthusiasm begins to return, especially if new language skills are
acquired. Students will see the humorintheir mistakes and stop being
critical ofthemselves and oftheiradopted country.

5. Adjustment —characterized by gained biculturalism, and by a willingness
to mentor new ESOL students. Culture shock subsides as students gain
proficiency in the new language, become more familiar with their
environment, and achieve greater success in their intercultural interactions.

By understanding the culture shock experience, and its inherent stages, teachers
can better support the experience of the immigrant children in their classrooms.
After all, educators don't just work to help ESOL children build an “interlanguage’
between their first and second languages, but also work to build an “interculture,”
or alearner’s bridge from a child’s first cultural understanding toward a second
cultural knowledge. The more scaffolding and support children have from their
hosts or community, the faster they can bridge the misunderstandings.

What are symptoms of culture shock?

Bealertfor signs of culture shockinyour students. Symptoms caninclude flashes
ofangeroverminor frustrations, excessive sleepiness, unexplained crying,
changesin appetite, withdrawal, aches and pains, and even depression. Helping
students manage culture shock can be crucial to maintaining individual and
classroom morale. The key to overcoming culture shock is to give students the
tools to adapt to their new life and to help them retain their appreciation of
their native culture and family traditions.



How to help your ESOL students:

Teach students about culture shock. Knowing what to expect can give students a
sense of recognition and control.

Encourage studentstocontinuelearningtheirnative language. Makeadual
language booklibraryin the classroom and encourage students to borrow
materials to share at home. Because knowledge transfers from one language
to another, the more students read in any language, the faster they will
connect to new content and skills. Also, as young students often excel at
language learning, reading together with parents can help ease the
detachment some immigrant children feel at home because their parents
may lag behind in acquiring English. This disconnect can add to a student’s
level of stress. Making an excuse to cuddle up with a book can re-energize
sagging spirits.

Establish and carefully explain classroom routines to newcomers. By doing this, you
create a classroom culture that students can settle into quickly, thus reinforcing
their sense of safety.

Plan for projects where students can teach you and their classmates about their
culture. This will foster a feeling of mutual respectinthe classroom. Each
member will feel she has something valuable to contribute to your promotion
of global understanding.

Help students connect to activities that might interest them outside of school. Art
classes, sports teams, and hobby programs can help students feel part of a new
community network.

Encourage studentstofind orform supportgroupswith otherstudentswhomay
be atthe same pointin the U-curve of culture shock.



Allow time for reflection. Teach students vocabulary for feelings. Using pictures
of children showing different emotions can be helpful in teaching expression. If
students are old enough, let them journal. You might encourage them to
compare and contrast their old life and their new life. Also, have students
explore how to handle frustrating situations and to examine moments of
success.

Teach and model conflictresolution skills. Have students roleplay scenarios,
sowhendifficultreal- life situations occur, they will have the tools to react in
a healthy way.

Periodically remind students how to gethelp atyour schooliffeelings of
homesicknessbecome overwhelming.

Colleen Milleris a University of Maryland, Baltimore County, Masters of ESOL Education student, where she
isworking onathesis of the impact of Culture Shock onadolescents. She taught high school Englishin Japan
fortwoyears, and has beenemployed by Howard County, Maryland, as a secondary English teacher for
10 years.



HIDDEN CURRICULUM

Hidden curriculum refers to the unwritten, unofficial, and often unintended lessons, values, and
perspectives that students learn in school. While the “formal” curriculum consists of the courses, lessons,
and learning activities students participate in, as well as the knowledge and skills educators intentionally
teach to students, the hidden curriculum consists of the unspoken or implicit academic, social, and cultural
messages that are communicated to students while they are in school.

The hidden-curriculum concept is based on the recognition that students absorb lessons in school
that may or may not be part of the formal course of study—for example, how they should interact with peers,
teachers, and other adults; how they should perceive different races, groups, or classes of people; or what
ideas and behaviors are considered acceptable or unacceptable. The hidden curriculum is described as
“hidden” because it is usually unacknowledged or unexamined by students, educators, and the wider
community. And because the values and lessons reinforced by the hidden curriculum are often the accepted
status quo, it may be assumed that these “hidden” practices and messages don’t need to change—even if
they are contributing to undesirable behaviors and results, whether it's bullying, conflicts, or low graduation
and college-enroliment rates, for example.

It should be noted that a hidden curriculum can reinforce the lessons of the formal curriculum, or it
can contradict the formal curriculum, revealing hypocrisies or inconsistencies between a school’s stated
mission, values, and convictions and what students actually experience and learn while they are in school.

For example, a school may publicly claim in its mission or vision statement that it's committed to ensuring

that all students succeed academically, but a review of its performance data may reveal significant racial or
socioeconomic discrepancies when it comes to test scores, graduation rates, and other measures of
success. And because what is not taught in school can sometimes be as influential or formative as

what is taught, the hidden curriculum also extends to subject areas, values, and messages that are omitted

from the formal curriculum and ignored, overlooked, or disparaged by educators.

While the hidden curriculum in any given school encompasses an enormous variety of potential
intellectual, social, cultural, and environmental factors—far too many to extensively catalog here—the

following examples will help to illustrate the concept and how it might play out in schools:

o Cultural expectations: The academic, social, and behavioral expectations established by schools and

educators communicate messages to students. For example, one teacher may give tough assignments
and expect all students to do well on those assignments, while another teacher may give comparatively

easy assignments and habitually award all students passing grades even when their work quality is low.


http://edglossary.org/curriculum/
http://edglossary.org/mission-and-vision/
http://edglossary.org/high-expectations/

In the high-expectations class, students may learn much more and experience a greater sense of
accomplishment, whereas students in the low-expectations class may do just enough work to get by and
be comparatively uninterested in the lessons they are being taught. Similarly, schools may
unconsciously hold students from different cultural backgrounds—for example, minorities, recently
arrived immigrant students, or students with disabilities—to lower academic expectations, which may
have unintended or negative effects on their academic achievement, educational aspirations, or feelings
of self-worth.

Cultural values: The values promoted by schools, educators, and peer groups, such as cliqgues, may
also convey hidden messages. For example, some schools may expect and reward conformity while
punishing nonconformity, whereas other schools might celebrate and even encourage nonconformity. In
one school, students may learn that behaviors such as following the rules, acting in expected ways, and
not questioning adults are rewarded, while in other schools students learn that personal expression,
taking initiative, or questioning authority are valued and rewarded behaviors. Similarly, if biased or
prejudicial behaviors and statements are tolerated in a school, students may embrace the values that
are accepted or modeled—either explicitly or implicitly—by adults and other students.

Cultural perspectives: How schools recognize, integrate, or honor diversity and multicultural
perspectives may convey both intentional and unintended messages. For example, some schools may
expect recently arrived immigrant students and their families to “assimilate” into American culture—for
example, by requiring the students to speak English in school at all times or by not providing translated
informational materials or other specialized assistance. Other schools, however, may actively integrate
or celebrate the multicultural diversity of the student body by inviting students and parents to share
stories about their home country, for example, or by posting and publishing informational materials in
multiple languages. In one school, non-American cultures may be entirely ignored, while in another they
may be actively celebrated, with students and their families experiencing feelings of either isolation or
inclusion as a result.

Curricular topics: The subjects that teachers choose for courses and lessons may convey different
ideological, cultural, or ethical messages. For example, the history of the United States may be taught in
a wide variety of ways using different historical examples, themes, and perspectives. A teacher may
choose to present the history of the world or the United States from the perspective of the European
settlers and explorers, or she may choose to present it from the perspective of displaced Native
Americans or colonized African and Asian peoples. In the first case, teaching American history from a
strictly Eurocentric perspective would likely minimize or ignore the history and suffering of Native
Americans (a common educational practice in past decades). Curricular topics may also often intersect
with, or be influenced by, political, ideological, and moral differences that are broadly contentious in
American society—e.g., teaching evolution in science courses, multiculturalism in social studies, or sex

education in health courses.



e Teaching strategies: The way that schools and teachers choose to educate students can convey both
intentional and unintended messages. For example, if students earn good grades or extra credit for
turning in homework on time, listening attentively, participating during class, raising their hands, and
generally doing things they are told to do, the students may learn that compliance is important and that
certain behaviors will be academically rewarded and allowed to compensate for learning deficiencies.

On the other hand, instructional strategies such as project-based learning or community-based

learning, to name just two of many possible options, may communicate specific messages—for
example, that skills such as critical thinking and problem solving, and attributes such as persistence,
resourcefulness, and self-motivation, are valued and important (in the case of project-based learning) or
that being informed about and involved in local issues are valued and important (in the case of
community-based learning).

e School structures: The way that a school or academic program is organized and operated can convey

messages to students. For example, if non-English-speaking students are largely separated from

their peers for most of the school day, or students with physical or learning disabilities are enrolled in
specialized programs that are relegated to windowless classrooms in the basement, these
organizational decisions may have unintended effects on the students’ sense of cultural belonging, self-
worth, or academic potential. In addition, the structure of a school program can also mirror or reinforce
cultural biases or prejudices. For example, students of color and students from lower-income
households are often disproportionately represented in lower-level courses, and special-education
programs may inadvertently reinforce some of the social stigmas that children and adults with
disabilities experience outside of school.

e Institutional rules: The formal rules in a school may communicate a wide variety of intentional and
unintentional messages to students. For example, some schools require students to wear school
uniforms, some ban certain types of attire (short skirts, clothing with images and language considered to
be inappropriate), and others have very liberal or permissive clothing policies. While the intent of formal
school rules and policies is to tell students how they are expected to behave, the degree to which they
are enforced or unenforced, or the ways in which they are enforced, may communicate messages the
undermine or contradict their stated intent. In this case, stricter dress-code policies may communicate
that students will be judged on appearances both inside and outside of school, while looser policies

might communicate that they will be judged on other qualities.

Reform
Generally speaking, the concept of a hidden curriculum in schools has become more widely
recognized, discussed, and addressed by school leaders and educators in recent decades. Ideas such as

“‘white privilege,” equity, voice, and multicultural education—to name just a few—have arguably led to

greater tolerance, understanding, and even celebration of racial, cultural, physical, and cognitive differences

in public schools. In addition, school communities, educators, and students are more likely than in past



http://edglossary.org/project-based-learning/
http://edglossary.org/community-based-learning/
http://edglossary.org/community-based-learning/
http://edglossary.org/english-language-learner/
http://en.wikipedia.org/wiki/White_privilege
http://edglossary.org/equity/
http://edglossary.org/voice/
http://edglossary.org/multicultural-education/
http://edglossary.org/school-community/

decades to actively and openly reflect on or question their own assumptions, biases, and tendencies, either
individually or as a part of a formal school policy, program, or instructional activity. For example, topics such
a bullying and diversity are now regularly discussed in public schools, and academic lessons, assignments,
readings, and materials are now more likely to include multicultural perspectives, topics, and examples.
Political and social pressures, including factors such as the increased scrutiny that has resulted from online
media and social networking, may also contribute to greater awareness of unintended lessons and
messages in schools. For example, harmful, hurtful, or unhealthy student behaviors are now regularly
surfaced on social-networking sites such as Facebook or Twitter, which often leads to greater awareness of
student behaviors or social trends.

That said, a “hidden curriculum” is, by nature, obscured or unacknowledged, which means that many
of its lessons and messages are difficult to perceive or measure for any number of reasons. For example,
long-standing policies may become so deeply embedded in a school culture that people simply forget to
guestion them, or a school faculty that prides itself on celebrating multicultural diversity may find it
emotionally difficult to acknowledge and openly discuss behaviors that might contradict that self-

perceived identity. For this reason, every school will always have some form of hidden curriculum.

The Glossary of Education Reform by Great Schools Partnership is licensed under a Creative Commons

Attribution-NonCommercial-ShareAlike 4.0 International License.
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Five Stages of Second Language Acquisition

By Room 241 Team

Learning to speak and write one’s native language well is often challenging enough;
acquiring these skills in a second language requires even more effort, commitment, and
practice.

Mechanics of second language acquisition

Each language has its own set of rules for speaking and writing the language properly,
and individuals trying to learn a new language often blur the lines between which set of rules to
use. Second language learners also face a certain degree of fearor anxiety about tackling a new
language, which can in turn affect how easily or how well they acquire the second language.
Ann E. Oliveri, a teacher with 30 years of experience teaching English as a second language
(ESL), describes second language acquisition as a learning continuum, because the person
learning a new language “progresses from no knowledge of the new language to a level of
competency closely resembling that of a native speaker.”

Five stages of second language acquisition

Proponents of second language acquisition theories, including Oliveri and Judie Haynes,
another ESL teacher with 28 years of experience, identify five distinct stages of second
language acquisition as originally espoused by linguist Stephen Krashen. These include the
following:

1. Silent/receptive

This stage may last from several hours to several months, depending on the individual
learner. During this time, new language learners typically spend time learning vocabulary and
practice pronouncing new words. While they may engage in self-talk, they don’t normally speak
the language with any fluency or real understanding. This stage is controversial among
language educators. Ana Lomba disagrees that second language learners are totally silent while
they are in this first learning stage. Instead, Lomba states that “speech is fundamental in
language acquisition” and learners excel in language acquisition when they apply what they
learn as they learn it.

2. Early production

This stage may last about six months, during which language learners typically acquire an
understanding of up to 1,000 words. They may also learn to speak some words and begin
forming short phrases, even though they may not be grammatically correct.

3. Speech emergence

By this stage, learners typically acquire a vocabulary of up to 3,000 words, and learn to
communicate by putting the words in short phrases, sentences, and questions. Again, they may
not be grammatically correct, but this is an important stage during which learners gain greater
comprehension and begin reading and writing in their second language.
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4. Intermediate fluency

At this stage, which may last for a year or more after speech emergence, learners typically
have a vocabulary of as many as 6,000 words. They usually acquire the ability to communicate
in writing and speech using more complex sentences. This crucial stage is also when learners
begin actually thinking in their second language, which helps them gain more proficiency in
speaking it.

5. Continued language development/advanced fluency

It takes most learners at least two years to reach this stage, and then up to 10 years to
achieve full mastery of the second language in all its complexities and nuances. Second
language learners need ongoing opportunities to engage in discussions and express themselves
in their new language, in order to maintain fluency in it. The key to learning a new language and
developing proficiency in speaking and writing that language is consistency and practice. A
student must converse with others in the new language on a regular basis in order to grow their
fluency and confidence. In addition, Haynes says it's important for students to continue to work
with a classroom teacher on specific content area related to the new language such as history,
social studies and writing.
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12 Ways to Support English Learners in the Mainstream Classroom
By JENNIFER GONZALEZ

A note on terminology: The acronym ESL is used less often now in schools than it used to be, because we
recognize that many students who are learning English already speak several other languages, so English
would not be a “second” language. | use it several times in the post because schools sometimes refer to the
teachers as ESL teachers, and the term is still widely used as a search term for this topic. My intent in using
the acronym is to make this post easier to find online.

You have a new student, and he speaks no English. His family has just moved to your town from
Japan, and though he receives English as a Second Language (ESL) support, he will also be
sitting in your room every day to give him more exposure to his new language. How can you be a
good teacher to someone who barely understands you?

According to the National Center for Education Statistics (http:/nces.ed.gov/fastfacts/display.asp?id=96), an
average of 9 percent of students in U.S. public schools are English Language Learners (ELLS); that number
is closer to 14 percent in cities. Although many of these students start off in high intensity, whole-day English
programs, most are integrated into mainstream classrooms within a year, well before their English language
skills would be considered proficient. How prepared are you to teach these students? If you’re like most
classroom teachers, you have little to no training in the most effective methods for working with English
language learners (Walker, Shafer, & Liams, 2004). So that means we have a problem here: Lots of ELL
kids in regular classrooms, and no teacher training to ensure the success of that placement.

Below, three ESL teachers tell us what they know about the things regular classroom teachers can do to
improve instruction for ELL students. These 12 strategies are simple, they are not very time consuming, and
best of all, they will help everyone in your class learn better:

1. MAKE IT VISUAL

“Avoid giving instructions in the air,” says Melissa Eddington (http:/melissaeddington.com/), an Ohio-based
ESL teacher. “ELL kids have a harder time processing spoken language.” So instructions — even basic
directions for classroom procedures — should be written on the board whenever possible. Challenging
concepts should be diagrammed or supported with pictures. And modeling the steps of a process or
showing students what a finished product should look like can go a long way toward helping students
understand. “Sometimes showing our students what to do is all they need in order to do it,” Eddington says.
Not only will this kind of nonlinguistic representation (http:/cultofpedagogy.com/nonlinguistic-representation/)
improve comprehension for ELL students, it will help all of your students grasp concepts better.

2. BUILD IN MORE GROUP WORK

“Kids aren’t just empty glasses that we pour stuff into and then at the end of the day they dump it back onto
a test,” says Kim, an ESL teacher who was the subject of my very first podcast interview
(http:/cultofpedagogy.com/episode01-kim-esl/). “If you really want the kids to learn, they’ve got to be
engaged.” That means less teacher-led, whole-class instruction, and more small groups, where students can
practice language with their peers in a more personal, lower-risk setting. And if ELL students attend your
class with a resource teacher, make use of that person: In most cases the resource teacher doesn’t have to
work exclusively with the ESL students; they can work with smaller groups that happen to contain

these students, helping to improve the teacher-student ratio and give kids more time to practice.
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3. COMMUNICATE WITH THE ESL TEACHER

Mary Yurkosky, a former ESL teacher in Massachusetts, credits much of her students’ success to the strong
relationship she had with the regular classroom teachers. “The classroom teachers were always talking to
me about what they were doing in their classes,” she says. “They made it so easy for me to support them: If
a teacher was going to be doing a unit on plants, | could make sure we used some of that same vocabulary
in the ESL class.” Ideally, this could be systematized, where ESL teachers could regularly get copies of
lesson plans or collaborate with regular classroom teachers to build solid back-and-forth support, but “it
doesn’t have to be that much work,” Yurkosky insists. “Just talk to each other. Talk about what’s going on in
your classrooms, invite each other to special presentations, share what your students are learning, and the
words will naturally find their way into the ESL class.”

4. HONOR THE “SILENT PERIOD”

Many new language learners go through a silent period
(http:/www.everythingesl.net/inservices/pre_producti_silent_period_93415.php), during which they will speak
very little, if at all. “Don’t force them to talk if they don’t want to,” says Eddington, “A lot of students who
come from cultures outside of America want to be perfect when they speak, so they will not share until they
feel they are at a point where they're perfect.” Just knowing that this is a normal stage in second language
acquisition should help relieve any pressure you feel to move them toward talking too quickly.

5. ALLOW SOME SCAFFOLDING WITH THE NATIVE LANGUAGE

Although it has been a hotly debated topic in the language-learning community, allowing students some use
of their first language (L1) in second-language (L2) classrooms is gaining acceptance
(https:/isabelavillasboas.wordpress.com/2013/08/04/I1-in-the-12-classroom-from-a-sin-to-apossibility/
https:/isabelavillasboas.wordpress.com/2013/08/04/I1-in-the-I12-classroom-froma- sin-to-a-possibility/). When
a student is still very new to a language, it's okay to pair him with other students who speak his native
language. “Some students are afraid to open their mouths at all for fear of sounding stupid or just not
knowing the words to use,” Yurkosky says. “Letting them explain things or ask questions in their first
language gets them to relax and feel like a part of the class.” And this doesn’t only apply to spoken
language. If you give students a written assignment, but the ELL student doesn’t yet have the proficiency to
handle writing his response in English, “Don’t make them just sit there and do nothing,” Eddington says.
“Allow them to write in their first language if they’re able. This allows them to still participate in journal writing
or a math extended response, even if you can’t read what they write.” There has even been some evidence
that allowing second-language learners to pre-write and brainstorm in L1 results in higher-quality writing in
L2 in later stages of the writing process (Yigzaw, 2012).

6. LOOK OUT FOR CULTURALLY UNIQUE VOCABULARY

“For most of these kids, their background knowledge is lacking, especially with things that are unique to
American or westernized culture,” says Eddington. It's important to directly teach certain vocabulary words:
“Show them videos of what it looks like to toss pizza dough, show pictures of a juke box or a clothing rack —
things that are not common in their own language.” One way to differentiate
(http:/cultofpedagogy.com/starter-kit-differentiated-instruction/) for ELL students is to consider the whole list
of terms you’re going to teach for a unit, and if you think an ELL student may be overwhelmed by such a
long list, omit those that are not essential to understanding the larger topic at hand.

7. USE SENTENCE FRAMES TO GIVE STUDENTS PRACTICE WITH ACADEMIC LANGUAGE

All students, not just English language learners, need practice with academic conversations. Sentence
frames — partially completed sentences like “I disagree with what said because...” — show
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students how to structure language in a formal way. Keep these posted in a highly visible spot in your
classroom and require students to refer to them during discussions and while they write. For this kind of
language to really sink in, though, Kim says it has to become a regular part of class. “They won’t do it if it's
not the norm in the class, because they’ll be embarrassed to use it among their peers,” she says. “But if they
can put it off on the teacher and say, Oh, well, you know, Miss Kim makes me talk like this, then they don’t
look as hoity-toity as they would otherwise.”

8. PRE-TEACH WHENEVER POSSIBLE

If you’re going to be reading a certain article next week, give ESL students a copy of it now. If you
plan to show a YouTube video tomorrow, send a link to your ESL students today. Any chance you
can give these students to preview material will increase the odds that they’ll understand it on

the day you present it to everyone else. “That kind of thing is wonderful,” Yurkosky says. “The kids
feel so empowered if they’'ve had a chance to look at the material ahead of time.”

9. LEARN ABOUT THE CULTURAL BACKGROUND OF YOUR STUDENT

Our second-language populations grow more diverse every year. Taking the time to learn the basics of
where a child comes from — exactly, not ‘somewhere in the Middle East/South

America/Asia/Africa’ — tells the student that you respect her enough to bother. Kim remembers

one time when she had to set the record straight about the diverse South American population

at her school: “I was listening to the teachers talking about the ‘Mexican’ kids in our building,” she

says, “and | was like, ‘We don’t have any Mexicans.” Not taking the time to at least correctly

identify a child’s country of origin, much like not bothering to pronounce their name correctly, is a

kind of macroaggression (http:/cultofpedagogy.com/gift-of-pronunciation/), a small, subtle insult that
communicates hostility toward people of color. Make a commitment

to be someone who bothers to get it right. Once you have the country straight, take things up a notch by
learning about students’ religious and cultural practices. If he is a practicing Muslim, he should be told if one
of the pizzas you ordered for the class party has sausage on it. If she comes from a culture where eye
contact with adults is viewed as disrespectful, you’ll know not to force her to look you in the eye when she’s
talking.

10. BUT DON’T MAKE A CHILD SPEAK FOR HIS ENTIRE CULTURE

In her podcast interview (http:/cultofpedagogy.com/episode01-kim-esl/), Kim shared a story about watching
a teacher ask a new Iragi student how he felt about the war in his country, right in the middle of class.
“That’s not cultural inclusiveness,” she explains. “I've seen teachers do this and then pat themselves on the
back. The students’ English is limited so they can’t express themselves very well, and they don’t want to
‘represent’; they just want to be there.” If you anticipate a theme coming up in your class that’s going to be
relevant to one of your students, have a conversation with them in advance, or check with your ESL teacher
to see if they think it's appropriate for in-class discussion.

11. SHOW THEM HOW TO TAKE THEMSELVES LESS SERIOUSLY

By modeling the risk-taking that’s required to learn a new language, you help students develop the courage
to take their own risks, and to have a sense of humor about it. “| tried to say the word ‘paint’ (pinta) in
Portuguese and instead | said the word for ‘penis’ (pinto). They all roared with laughter while | stood there
with a What?? look on my face,” Yurkosky says. “When they explained what I'd said, | laughed so hard! |
told them that laughing was fine because sometimes mistakes are really funny, but ridicule is never okay.”

12. BUT ALWAYS TAKE THEM SERIOUSLY
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One of Kim'’s pet peeves about how teachers interact with English language learners is the way they often
see students’ efforts as ‘cute,” missing the whole point of what the student is trying to say. “A student will be
desperate to communicate, and the teacher will get distracted by the delivery and miss the message,” she
says. “That’s painful for me to watch.” It bothers her when teachers mistake a lack of language for a lack of
intelligence or maturity. When a child can’t express themselves as well as they would in their native
language, it’s far too easy to assume the concepts just aren’t in their heads. “It breaks my heart when | hear
teachers say (ELL kids) don’t know anything,” says Eddington. “These are brilliant kids and they know a lot.
They just can’t tell us in English yet.” Make a conscious effort to see past the accent and the
mispronunciations and treat every interaction — every student — with the respect they deserve. “They're
doing twice the job of everybody else in the class,” Kim adds, “even though the result looks like half as
much.” ¢

FURTHER READING

The ESL/ELL Teacher’s Survival Guide (https:/amzn.to/1IVAPmMm) is one of the highest-rated books on
teaching English-language learners available. In addition to offering an overview of the research on second
language learners and best practices in teaching ESL, it also includes a whole section on teaching ESL in
the content areas and another specifically geared toward teaching ELL students in mainstream classrooms.

7 Easy Ways to Support Student Writing in Any Content Area
(https:/www.cultofpedagogy.com/content-area-literacywriting/)

Interview with an ESL Teacher
(https:/www.cultofpedagogy.com/episode01-kim-esl/)
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How to Create a Welcoming Classroom Environment

Chances are that your English language learners (ELLsS) come from a culture with traditions and
family values that differ from mainstream American culture. These young children not only have the
challenge of learning a new language, but also of adjusting to an unfamiliar cultural setting and school
system. Imagine what it would be like to step into a foreign classroom where you didn't understand the
language, rules, routines, or expected behavior.

On a daily basis, ELLs are adjusting to new ways of saying and doing things. As their teacher, you
are an important bridge to this unknown culture and school system. There are a number of things you can
do to help make ELLS' transitions as smooth as possible.

Stages of Cultural Accommodation

In the same way that ELLs go through stages of English language learning, they may also pass
through stages of cultural accommodation. These stages, however, may be less defined and more difficult to
notice. Being aware of these stages may help you to better understand "unusual" actions and reactions that
may just be part of adjusting to a new culture.

Euphoria: ELLs may experience an initial period of excitement about their new surroundings.

Culture shock: ELLs may then experience anger, hostility, frustration, homesickness, or resentment
towards the new culture.

Acceptance: ELLs may gradually accept their different surroundings.
Assimilation/adaptation: ELLs may embrace and adapt to their surroundings and their "new" culture.

Classroom Strategies: Helping Your ELLs Adjust to New Surroundings
Although there are no specific teaching techniques to make ELLSs feel that they belong in a new culture,
there are ways for you to make them feel welcome in your classroom:

Learn their names

Take the time to learn how to pronounce your ELLS' names correctly. Ask them to say their name. Listen
carefully and repeat it until you know it. If a student's name is Pedro, make sure you do not call him /peedro/
or Peter. Also, model the correct pronunciation of ELLsS' names to the class so that all students can say the
correct pronunciation.

Offer one-on-one assistance when possible

Some ELLs may not answer voluntarily in class or ask for your help even if they need it. ELLs may smile and
nod, but this does not necessarily mean that they understand. Go over to their desk to offer individual
coaching in a friendly way. For convenience, it may be helpful to seat ELLs near your desk.

Assign a peer partner

Identify a classmate who really wants to help your ELL as a peer. This student can make sure that the ELL
understands what he or she is supposed to do. It will be even more helpful if the peer partner knows the

ELL's first language.

Post a visual daily schedule
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Even if ELLs do not yet understand all of the words that you speak, it is possible for them to understand the
structure of each day. Whether through chalkboard art or images on Velcro, you can post the daily schedule
each morning. By writing down times and having pictures next to words like lunch, wash hands, math, and
field trip, ELLs can have a general sense of the upcoming day.

Use an interpreter

On-site interpreters can be very helpful in smoothing out misunderstandings that arise due to communication
problems and cultural differences. If an on-site interpreter (a paid or volunteer school staff position) is not
available, try to find an adult - perhaps another parent who is familiar with the school or "knows the system"
— who is willing to serve this purpose. In difficult situations, it would not be appropriate for another child to
translate.

ELLs can make unintentional "mistakes" as they are trying hard to adjust to a new cultural setting. They are
constantly transferring what they know as acceptable behaviors from their own culture to the U.S. classroom
and school. Be patient as ELLs learn English and adjust.

Invite their culture into the classroom

Encourage ELLs to share their language and culture with you and your class. Show-and-tell is a good
opportunity for ELLs to bring in something representative of their culture, if they wish. They could also tell a
popular story or folktale using words, pictures, gestures, and movements. ELLs could also try to teach the
class some words from their native language.

Use materials related to your ELLS' cultures

Children respond when they see books, topics, characters, and images that are familiar. Try to achieve a
good balance of books and materials that include different cultures. Visit our recommended bilingual
books section.

Label classroom objects in both languages

Labeling classroom objects will allow ELLs to better understand their immediate surroundings. These labels
will also assist you when explaining or giving directions. Start with everyday items, such as "door/puerta,”
"book/libro," and "chair/silla."

Include ELLs in a non-threatening manner

Some ELLs may be apprehensive about speaking out in a group. They might be afraid to make mistakes in
front of their peers. Their silence could also be a sign of respect for you as an authority — and not a sign of
their inability or refusal to participate. Find ways to involve ELLs in a non-threatening manner, such as
through Total Physical Response activities and cooperative learning projects.

Involve ELLs in cooperative learning

Some ELLs are used to working cooperatively on assigned tasks. What may look like cheating to you is
actually a culturally acquired learning style — an attempt to mimic, see, or model what has to be done. Use
this cultural trait as a plus in your classroom. Assign buddies or peer tutors so that ELLs are able to
participate in all class activities. Also, check out these cooperative learning strategies you can use with
ELLs.

Help your ELLs follow established rules
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All students need to understand and follow your classroom rules from the very beginning, and ELLs are no
exception. Teach them your classroom management rules as soon as possible to avoid misunderstandings,
discipline problems, and feelings of low self-esteem. Here are a few strategies that you can use in class:

Use visuals like pictures, symbols, and reward systems to communicate your expectations in a positive and
direct manner.

Physically model language to ELLs in classroom routines and instructional activities. ELLs will need to see

you or their peers model behavior when you want them to sit down, walk to the bulletin board, work with a
partner, copy a word, etc.

Be consistent and fair with all students. Once ELLSs clearly understand what is expected, hold them equally
accountable for their behavior.
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WIDA Supports for ELs

Support is an instructional strategy or tool used to assist students in accessing content necessary for
classroom understanding or communication. Support may include teaching techniques, such as modeling,
feedback or questioning. Other types of support involve students using visuals or graphics, interacting with
others or using their senses to help construct meaning of oral or written language (TESOL, 2006). We
believe that support is important for all learners to gain access to meaning through multiple modalities, but it
is absolutely essential for ELLs. For this reason, we incorporate support within the MPIs through English
language proficiency level 4. We feel that support for ELLS needs to be present in both instruction and
assessment on both a formative and summative basis.

Supports within the MPIs may be sensory, graphic or interactive; examples of these different types of
supports are found in Figures 3G and H. Although not extensive, these lists offer some suggestions for

teachers to incorporate into instruction and assessment of ELLs.

Figure 3G: Examples of Sensory, Graphic and Interactive Supports

Sensory Supports Graphic Supports Interactive Supports
* Real-life objects (realia) * Charts * In pairs or partners
. Manipulatives . Graphic organizers * In triads or small groups
* Pictures & photographs * Tables * In a whole group
* [llustrations, diagrams & drawings . Graphs . Using cooperative group
* Magazines & newspapers * Timelines structures
* Physical activities * Number lines * With the Internet (Web
* Videos & Films sites) or software programs
* Broadcasts * In the native language (L1)
* Models & fgures * With mentors
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Sensory Supports

Some sensory supports are applicable across all ELP standards, as exemplified in Figure 3G. Others
are specific to the language of a content area. Figure 3H expands the notion of the use of sensory support
by giving specific examples for ELP standards 2 through 5. The use of these sensory supports in activities,

tasks and projects helps promote the development of students’ academic language proficiency.

Figure 3H: Specific Examples of Sensory Supports

Supports related
to the language of

Supports related
to the language of

Supports related
to the language of

Supports related to
the language of

Language Arts Mathematics Science Social Studies
[llustrated word/phrase Blocks/Cubes Scientific instruments Maps
walls Clocks, sundials and Measurement tools Globes
Felt or magnetic figures other timekeepers Physical models Adlases
of story elements Number lines Natural materials Compasses
Sequence blocks Models of geometric Actual substances, Timelines

Environmental print figures organisms or objects

Multicultural artifaces

Posters or displays Calculators of investigation

Arial & satellite

Bulletin boards Protractors Posters/Illustrations of photographs
Photographs Rulers, yard/meter sticks processes or cycles Video clips
Cartoons Geoboards
Audio books Counters
Songs/Chants Compasses

Calendars

Coins

Adopted from Gottlieb, M. (2006). Assessing English language learners: Bridges from language proficiency to
academic achievement. Thousand Oaks, CA: Corwin Press.

Graphic Supports

The most commonly used graphic support associated with social, instructional and academic language is
the graphic organizer. Graphic organizers, such as semantic maps, venn diagrams or T charts, are useful
tools for ELLs. These graphic supports allow students to demonstrate their understanding of ideas and
concepts without having to depend on or produce complex and sustained discourse. It cannot be assumed,
however, that ELLs understand the concept behind and automatically know how to use particular graphic
organizers. Therefore, teachers must model examples of their use and give students time to practice with
each one.

Figure 3J provides specific ideas of how graphic organizers may be used with each language
proficiency standard. As it does not delineate examples by grade level cluster, teachers’ knowledge of their
students and the curriculum is important in translating these suggestions into instructional assessment

activities.
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The GO TO Strategies: Scaffolding Options for Teachers of English
Language Learners, K-12

http://www.cal.org/what-we-do/projects/project-excell/the-go-to-strategies
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8 Strategies for Scaffolding Instruction

With the advent of the common-core standards, our thinking about how to support second language learners has become
super important. Our current focus for supportive instruction may be on grammar and vocabulary or we may be modifying
the texts English Language Learners (ELLs) work with during a lesson so they’re at a more “appropriate level.” Under the
standards developed through the Common Core State Standards Initiative, however, instruction for ELLs will have to move
beyond modifying lesson materials and teaching fundamental components of language. Educators now have to ensure that
we are teaching ALL kids, no matter their language background or where they are academically, how to grapple with
complex, grade level information and texts.

So how do we do this? Well, a piece of it is thinking more carefully about what supports or scaffolds we can add to our

instruction.

Through my experience working as a classroom teacher in an urban school with a large number of second language
learners, along with two years experience as our school’s English Language Acquisition Teacher Leader, | have identified

eight “scaffolding strategies” that | believe should always be considered when planning instruction for second language

learners:

Use of first lanquage
Visvals and Realia Read Aloud

\ {vMochmg/GCs’rurcs
< %
Graphic - ‘@

Organizers

X,

Intentional Small Group/Partner
Work

=

’/b

Connect fo Background g, ience Structuress i}m

Knowledge Starters

| know because

Click Here for the 8 Scaffolding Strategies Printable

When | set out to plan a lesson, | always consider how to use any or all of these eight scaffolding strategies to support
comprehension and language development.
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1. Visuals and Realia

Whenever | can | include realia, or real life, tangible objects in my lessons. | have found that realia is super supportive for
vocabulary development and engagement. For example, | recently selected a text about coral reefs for a close read
lesson. | wasn’t sure students would know what “coral” was, so | brought in an actual piece of coral to pass around. If you
don’t have realia available for a lesson, use visuals or images! You can frequently find me on Google images, looking for

that just right visual to support my lesson.

2. Modeling/Gestures

If you were to observe me teaching a lesson, you would likely see me making all kinds of funny looking gestures. Funny
looking maybe, but supportive definitely! When all you do is talk/lecture to students who don’t speak English as their first
language, most of what you say will probably fly right over their head. Modeling and gestures help bring your words to

life. Couple this with the use of supportive visuals and say hello to comprehension!

3. Connect to Background Knowledge

When planning for the “hook” or introduction in a lesson, | consider what background knowledge students might have that |
can connect to. For example, | might show them a picture of something related to our lesson and ask them a question

about it. Connecting previous knowledge/learning to new learning is always a great support for ELLs.

4. Graphic Organizers

Graphic organizers may not be an appropriate scaffold for every lesson, but they are for many! You can create your own or
use one of the many free ones to be found on the www. Graphic organizers can be used as a tool to help students organize
their thinking when responding to a text. They key is not to make them too complicated or they may end up being exactly

the opposite of a useful thinking support.

5. Sentence Structures/Starters

Sentence structures can be a great support for English Language Learners. | often use them during the close of a lesson in
the debrief or share. You can also slightly differentiate graphic organizers or recording sheets you provide students by

adding sentence structures.

6. Read Aloud

Reading a grade level, complex text aloud to students at the start of the lesson can serve three important
purposes: support engagement, support fluency, and give ELLs some access to the text they’ll be working with. When

reading a text aloud to students, it’'s important that it is displayed in a way that all students can easily see it.

7. Intentional Small Group/Partner Work

To support students during independent work time, you can consider small group or partner work. | say “intentional” small
group/partner work because it's important to consider how and why you're pairing certain students. Pairing two students
just because one is a “high” reader and the other is a less sophisticated reader can quickly backfire if you haven’t

considered how their personalities/work styles might pair up. Additionally, if you have chosen to provide a small group of
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students with additional support, just be aware of how much support you're providing...hopefully not too much! We don’t

want to take away all the challenges that a text/lesson presents.

8. Use of First Language

If a student’s first language is available to you, then by all means make use of it as a scaffold. I’'m not implying that the
whole lesson should be translated. However if you can translate important vocabulary words, make connections between
concepts presented, or translate specific instructions then go for it!

As a final note, even if you do not work with ELLSs, try to keep in mind that good instruction for second language learners is
great instruction for all kids!

https://mww.mshouser.com/teaching-tips/8-strategies-for-scaffolding-instruction
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WIDA supports education systems where the Can Do Philosophy
empowers...

e Linguistically diverse students and their peers to share their experiences, knowledge, cultures,
skills, and interests, while supporting one another.

e Families to advocate on behalf of their children’s beliefs and aspirations about education and
success in life, to share their social, cultural and linguistic capital with their learning community, and
to nurture growth and learning at home and in the community.

e Communities to shape perspectives of educators, practitioners, students, and families through
diverse experiences and offer resources and supports to build upon the learning happening in school.
e Educators to unleash learners’ potential and serve as their advocates in culturally responsive ways,
to continue to grow their capacities by learning from their students, to inspire active engagement of
students and families, and to collaborate to promote effective strategies and seek solutions
together.

e Administrators to build systems uniting schools and communities with a vision, time, and space for
meaningful collaboration in support of language development and academic achievement of
language learners.

e Researchers and Policymakers to positively influence the focus and direction of programs, schools,
and systems in serving the interests of language learners, highlighting students’ unique
characteristics and needs to advocate for positive change.

WIDA enacts the Can-Do Philosophy through its...

e Standards that allow educators to recognize and support their students’ academic language
development and academic achievement, serving as a foundation for curriculum, instruction, and
assessment.

e Assessments that build awareness of language learners’ strengths and provide valuable
information

to educators, students, and families. WIDA’s assessment design includes built-in supports that allow
learners to show what they can do and serves as a model for classroom, school, and district language
proficiency assessment.

e Professional Learning that is sustainable and transformative, focusing on teaching and learning that
supports language learners and their families by building on their strengths. Further, it promotes
dynamic collaboration among educators and meaningful student engagement.

e Research that provides timely, meaningful, and actionable results to educators, advancing
awareness of the role of language learning in achievement along with the unique traits attributable
to language learners. Our research design concentrates on supporting data-based decision-making
and sound policy throughout education systems.

27



Kouangord afenFue jo spas]

a1 ssoroe asn pue Jurssaoord afendue siwapms jo Ainuenb pur Lienb Sursearout atp aquosap 01 (Jonuoo afenue] -¢ pue Fesn Arepnqesoa g “hmxeduios snsmdur] 1) e
2311} 35N SUONTUT3(] SdUBUIIOa ] Y[ *sprepuels LHusidgord aFenSuey ysijSuy 1 Jo suoniuygs(] soUewriof 3] V(LA 3 s uonsunluod ur jrom s101dussa(] o(] ueD) a1

Level 6 - Reaching

Qﬂ_uﬂuuu:n_ ,._..w:_&.-uumu “3+3)
m=u=_o:u_._n_ paseq-1u=1uco
Jo samiea] ysm3unsi(]

sguos —u.:N m..ﬂ_._.ﬂ_.—u

mumu_“_._uo&.._ dnoad sjoym uy a1ednreg
10 SUOTIRTpaT “g
HopR1d 2PN (3598819, f1sfpews, ©5:3) s1v3(qo w
sI3Yoea] pue s13ad (veop 5193[qo 3f1[-[es1 aredwo]) Aephiaas sureu pue Auspy -]
[ILs UOTIBSIZATOD S1ENU] SUOTISUEN ‘A Yuis “8+3) s132(qo jo (s393pr0m ' 3 “
aser
[22] apes3 Surgoeordde Yam sat1o1s 2ouanbag durdnoid urejdx= pue 1109 frunurwos jo sqof “3-a) 30 Prom 5uo s u:uu:”_uu =
sordol paseq-1u=iu0d UO S[TEISP AL S3LT03S 23] sand arnyord sarno1d uonoe woij op Srurspese 3 o suonssnb w
suopeiuasaid [ero 2410y sordon orwapeoe pue [eros woiy sapr01s [durs [Rasy aydoad 1eym aquosag Twﬂ.,._u—uu “5-3) _uutn.v ddns
sajdurexs TEI[TUIE] UO SUOISSNOSIP (" rasneoaq Ldder SIU3WSIELS 10 5108] 18aday] -A[pensia o1 puodsay
seapr woddns pue ssa1dxg ssep Ul Aedpnre] w, “33) sBuresy ssardxyg ((oamms sfenfue] jo syunye
SUOISSNOSIP SSE[D sasodmd opuapese aImaen apo2) ysijduq [ero ut sded pazirowaw pue ‘saseryd
ur ATe[nqesoa STWAPESE 35 pue [epos 10§ suonsanb ysy [e10s ® jo suonisanb sy ul [[y o3 3en3ue] 1511 a5 ‘spros s7durts yeaday
( puey Yoy Lur
suondriosap [e1o payrelsp st STy, “'8'3) sjuswalels
adendue] oypoads-aumuo pue spensia uo paseq saoed Ljrero Il PRIPIOOSSE JUSWAAOW
[P43]-9pe13 [aum passardxa ‘samn3y ‘soalqo 1e0o] S1USTLIAIELS Ppaquosap s193lqo a1e207] 10 211838 ST
sdaou0d/se3py puspy suonduasap [e1o woy [eso 2andpasap o) samya1d 10 s13(qo SIUATIAIBIS -
1x21 A1o1s0dxa SAMTANIOE Parensn{[r Ajnuapy Burpaoooe s13fqo Arssepy [ea1 Buisn syuawades [e10 10 Lrenqesoa parejai wn
1o aane1reu jo Surpess [ero poe peas suonduoasap [e1o uo paseq [eT0 jo sapas e aouanbag -1U3]UOD JO AN ﬂ
oy gopsuLogu} Fideny 1x21 Aronsodxs 10 SAnEIIEU suopauTYy IM 5193(qo 10 (WsT $103(qo 3j}-Jear 01 3UT0] =
suonEnis ‘perexisn|[l uT s[rEI3p puIL] sqof i apdoad yorepy 38ed 01 wim mop "jooq (syooq ut “Fa) Leio w

M3 01 SUOTSSIOSTP

[eto woay seapr A[ddy
k:ﬁ-o pEal 133

PA9 bﬂm._m woig Surueaws
ures 01 SN2 1X21U0D 5[]

buibpug
S [PA91

UOLIEWIOJU]
[eio uo Towmn_ To_ou .Un_ﬁ._m
‘az1s ©33) sanqrne
ﬁwu_mm‘p_n_ o1 mc__“:ouum
m“_uu.:“_o asenuod paredurony

(pu= pue ‘S[ppru
‘Buruurdaq “52) pnofe peas
sa1101s jo samiotd aobusnbag

SUONISIIp [eI0
dais-nnw papowr mofjoq

aoustos mod o ayey
“§2) spuewnwoo [ero dais
-221T1 01 -0M1 MO Aareny
SUOIIEIISTI[[T O 311015

jo Sutpear [e10 PIEY

paress se spafqo Lepdraaa
3o samiord Anuapy
(,qouad e

Pul,, “32) SUOTIDP [e10
dais-auo ‘pajapowr mofjoqg

Buidojan=q
£ [3A2]

Bujuuibag
T [°A2]

PENE]
L [3A97

101 papasu adengue] a1 aonpoid 10 ssado1d ued siourea] afendue]
Us13uy ‘% [2427 ysnorp 1roddns aansersiui 1o oryderd Tensia yum pue £ouspygord sGenFue] ysiiSuy Jo [24] UAAIS a1 10

Z-1 421sN) [9Aa] apean :si0)didsag oq ued

WNILYOSNOD

Vdaim

28



.Hnuﬂumum_oun_ afen3uey Jo sppas]

a1 sso1de asn pue Furssasord aBenSue] swuapris jo Linwenb pue Lienb Sursearsut sy aqusssp 01 (jonuod sFendue] ¢ pue 28esn Arengesoa -7 “axsjdwos snsmBury - 1) U=
32173 35N SUONIUY3(] 35UBWLION] Y[ Sprepuels L>uardyord sFenue] ystSuy 211 Jo suoniuys(] sdsuewIops] VLA 2! [P Uonsun(uod ut j1om s101d1ss3 (] o] weD) 2y,

Level 6 - Reaching

sorgdess 1o s[opow pue sajdurexa
S20U21U2S saou2iuas asodurod o1 S[ENSIA SUlsn WOIIEIIONUT Ppazensn| woj s122{qo 10 sarmaord
paauuod Fursn sampasord (sarreuonorp armord ©5-9) Pa5EQ-IU21U0D 2AIN) ‘saoe[d ‘oydoad aquasa(y 10 s103[qo rerjruwre; [aqe
10 sassavord urepdxg S3DINOSAT WOOTSSE[d 357) Sunum [eumof (. 1| sSursesp m
salro1s asodwon saouapadxa [euosiad inoqe aanoeaut ut Aedonreg L., "8-2) s1a1rels aouauas yEno1y: aedtunwiuro]) =
S20U21U2S s3pua [euinof asodwon) syjueq aseryd jpros Sutsn pe[apows a13pdwon ysrduy ur sprom Z
pare[aI-1uauos 3mpoig (spre> saouajuas a1dwis wirog s[fes 10 syjueq woaj saseryd w0y day) 01 (wononmsul o
s1dwrord [122 128 <:8+3) sasodmd (ssozyuedio opydesd /SPIOM JO SIST] 2IBIATAD) JO wmipaur e ST T Uaym
01 asuodsar uT saou21uas [E120s 30§ sadessaur aeaI]) jo asn “8-3) sardarens s1azjuedio oryderd ‘17) a3en3ue[ 151y 3s()
JO sauas parefar e 218217y $30U20U3s [BUISHO 2oNpoI] Bunumard ur afeSuyg Sursn uonEwIIOJUT 3PIACI ] afenFue] vannm Ldon
1%21u02 uf (3s01
‘A 1amop “3+2) aBenSur] salre)
(2smoy e se sygpoads pue [erousd samm1o1d 01 sasumuas PIOM OJUT SPIOM 110G
g1q se,, 3+3) suonensny o1 uaam1aq gsIBunsi(] pue saseryd yorepy sprom parensnyr “
s3en3ue] aanem3y yorepy SUOTI2ATIP saroga1ea o1uy sprom 10 ‘s1a12] *suooy 01 Sunurod sarruod 1o sureiderp )
seapl utew nuapy [PA3[-20u21U2s MoOT[o] 1U2IUCD Parensn[T 110§ 4q yunad o1 20104 YEIERY Buysn suopaaugp Mof[o] 9
(sanp> 131000 (s1apoereyD ‘Bumas sarmyord Jo satras sureiSerp pappqe] 1ydne; s[2qe[ 03 s192(qo M
*3-3) sardarens Surures] as) ‘apn *8-3) sa1101s [EUONOY © 21EW 01 53PN 12325 -a1d 121dr21u1 pue 4nuspy JEI[IUrE] SFT[-[E=T Y2IEIN
uorsuatardwon Jo suawap diseq Anuapy Sundurord suzaned spensia o1 wupd 125uu0])
PIE 03 1X21 UON2Y-UoU s0UUAS Y SUOHIUT0D PIOM TLM PIEIOOSSE wnd [pusurnonaua pue
jo samzeaj Susn urdag UI10§ 01 I3PIO UL SPIOM IN] JPs-01-1%33 SqEIA] samaotd 10§ yorEag fsu0dT ‘sjoquuids Anuspy
bujdo|anag Bujuubag Bupajug
£ 19A1 Z P9 L [9A27

:01 papaau adengue] a1 2onpoid 10 ssadord ued siouTes] S3enFue]

UsI3uy % A>T ySnop woddns aanoseraqur 1o ‘orgder ensia yum pue Louspyord a8enFue] ysij3uy Jo [2as] uaa1S a1 10
c-L 19)sn|D |[oA9T opelD umhou-.ﬂ__‘_umﬂa oque)

WNILYOSNOD

vdim




“fouapyord afenFuey jo spas]
at sso1oe asn pue Furssacord aFendue] syuapms jo Ainuenb pue Lufenb urseaout aip aqussap o1 ([onuos sFendue| ¢ pue Besn Arengeooa g thneduwos snsmBur) - 1) BRI
32171 35T SUONIUL3( S5UBULOJS] 3, *sprepuels A>uarayord sFenSue] ysiSuy a1 Jo suonIuya(] 35UWIONa] VI ! [PIM uonsunfuos ur yj1om s101dussa(] o(] ueD) Y7,

30

Suajos-wapqord ur 25eBu
sdiysuonepar pue “ 1 : El
SUOTOU SEQ-1U21U0D UOTIEULIOJUT
(sauawriadxa nouny peseq : F suonsanb
: 1ser1u0o faredwory Paseq-1u=1U00 U531 ] .
synuas “F-a) L1mbut jo s1aad irm vonEUIIOjUL 20101> pue ouysad Tamsuy
sansaz [relap ur urepd surajgoad (sansst 10U 208 DISEQ 28 wn
I [Fesp Ut upexg 1901¢/ : L et L Surppow [ero pue s123(qo )
01 SUOTIN[OS SATIEAID 13J() [E100S 01 SUOIIN[OS 1 () L ) m
Sumsjos-wa]qord [249] : : : : sa0UR1U3s J10Ys 10 saseryd AepL1ana o samiord woxy b=
-aperd ur sdays sousnbag syrodar asmodstp wolj sasatpodAy 3uisn ajdoad 10 ‘s13(qo saseryd 1o sp1os 2115y =
1O PAsEqQ-IUAIU0D AT 10 suororpard ‘sauaan ‘sarmiord aquiosa =
Arernqesoa restuysay [F10 pastq O BRIpatd SYEN 1eqEeRd samaord [a)
Sursn suoneuasard sad=ouoo S1U2A2 §10€] PASEqQ-1URITI0D IEISTY 10 ‘suresderp ‘oydoad
ASEQ-1U21U0D AT UE ‘52NSS] ‘SII01S SSTOS] 10 5311015 JI0YS [[21 ‘s102(qo 1ySner-ard swre
paseq D P 1 °sat Ia ! s [171/=d ( auasqe oy N
30U3pIA3 I suopeuE]dxa s[reaap Sunaoddns yam suonsanb paseq ST O, S5°2) suonsanb SUORIpUOD
M- 10 suorutdo pusgapydjnsn| suonisanb worurdo ramsuy -ju=1u0d A[durls Jamsuy Lephrans pdurs sy 10 spaau ofseq ssaidxy
=
o
S SOLTEUDS
e 10 UI0Tj SeaP] J0 ‘saoe]d ETpatU-nnu
] I 3 SE2p! I ot (swondo younynoqe “3-2) .
0 sajdoad jo suourdo uriog 10 *soapia ‘s3urpeas [eio sarnpasoid : saunnox AJrep o1 aZenJue|
— UOTIBWIOJUT [BI0 3)eN[eaq
v WOl SUBMI0ISTY ‘SISRU3IDS J0 *sassanoid ‘sar103s [eIo : : [E10 WOOISSE[D YT
2SIMODSIP TeI0 o T :
] P ‘SUBIDIIBWYIBW ‘SIOUINE woiy samaotd aouanbag suondtisap
| ut 33enSue] sapemsy pue t T : oo ( &o01 ® 51 2u0 -
: : Jo yzom 311 defd sjoy [e10 03 asuodsar ur meI(] “ : wn
[e3331] U23Mm13q YSMBURSI(] suonensni o1 Furpeas : PIYA,, “8+3) suonsanb 1o b
UOTIBTLUIOJUT 0 10 suondussap fe1o SUOTIo2I] sjuauraiels [ero urogj sjdoad m
3SINO2SIP 10 UO 10€ PUE WO 1 .mﬂ. o_.m.::_duE e _M.H—M o da1s-om1 M0 n“‘_u ‘sa _.“un.u_ o.wc_m.:u =
—— pue woxy juy + | jo sBuruvow eraN] YIE)Y [es fed miy s3(qo fuuspr « | S
-wra[qo1d 01 saapendiuew 2SINODSTp [eI0 ol 28IN0JSTp [e10 uopEwIojuT [eso 12d (s8umerp y3noiya 10 (]
35T 10 S[2POW 12NIISUC)) spre1ap Sunroddns pue seapr [2a3]-ydeiSered woiy seap1 s103(qo 10 san1o1d sFueiny Aqpeorsdyd “3-3) suonsanp
urew parensnyjr Ajnu urEw parensnyi Agnus 10 dais-auo mofpo
aden3ue| paseq-1u1u00 fewp LR Bt | wHrp IIF AJRU=PL suonduossp [e1o [ 1°d
‘[Paa[-opes3 Sututeiuco suoneniis mau 01 A[dde pue suonsAIp wiolg s192[qo 10 samord saseryd 1o ‘sprom
suonINNSUT [e10 N0 L1re7) uoneruIofut [e10 121d1ayu] [eso daas-nnw mofjoq paseq-1us1u0o azir08a1e]) ‘sarmiord parels 01 3ut0 ]
buibpug Bujdojanag Bujuujbag Bupajug
S [2AR1 € 19A97 Z AT L [9A37

WNILYOSNOD

VAIm

101 papaau adendue] a1y 2onpoid 10 ssadord ued sisures] agensue|
ysiduy % AT ysnorya aoddns sanoesaiut Jo O1ydeis ‘ensia yum pue £ouapyord s8endue] ysijduy Jo [2A3] USAIS 31 10

G-€ 12)sN|) [9Aa] apedn :si03dLidsag oqg ued



Aouapyoad afenduey jo spas)

a1 sso1oe asn pue Surssaoord aFendue] sywaprus jo Linuenb pue Arenb Susearsur ayp aqusssp 01 (joaavod afenue] ¢ pue afesn Arengesos 7 amxsjdwos spsmBury -1) em2amn
2271 25N SUONIUYR(] 2DUEWIOJI3 ] 2y, "sprepuels Aouarogord afenSue ysijSuy 212 Jo SUORIUYGa(] 2oULWION] V(LA Y8 YP1s uopounfuod ut sjpom s103duosa(] o] ueD) 2y

Level 6 - Reaching

sitodar
10 S3]T01S [3A3[-3PEIS 31817

mEu_n_.....nm
SurAJOs Ul UONEWLIOfUT JO
25N 10 saT321ENs :ﬂ_n_u..,m_

sfenaew paytoddns

.A:.u:m.r» 10 3JI[-Tea1

sprom u_m:_.m

IUSUOD3INTEIAN]
: sampaooid ‘sassaoord Sursn suospreduwron axepy Y suonsanb [ero 1amsuy
pru ssouspadys [euostad s[ppow : : : : =
) : ‘ajdoad ‘s;uaaa aquosa(]
21BIF21UT 10 123UTO]) wiolj (aarsensiad ‘aneireu : S3[qe1 puE ‘siTeyd S30U1USS 1101 =
SN, “royrsodxs < 3+2) Sunpm UONEULIOJUT Paseq ‘s1azuesio oydeisd u g pue ‘saseayd ‘sprom Ldory =
Jo suniog apdnmuw Jopny -Jua1u09 1senuodjaredwory s
ST 01 UONBWIIOfU] : s[[es Jo syueq aseryd Surmelp o
pesequawen A ddy UOnEWICUT 1332301 [PIOM W01} S30URIU3S Aq seap1 arestununIo))
SEQ-1U1T0D ZLIBUILUTY S3DUUAS palefal 3uln aonpoidaiapduro
I wrewrung paejer Sumng poidjasejdutory —
dumyoeordde 1x21 [eurduo jo SIaZIUESI0 1¥3] JAIEIIEU IO szaad yaa aseryd pios woiy sureiSerp
sasuodsar papuaixa sonpoi] oyderd Supsn sa10u e Aronsadxs apduns sonpoig 10 S[2qE] WOy sasT] ey 10 ‘sarmiapd ‘s103lqo [aqe]
1x21 Lroysodxa pue
aapexreu uf uopurdo pue
[242] 2peas reau 1o JE 10¥] U2aMIq ABNUIRPI(] {Aofs 2y Ut Te3s € mER(],
1x21 y21pdun pue po1dxs —_ saseryd jspiom jo Sujueaw ©3'2) suonoaIIp UANLM (yyooq & ut “prroq
WIOI} SUOISN[2U00 MEI(] C SUTWI2I2P 01 SUORENISN[[] pauoddns Afpensia mofjoq a1 uo “§-9) s1x21U00
: uoddns e spresp purg : ’ : : =
: : PUE 5202 1X21U00 35) Suwagp ur saseryd m
oaads (Bumaas T
(urerSerp uuap : [SPI0M PITENISTT YOI =
jo sam3y jo sajdurexa : sassano1d paseq-juaiuod 10 ‘s1ayoerEYD “*3'3) rewrureld : (w]
s Jsenuosjaredwon —
an1d pue ‘urepdxe ‘Upnuapy . $21103s UT s1u2A2 2ouanbag 41015 Jo syuaw Anuapy SUOTIE[2I 2
: : : 3+3) s1%21 WAIIP 01 ’ : ’ : o)

1X3] —U..wu._|u~uﬁum u-..Oﬁ—..w
m-.._O—.umu—.——U _.—.\.U_.—..ﬁ_.ﬁq.._d .._P_.Pm,_.._.{.

22105
ﬁu..—.ﬂ_u.._ U—mmu _.—.—_H._ —.—.—O.—.m
_.-0_::.-.:0.*‘.—_ SELTELL r—.:..m,

SIZIUESIO u.En_ﬁw oI

(sarea f.:..m|:._u¢d

TaAD A__n_mﬂ._ pasT| }.u-.—.._
pue, ©g3) 1% Jo saTuad
STIOLTEA JO S3INIE] AJISse])

buibpug
S [PAe1

S[TE3p Awos
pue seapt urew .@.n_:u_u_
n.._n_d.-m

.T—._.N m,.—..._N.—.—U HH._O._.* .ﬂu.ﬁ.—u IO
:O_.—NQ._HO.m ut .—U.-Q._ u.——.——

1X21U02> Ut
mﬁ.._ous 1001 O} muw_._.ﬂ._.—U .T_.:.W

X231
patensny[r woiy sadessaw
1o1[dxa pue s198] 4Jnusp]

_Eo?__‘_on_E\W [puUnos e
u_n_mu__mmw se ,uwn_..m:.m_
351 wroxj sareudon \wmu:u_u_

s1dsouoo sprom pim
swreIderp 10 suoot YoIejA

bujdojanag
£ [9Aa

Bujuujbag
T oA

Bupajugz
L [9A37

:01 papaau adengdure] a1 2onpoid 1o ssacord ued siouIes] s5endue]
Usi3uy % A>T ySnorq 1oddns aanoeiaiut Jo oryders ensia yum pue Louspyord s8enFue] ysijSuy Jo (2] UaaId a1 104

G-€ 19)sn|) [2Aa7 apeln :sioydidsag oqg ued

WNILYOSNOD

vdim

31



ST} S5010E 35N puE Suyssascord uwmzm:m_ Suapras jo ku_u:ﬁs_u pue b:m:v Supsearour S 3qUIds3p 01 ([oruod umm_..m_.:w_ ¢ pue ‘adesn bm_zﬁ_wuo> Z QD_UB_QEOU u_aw_:rm:: ‘1) BLI21110

uwu—.—u 251 m,—._O_..:.:muD uw:d—.—.—._o.*._uh— MF_._.L .mﬁ..-ﬁ—u_.-ﬁum nf..U:umU_.wQuh_ UW.G-...M:N— F_m,—_w_.-m uF_H .wO m,-._O_..:._.:.qu UU:N:.:O.*._UQ .ﬁ.ﬁ:? D.—._.H F_.._E _.—O_..—U_.-_.—.H.-._OU ut u_hoa m,uOu&._HUMUD OD _.:“U u-.—u.—..

Aouayord sFenSue] Jo spaa

Level 6 - Reaching

(somsn|

c_ﬂuﬁuoﬁuﬁ 83) seap1
Paseq-1u21u0d 19eNsqE Jo
sajdurexa aa1d pue ssnasi(]
SUOISSNIOSTP

dno13 ur Surueawr a1enodap]
SIX2]U00

JTWAPEJE PUE [E1I0S UT
ASUSTIT ITAL STESTUNITIUIOT)
Sa[IuIis pue

stoyderaur urejdxa pue asp)
SUTOSE2T 2413

pue s34 Jo jutod e pusja(]

30UIPIAD PUE SUOSEIT

i suotutdo aenuelsqng
aouapiaa syrerap Junioddns
L SEAPT 123UT0T)
s1daouoo paseq-auauod
areduroo pue uredxyg
sawosino utepdxy

M3t Joutod ® puaja(]
Ajrero pajuasard seapr

SZUEWIILINS ﬁ.:.m vm.m.:.—n_ﬂ._.mﬁ—

(r011U0WU-J[38

©3'2) UOTIEDYIIE 10] HSY
sprelap Suntoddns awos
s seaprt ureur/8iq 21815
SSE[Y JO 3pIsino pue

SPTSUT SI2151321 JUAITP 25
(o, ‘ang

¢3+2) suonsuen Suisn
3SINO2SIP UT SEIPI 193007
suotuido are1g
suoneluasard paseq
A1USIT00 [BIO JA11q 3A1T)
yasads

wo1j seapt aserydaiy 212y
sasua1 sjdnnw y3nomnp
sum ssaidxa o1 utdag

s1sanbar ayey

SUOTIENIIS

[ET20S UT 3YESTUNIIWO )
sIUEM

pue spaau LepAiaas ssardxy
s1uas {ephrasa

PUE S3UTINOT 3qId53(]
$20U1U3S Pa[2potd

UI0T] SUONENITS 3qIISa(]
UONESIAAUOD WOOISSE[Y
Jo seap1 utew/3iq a1e1g
sasexyd

sprom £suanbay ySiy
ySnonp juzuos Laauony

saouatadxa [euosiad

10 SUOSS3] JO 1¥31U0D UMM
(2r3ym, ‘usym aeym
Joym  *33) suonsanb
-HA\, 193]35 Tamsuyy

SYUNIJD PazLIoWat

‘saseanyd 1107s “sprom yeaday]

Kremnqesos Asuanbaiy ySiy
pue [erauad asn o1 utdag

suonsanb
201013 pue ouysal Iamsuy

DNIXVY3dS

AJrero pear saruad apdnpnu
Suoure areuTUNIISIC]

PNO[E pE2I 1X21 [2A2]-2pEaS
W] SOUIJUT IHEJA]
A[3urpaoaoe e pue

ty2aads Jo JuauT A1EN[EAT
syse] J2aa[-apead ystdurosoe
01 WONEWLIOJUT [E10 35

buibpug
S [P

ysi3uy ‘% [242 yanoaya 1roddns aanosesaiut Jo onyderd
8-9 19)sn|) |[oA9T opeln "thu._n__hUmwﬁ_ oqgue)

Surpeaz

[BI0 WO SOLTEUADS 10EU-21
10 ‘azmewresp ‘Kepd ajoy
SUODENITS MU

o1 sa1danens Sugures) A ddy
2SIMOISIP [EIO WO

Ppaseq siuawudisse Jo sysel
pare[ar-auauoo alapdwoeny

SEIMOSIP [EI0 JO S[TEID

pue sespr ureur nuapy

(pamang “yuasard ‘ased

“3°2) soWelj W JUTIP
i FenBue] [ET0 AED0SSY
AJeao paquosap

sidasuon paseq-iu21u00 Jo
sajdurexa depirass fynuapy
AJeao paquosap

sardarens Sururea] as)
S[ENSIA

01 PNOJE PEAT 1X2] TEI[TUTE]
JO SE2PT UTEW YMNEJA]
SUOTIDAITP

Teao wiory sajdurexa paseq
U200 2ZII0FAIE)

SIUIUIAIEIS [EIO

U0 paseq SA[qE] 10 SUED

uo uoneurroyuT gnuapy
SUonIIIp

Te70 12d spensta aouanbag
suonduosap [ero 12d spensia
Pa1E[21-1U21U02 110S[AJIssE] )
SUOTIOTUIISUTSPUBTITIOD

ero dais-nmur mofjo]

(,ouad pauadieys

® a5, ©3-9) voneiuasardas
TEnsta tia 23endue]
[EUONONIISUT YOTEJN
(Funutod «32)

sarmasad Sursn suonsanb
[SIUAUIIEIS [EI0 woaj sadeld
10 ‘apdoad ‘s102(qo Anuap]
sdepdsip orgdesdfensia

01 a8en3ue] [E120s YNER]
SUOTIONIISUT/SPUBTLITIOD
[e1o dans-auo mofjo]

ONIN3LSIT

buidojanaqg
£ Ien2]

Bujuujbag
T oo

Bupayug
L 19A37

:01 papaau adendue] a1 2onpoid 10 ssa001d Ued siouIea] 3gendue|
‘rensia yum pue £ouapyold agendue] ysijdug Jo [2A3] UAIS 31 10

WN|ILYIOSNOD

VAIm

32



Kouapyord aSen3ue] Jo spas]

atp sso1oe asn pue Furssasosd sFenSue] siuapms jo Linuenb pue Lipenb Sursearout ayp aqussp o1 (jonuoa senSue| ¢ pue 38esn Arengesoa -z “axsidwos spsmBur) *1) eman
33111 350 SUONITUL(T 3dULWIofa] 3y, “sprepuels LHustsgord aFendue] ysiSuy 21 Jo suontuya(] 3duUewIofa] VA Y JAIM Uonsun(uos ur j1om s103d s3] o] ueD) 3T,

Level 6 - Reaching

sajonIe
10 sfessa Areraar) anbnuny
sardoreue Juisn urdag
STOTIEID

Jsaamos ajdnnur Susn
s11odar yaTeasal aonpol ]
sureyaysydesd urepdxe

01 1%21 AT0)s0dxa 238217y

(yoreasar 103 “5+2) sar0u ayE]
1%2) azirewuns 10 aserydere
uoIsnPUoY

J4poqonur asodurony
sadessed asrsajoo

31B2I2 01 SPIOM TIOTIISTED 35
seapt 1oddns

01 sajdurexa s[reaap asn)
surodar

PAIB[2I-1USIT00 35NPOT ]

seapr Ansn[

sessa

ydesdered-spdnnur a1ea1ry

SUOSEAT

aim Fuofe sUonIear pue
‘saouaragard ‘suorurdo aarny
SI2NOETEYD

“S1U2A3 “UOTIBUIIOJUT
1senuoojareduion)

Burajos

-wajqoad ur sdass urerdxy
(suonpun(uoo yam <3-3)
sasuaiuas punoduros a1earn)
(sa10u uumpod *3+3) srelsp
2UWI0S PUE SEAPT UTEW LM
syderdered 110ys aonpoxg

swonsanb -1 swos pue
‘aot01]> ‘ouysak 01 puodsay
UOTIBWI0JUT

reuostad amm sunrog
Js1aziueSio oryderd ayapdwory
sasumuas a[duns 1vaumon)
SE3PT [BUISIIO 1M

SI2LTEIS 20UAIUIS, PUIKH
saouajuas uraned aapdwony

(sdnoad

POOJ JO 1SI] UIOIf NU2T
a1eam §-3) syueq prom
pue saserydspros 1ySne
-a1d woag s151] 21BIAUA)
SpIED

1daouooydrengesoa a1ea17y
syderd pue sarmoid [aqe
spIom

Aouanbaxy y3ry sonpoag
sarmiord

PRIE[PIUAITOD MET(]

DNILIYM

aruad Aq 1x21 [2a2]-2peid wog
wwawndre wroddns

pue reuaiew anbnun

121 [2A3[-2perd

patrpot wolj Sutresur 1ajuy
SUOENIIS

mau 01 saiBarens Addy
saseryd

/sp1om Jo sSurmesw ajdnmu
Ajdde pue axenuazapic]

(uonewrojur

10J UEds pue winys <5-3)
sat3aaemns Jo Aeare ue asp)
$1X2] [EUONEULIOJUT

pue saruad 1u21aJ1p Jo
a3enJuey oypads guuapy
1932 01 ISNED YAER]

%=1 pagipow

10 sotsse[> paidepe jardiaiug
( aydmu se yaep, ©32)
23enSuel aapemsy guuapy
sagessed

JO saLTEWWINS AJUap]

syderdered 1ap1y

buibpug
S AR

satresso[d

PUE SATEUONITP ysI[3uy s}
S1X21 Ul uonewrrojul 1ondxa
noqe suonsanb ramsuy
uorurdo pue

19B] U2MI2q SNENUIPIC]
(P, o0, o,

82) Surueaur eI e
01 SPI0A 1001 PUE SIXTTR
pasn Apuanbary gnuapy
1%21 pa1ensn[t

uo paseq suonorpaid ajepy

SIN[2 X210 35()

(21973, TP,

3'3) 1X21U00 U SpIoMm Jo
sSurueawr 2apdnpnur nuapy
syderdered

Ut S[IE13p PUE ‘SEIPT UTEUT
‘sasuaiuas ordoa fnuapy

salressofd pue

SalTEUonoTp [endutfiq asp)
(s;aeuSoo

“8-2) g7 woddns o1 1T as)
sasuaiuas apdurs ayapduros

01 (syueq prom “3-3)
Arengesoa wy3ner-ard asp)
sasexyd

/sprom 1ydnel-aad dnoadjzog
(s3urpeas-parted garpean ‘sadey
3-3) pnofe pear 1x21 mofjoq
(Lressoj3

‘syderd ‘sapin -3-3) armonmns
1X21 WO UONEWLIOUT PUT]
saouaiuas a(dwts jo

SILI3S € UT SEIPT UTEWU 21ED0]
SIU2AD

[EUOTIOY-UOU PUE [EUOTIT

70 1x21 patensnyr asuanbag

SUIESSO[d parensny
Jsa1reuonTp 2mioid asp)
1%31 PAIENSO[[T 01 Palejal

(2Toym ‘uaym  ‘reygsm
Joym *G2) suonsanb -y
01 sasuodsar prom a[3urs pury
und jo sidasuoo azruBooay
SpIoM PUE ‘Su3Is

‘spoquuds uowrwos fruspy
sprom 01 sarmaordsi10algqo
PRIE[IIUAIUOD YOIRJY]
s103lqo pue

SPUNOS (IM S13113] 2IBII0SSY

DNIaY3y

bujdojanag
£ |2A3]

Bujuujbag
Z [2Aa]

Bupajuz
L [3A27

:01 papaau adengue] a1 aonpoid 1o ssado1d ued souIEs] 38enFuUe]
ysiSuq % [PAa ySnoiyp 1oddns aanosesaiur Jo oryderd qensia yum pue £ouapygoid aSendue] ysiSuq Jo [PAS] UAIS a1 10

8-9 191sn|) [9A3] @pein :si0)didsag oq ued

WNILY4OSNOD

vdim

33



Aouapygord afenSuef jo spaas)

a1 ssoaoe asn pue Sutssasord sBendue] swwapmis jo Lmwenb pue Lrpenb Sursearsut s aqusap o1 (jenuoo afen3ue] ¢ pue aFesn Arenqesoa -z Yamxedwos snsmBurp *7) a1

uu.:.—u 25N m.:O_..:.—._muD uu_._d_.:._o.*.—um UH_._.L .mﬁhﬁﬁﬁﬁum }.Uﬁumu_.*eh_ u@d:@:ﬂ— H_m.—_m_.-m uﬁ_.— .wo m.—._O_.—T.:.wDD UU—.—N-._.:O.*._D& &...DHB. U.-.—H F_.._E :0_.—0_.:.—.:_00 ut .v_u.ub? m.hOu&_..-Um.uD OD _.-ﬁU uﬁ—u.—..
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Assessing ESL Students in the Subject
Classroom

Assessment is a multi-faceted issue that has been the focus of considerable attention in
education over the past decades. Before discussing assessment as it directly pertains

to ESL students, it is helpful to offer a brief overview of its major aspects.

Assessment overview

In essence, assessment is of three types: initial, formative and summative. Initial
assessment consists of the measures undertaken by the teacher to determine what
students already know about a topic or what they can do. Initial assessment is often
used to place students in a particular course or level. Formative assessment comprises
the ongoing checks that the teacher makes to determine if the students are acquiring
the knowledge and skills that are the objectives of the unit. Formative assessment
allows the teacher to adjust the focus of forthcoming instruction. Summative
assessment is the evaluation conducted at the end of a unit to determine how well the
students have learned the content and skills they have been taught. Summative
assessment is often the basis for a report or grade that is conveyed to the student's
parents. Other ways of categorizing assessment which overlap with the three categories
discussed above include:

formal / informal, alternative, authentic, peer and self-assessment. Formal assessment
includes written examinations or classroom presentations, and usually results in a
grade. Informal assessment

includes observations, interviews and checklists. The term alternative assessment is
most commonly used to differentiate it from traditional assessment by pen-and-paper
tests. Portfolio assessment is a popular form of alternative assessment. Authentic
assessment is the term to describe the use of real-world tasks to demonstrate how far
the student has acquired the essential knowledge and skills that are the focus of the unit
of instruction. As such, an authentic assessment task differs from, for example, a

traditional multiple-choice format. Peer-assessment is the evaluation by a peer of an

36



another student's work in progress. This is most often conducted using a checklist
provided by the teacher, at a stage where the student can act on the feedback to
improve the work. Self-assessment is the assessment by the students themselves of
their understanding and skills. It can take place during the course of a unit (formative) or
at the end (summative). Feedback is an integral part of the assessment process.
Indeed, many types of formative assessment can themselves be regarded as feedback.
Robust researcht tells us that feedback is essential to development, provided that it is
timely, relevant and action-oriented. Summative feedback usually involves grading
according to a set of criteria determined by the teacher. The fair grading of ESL

students is a tricky issue.

The assessment of ESL students

Note: The discussion here will be limited to the assessments that teachers create for
their own groups of students. This excludes all standardized testing and assessments
set by outside authorities such as examination boards. In view of the complex, multi-
faceted nature of assessment in general, it is not surprising that there is no single or
simple solution to the thorny question of how to fairly and reliably assess the subject
knowledge, understanding and skills of ESL students in content classrooms. Indeed, the
issue is even more complicated due to an additional facet or variable, namely the level
of English proficiency of the ESL student. Nevertheless, it is hoped that the comments
and suggestions offered below will make it possible for mainstream teachers to create
assessment that are fair and reliable measures of the content knowledge and skills of
the ESL students in their classes at all stages of their English language

development. The fundamental problem is determining how students can demonstrate
knowledge and understanding when their English is limited. This limited English makes
both language input and language output difficult. Input is the language that students
must understand in order to undertake the assessment task (in other words, the written
or oral instructions given by the teacher). Output is the language that students must
produce in fulfilment of the task requirements. The solution to the problem in respect of
any given assessment may be one or a combination of three practices: provision of an

alternative task, modification of the task, and offering various other accommodations.

37



Providing ESL students with a different way to demonstrate knowledge and skills (i.e.
alternative assessment) is often the only sensible choice for those with low English
proficiency. Having them do the same assessment as the native speakers in the class
can be a demoralizing experience — particularly if they understand the content but do
not yet have the English to articulate this understanding. There are numerous types of
alternative assessment which reduce or even remove the language input and output
demands of a task. These including nonverbal strategies such as pointing or drawing
and role plays, graphic organizers and sentence starts. Portfolios, containing a variety
of different work products (such as writing samples, labelled diagrams or pictures,
checklists, audio files), are a good way for students to demonstrate their developing
knowledge and skills. They can be used as an alternative to summative assessments
based on final written examinations. Here is a brief overview of alternative assessments
for ESL students. In many cases, particularly for students who are more proficient in
English, teachers may wish all students to do the same written assessment. This is
where modifications of the language input have a part to play. There are several
aspects of written language that can make it more difficult for ESL students to quickly
understand what the assessment task requires of them. Modifying the language of the
task can be done without changing its content or cognitive challenge. This makes for a
test that is fair for ESL students. Elsewhere on this site is detailed advice on identifying

and modifying aspects of written language input that are likely to cause difficulty:

Preparing ESL-friendly worksheets and tests.

As for output, ESL students can be given a version of the test that contains sentence
starts or sentence frames. This reduces the amount of English that they must produce
themselves. The third way to ensure a fair test for ESL students is to offer them various
accommodations. The most obvious and important of these is to allow them more time
to complete the assessment. Other strategies include: permitting use of a dictionary,
reading the question aloud to the student, explaining the question or words in it

orally, allowing the student to give the answer in the mother tongue, which is then
translated by an English-proficient native peer, having the ESL teacher pre-teach key

vocabulary, showing the test paper to students in advance so that they know what to
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expect, discussing model answers to tasks similar to those on the test, discussing how
the assessment will be graded (e.g. via a rubric), not including language criteria in the
calculation of the final grade. Some of these accommodations may be considered
appropriate for all students, not just those with limited English proficiency.

Feedback and grading

Clearly, subject teachers have various ways of giving ESL students appropriate
feedback about their developing subject knowledge and skills. The question arises,
however, as to the feedback they should be giving about language errors. There are
suggested answers elsewhere on this site: grammar, spelling, pronunciation.
Determining a fair grade for a piece of work done by an ESL student is a complex
matter. Theoretically, it is desirable if the grade for individual students at their various
levels of English proficiency is based on what they can do, rather than what they can't.
But in practice it is often difficult to achieve consistency, fairness and transparency for
all students. This site has a brief answer to the question How should | grade my ESL

students? which might work for some teachers in some assessment contexts.

A final thought

It is a good idea to consult with the student's ESL teacher when planning to give an
important

assessment. He or she can offer advice on the language demands of the assessment
tasks and suggest

appropriate accommodations based on the language proficiency of the student. ESL
teachers at FIS are always happy to undertake the linguistic modifications that are
necessary to make for a more manageable task - or even to write an alternative

assessment so that the student has the best chance to demonstrate understanding and

skills.

EL Newcomer Regular Classroom Observation Checklist
Student Name: School:
Grade Level : Teacher(s):
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Before Classroom Visit:
e US Entry Date

Country of Birth and Native Language (possible L1 resources)
ACCESS or WAPT scores

Student with Interrupted Formal Education (SIFE)
Sociocultural Factors (arrival in US, culture shock, et.)

L1 Literacy Pre-Assessment

During Classroom Visit:
® Observing Teacher Strategies & Behaviors

O Placement of Student Seating

O Integration of Visuals to Match Oral Instruction

O Monitoring of EL Newcomer Engagement

O Best Instructional Practices Inclusive of EL Newcomer

O Promotion of Listening/Speaking/Reading/Writing skills

O Modified assignments and assessments to match English language
proficiency

O Text-Rich Classroom Environment

o Comprehensible Speech

o WIDA Classroom Supports

o)

o)

o)

During Classroom Visit (con’t):
e Observing EL Newcomer Student Participation & Behaviors

O Proximity of EL Newcomer to teacher
O Level of Student Focus and Engagement on Teacher during Whole
Group Instruction
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Appropriate use of Language Buddy Pairs

Comprehensibility of Assigned Academic language and content tasks
Appropriateness of student behaviors impacted by cultural factors
Student Materials Available and Organized

O O O O O O o o

After
e Feedback/Notes from Teacher and Student Classroom Observation(s)

Feedback Form
e Share the Toolkit “Strategies for Supporting and Instructing EL Newcomer
Students”
Follow-up with content and language rich resources
Plan for Possible Future EL Newcomer Observations and ongoing Support

*Created by Alamance-Burlington School System ESL Department (North Carolina) 2016
EL Newcomer Classroom Observation Feedback Form

Student Name: Grade Level: School Name:

41



Teacher Name:

Subject Area:

LOOK FOR:

-

->

Placement of Student Seating

Integration of Visuals to Match Oral
Instruction

Monitoring of EL Newcomer
Engagement

Best Instructional Practices
Inclusive of EL Newcomer
Promotion of
Listening/Speaking/Reading/Writing
skills

Modified assignments and
assessments to match English
language proficiency

Text-Rich Classroom Environment
Comprehensible Speech

WIDA Classroom Supports

Observations:

Recommendations:

*Created by Alamance-Burlington School System ESL Department (North Carolina) 2016
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