Preface

The Need for This Book and Chart
Demographics in America’s classrooms are rapidly changing, ushering
in the inarguable necessity of every teacher embracing the responsibility to educate every student in the classroom. Despite the compelling
fact that new and diverse learners come from a variety of experiential,
educational, cultural, and linguistic backgrounds, some teachers in
schools across the United States have continued to employ pedagogy addressing only the needs of “mainstream” homogeneous students. At the
same time, the number of English language learners (ELLs) increased
57% between 1995–96 and 2005–06, to more than 5 million students
nationwide, or 10% of the nation’s preK–12 students in 2006 (Office of
English Language Acquisition, 2007).
Interestingly, the largest proportion of ELLs in the United States
were born in the United States (Capps et al., 2005). In 2007, 75% of
school-age children who spoke a non-English language at home and who
spoke English with difficulty were speakers of Spanish, while 12% spoke
Asian/Pacific Islander languages, 10% were speakers of Indo-European
languages, and 3% spoke yet other languages (National Center for Education Statistics, n.d., ¶ 5).
U.S. classrooms include a significant number of U.S.-born and immigrant children from families who have immigrated from Mexico, Central
America, and South America, as well as a multiplicity of other countries
around the globe. Often, the working-class parents of these students
may have brought them here when seeking better jobs and improved opportunities for their children. In addition to specific educational, linguistic, and cultural needs, these ELLs may also have needs related to
their socioeconomic status. Implementing a variety of support strategies
can offer teachers, school districts, and communities a multitude of opportunities to enhance the success of ELLs and their families.
A subgroup of K–12 ELLs includes children of professionals who
have come to work or study in the United States. These students may
well be on grade level and ready to immediately participate and perform
in U.S. classrooms. They often possess highly developed literacy skills
in their first languages that will serve them well as they acquire English.
Many other ELLs in U.S. classrooms are refugees from troubled areas
around the world, a group that is often overlooked and is in need of special consideration. In a display of exemplary humanitarianism, the
United States resettles more international refugees than the rest of the
world’s countries combined (Patrick, 2004). Many of these displaced per-

v
©Caslon, Inc. For authorized use only. All rights reserved.

Preface •

vi

sons were born in or living in stark and dangerous refugee camps for
many years. Such school-age newcomers often arrive in U.S. classrooms
having developed a very specific knowledge base that might have little
relevance to U.S. school expectations in terms of academic preparation,
classroom behavior, grade-level achievement, socialization skills, and
more. Further, these newcomer students present an array of socioeconomic implications that teachers must consider.
An additional group of English learners cannot be overlooked: U.S.born native speakers of English whose language development does not
lend itself to immediate academic applications. In addition to ELLs, these
students will also benefit from the incremental, differentiated approach
outlined in this book. Like their ELL classmates, such native English
speakers, or “standard English learners” (Freeman & Freeman, 2009), will
advance their proficiency in English and in the content areas with appropriate instruction, differentiated according to their linguistic needs.
Instruction using specific strategies that meet the linguistic and cultural needs of the students in one’s classroom is neither optional nor supplemental; it is imperative. While teachers must address the needs of this
growing diversity of students, many are underprepared to do so (Fitzgerald & Graves, 2004; Harper & de Jong, 2004; Kouritzin, 2004). In fact,
as of 2008–09, only three states required that prospective teachers demonstrate competence in the instruction of ELLs (Education Week, 2009).
This book has been developed in response to K–12 teachers’ requests
for guidance in how to differentiate instruction and assignments/assessment for ELLs in their classrooms. These teachers understand that, in
accordance with Lau v. Nichols (1974), providing ELLs only with instruction identical to that designed for native speakers of “standard”
English is not sufficient. Further, such teachers realize that the key to
students understanding content and acquiring the English language simultaneously is through implementing differentiated instruction that
takes into account levels of language proficiency.

The Development of This Work
The chart that accompanies this book was the genesis for this work. Development of the chart was an authentic combination of the authors’ experiences as veteran teachers of ELLs in many contexts, their researchbased professional development and practice, and their strong desire to
contribute to the successful instruction and assessment of ELLs across
the state of Iowa. The first iteration of the chart appeared in Educating
Iowa’s English Language Learners: A Handbook for Administrators and
Teachers (Iowa Department of Education, 2007) when the authors added
teacher and assessment strategies to a “Language Acquisition Chart”
adapted from Grognet, Jameson, Franco, & Derrick-Mescua (2000). Later
revisions of the chart were distributed to various educators at workshops conducted by the authors.
The final version of the chart accompanying this book evolved from
earlier iterations through a lengthy process of rewriting and refinement
as the authors developed increased insight into effective differentiated
assessment and instruction for ELLs through the reading of educational
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research literature, the practical application of information and strategies, and discussion with a variety of stakeholders in the educational process. The student descriptors, formerly focusing on Iowa definitions of
proficiency, were rewritten for listening, speaking, reading, and writing,
aligning with the Teachers of English to Speakers of Other Languages
(TESOL) PreK–12 English Language Proficiency Standards (Gottlieb,
Carnuccio, Ernst-Slavit, Katz, & Snow, 2006). Both the instructional and
assignment/assessment strategies were also expanded to target the language domains of listening, speaking, reading, and writing in order to
more comprehensively address the needs of ELLs. Research and best
practice informed this process.

A Word About English Language Proficiency Levels in Different States
As stated previously, the five English language proficiency levels described in this book and its accompanying chart are based on TESOL’s
national English language proficiency standards. Since these standards
are an augmentation of the WIDA (World-Class Instructional Design
and Assessment) English language proficiency standards, teachers in
WIDA states and teachers in those states whose language proficiency
levels are based on TESOL’s national standards will find clear alignment
between the student descriptors and guidance for instruction and assessment herein and the English language proficiency standards with
which they are familiar. However, educators in states that have made
use of proficiency levels not closely aligned with the TESOL or WIDA
standards may need to make adjustments when implementing the guidance presented in the book and on the chart. For instance, a given state’s
definition of a Level 3 student may more closely align with our description of a Level 2 student. Readers are urged to determine how the language proficiency levels used in their states align with the student descriptors described here and to implement the direction provided in the
book and chart accordingly.

The Organization of the Book and Chart
The first two chapters of the book lay a foundation for the remainder of
the volume by enumerating the student factors that teachers of ELLs
must consider, explaining both the value of knowing one’s students and
ways to accomplish that goal, detailing general guidelines for working
with ELLs, outlining the language acquisition process, discussing perspectives on culture that inform the information presented, and elucidating the general instructional and assignment/assessment strategies
listed on the chart.1 Following the model of backward lesson design
1
Note that the instructional and assignment/assessment strategies presented on the
chart and in the book are not intended to be an exhaustive list, but rather, a starting point
for teachers to use in differentiating assignments/assessments and instruction for ELLs
at different proficiency levels.
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(Wiggins & McTighe, 2006) where assignments/assessments are planned
prior to the development of lesson plans, Chapters 3 through 7 describe
students at each of the five proficiency levels with scenarios based on
real students and discussion rooted in the student descriptors found on
the chart. (Note that the student descriptors on the chart and in the book
are general in nature and must be taken in grade-level context.) After describing two students at a given proficiency level,2 Chapters 3 through 7
each provide a sample assignment differentiated for students at that
chapter’s focal proficiency level, using a “mini-template” based on the
full assignment/assessment differentiation template presented in Chapter 8. The mini-templates also include descriptions of types of scaffolding and support that would be appropriate for students at specific proficiency levels in order to successfully complete the task. Further, the
mini-templates in Chapters 3 through 7 contain guidance regarding appropriate expectations and scaffolding and support for students at the
next level of proficiency as a reminder to teachers that they must continually push ELLs to higher levels of achievement.
Following the template-based sample assignments, each chapter enumerates specific, accessible standards-based assignment/assessment strategies that can be used to assess ELLs at that given proficiency level. Finally, each chapter explains a range of ways that teachers can provide
comprehensible instruction that ensures that students are able to meet
the expectations of differentiated assignments and assessments.3 The last
chapter in the book brings all this information together by assisting readers in thinking about students at all five proficiency levels simultaneously. This purpose is accomplished through the use of student-focused
classroom scenarios at the elementary, middle, and high school levels
(again, drawn from real student examples in the authors’ experience) and
through the use of the full assignment/assessment differentiation template to design differentiated assignments/assessments and instruction at
all five levels of English language proficiency. Though the topic of collaboration among educators who serve ELLs is addressed throughout the
book, the final chapter provides additional guidance in this regard, as well
as discussing the scoring of differentiated assignments/assessments.

How to Use the Book and Chart
Educators are urged to read the book through from start to finish in order
to understand how to effectively implement the information presented
2 One student in each chapter has received limited formal schooling, while the other
is more or less on grade level in his or her sending country.
3 Note that some of the strategies listed within a given level of proficiency may also
be appropriate for other levels of proficiency. When this is the case, different examples
are provided for those strategies in chapters that focus on subsequent proficiency levels.
The repetition of strategies in multiple proficiency levels both on the chart and in the
book is by design because of the utility of those strategies with students at more than one
proficiency level and based on the recognition that some teachers may use the chart and
book to focus only on particular proficiency levels.
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on the chart; the use of the two documents in tandem will empower
teachers to differentiate assignments/assessment and the corresponding
instruction for culturally and linguistically diverse students in their classrooms. The use of both resources together is critical, particularly since
the book provides extensive description and a wide range of specific examples regarding how to implement the strategies listed on the chart.
We do, however, recognize that, based on individual needs, some teachers may elect to only read certain chapters because they work with students who only represent certain proficiency levels. In these cases, we
recommend that readers begin with Chapters 1 and 2 before proceeding
to the chapters that focus on the specific language proficiency levels of
interest. The foundational information presented in those chapters is essential to the differentiation process, and many important concepts and
strategies are presented therein. Readers are also guided to make use of
the end-of-chapter professional development activities and resources
and the templates found throughout the book. The activities, resources,
and templates offer teachers practical ways to put the information and
recommendations from the chart and book into practice. Further, as
teachers read the book and refer to the chart, we recommend that they
always be thinking in terms of how to apply the information to the
needs of specific students in their own contexts. Once teachers have
grasped the depth and breadth of the information represented by the
chart through reading the book, the chart is meant to be posted in their
classrooms as a ready reference for the creation of appropriately differentiated assignments/assessments and lesson plans.
This book does not aim to provide guidance in exactly how to set up
lesson plans. Many fine resources already in existence address that endeavor very capably (e.g., Echevarria, Vogt, & Short’s SIOP Model, 2008).
We fully support the importance of building background knowledge and
experiences for students, ensuring that input is comprehensible, using
effective strategies, creating opportunities for interaction, and other
facets of lesson planning addressed in the SIOP Model and other resources. What this book and the accompanying chart uniquely offer is
explicit guidance in how to differentiate expectations for students at
each proficiency level, based on a firm understanding of student capabilities at each level of language proficiency. (This differentiation is addressed in the form of language objectives in many settings.) This guidance comes from the student descriptors for each proficiency level, from
the strategies for instruction and assignments/assessment at each proficiency level, and from the template used for individual levels of proficiency in Chapters 3 through 7 and across all five levels of proficiency in
Chapter eight. This template enables teachers to operationalize appropriate expectations for students at all levels of proficiency and to scaffold instruction, ensuring that students can meet those expectations.
We urge readers to apply their learning from this book to whatever format for lesson planning that they find most useful.
We hope that the chart will serve as a daily classroom reference
guide for teachers of ELLs in need of practical instructional and assignment/assessment support. Welcoming newcomers into their classrooms,
these educators can make a world of difference in the lives of English
language learners.
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