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A decade ago, the staff of Barbieri Elementary 
in Framingham, Massachusetts, was dissatisfied 
with the results of our dual language program 
model in the lower grades. The first edition of the 
Guiding Principles for Dual Language Education 
(Center for Applied Linguistics) was just out, 
and we thought it would provide a 
framework to guide us in 
a self-evaluation of our 
program. We quickly 
realized that one area 
for improvement was 
elevating the status of 
Spanish in what is now a 
modified 90:10 two-way 
dual language program.

Our K-5 elementary is 
part of the Framingham 
Public Schools. Our 
community and school 
are diverse, but they are located in a state where 
English is clearly the dominant societal language. 
We recognized that to achieve full implementation 
in the area of language equity, we had some work 

to do—and we’re still working.

First, we looked closely at the 
areas where language equity 
is addressed in the Guiding 
Principles: Strand 5:—Program 
Structure, Strand 6—Family 
and Community, and Strand 
7—Support and Resources. In 
the Program Structure strand, 
language equity is addressed in 
Principle 2: The program ensures 
equity for all groups (B. The 
program promotes linguistic 
equity, and E. Whether the dual 
language program is a whole-
school program or a strand 
within a school, signs and 

daily routines (e.g., announcements) reflect 
bilingualism and multiculturalism).  

The Family and Community strand also 
includes language equity in Principle 2: The 
program has parent education and support 
services that are reflective of the bilingual 
and multicultural goals of the program  
(D. Communication with parents and the 

community is in the 
appropriate language). 

The Support and 
Resources strand 
focuses on this 
equity in Principle 
5: Resources are 
distributed equitably 
within the program, 
school and district  
(B. Equal resources 

exist in both languages within the dual 
language classroom and in schoolwide 
facilities (e.g., library, computer lab, parent 
center, science lab).

We knew that the Guiding Principles were 
important, but we also knew that in reality, 
the primary reason to focus on the status 
of Spanish was the message it sent. The 
language of power in our society is English. 
The messages that our Spanish speakers get 
every day are rarely supportive of who they 
are. Our job, our mission, is to be sure our 
students—70% Latino from many different 
Spanish-speaking countries—hear a different 
message. They need to hear, see, and feel 
that their language, their culture, and their 
identity are as important and as valuable as 
anyone else’s. They need to know they have a 
gift, a gift they will share with their English-
speaking friends. Seeing the elevated status 
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Measuring Success:  
Deepening Instruction, Increasing Student Learning

by Jenny Pfeffer, Teacher Induction Advisor—Racine Unified School District, Wisconsin

I enjoy teaching mathematics, but beginning my 
unit on measurement in our second grade dual 
language classroom was honestly something I 
would put off starting in previous years. Using 
the pictures on the 
workbook pages as well 
as a few unifix cubes 
did not seem very 
motivating for spring, a 
time when students are 
itching to be out in the 
changing weather. Last 
year I taught second 
grade at Wadewitz 
Elementary School 
in the Racine Unified 
School District, where I 
job-shared a classroom 
with Susan Kwapil. I 
taught mathematics in 
Spanish, as did Susan on 
the days she was teaching. She also created, with 
the students, anchor bridge charts in Spanish and 
English throughout the unit.

My desire for this unit was that my students would 
grasp the big idea of how we use measurement in 
our daily lives and could then connect that to their 
own lives. When I was trained in Achievement 
Inspired Mathematics for Scaffolding Student 
Success (AIM4S3™) I hoped for the best, and 
in turn, I received just that. I used the main 
components of AIM4S3™ to enhance my instruction 
and reverse the way I taught math. Instead of 
teaching lessons and hoping for the best at the end 
of the unit, I was deliberate in using the standards 
to plan my unit, including my decisions for goals 
and assessments, as well as daily activities. This 
particular measurement unit turned out to be one 
of my favorite units ever taught, and I think my 
students would be in full agreement. 

As a pre-assessment for schema in measurement, 
we did an inquiry in which the students shared 
their knowledge and questions on the topic. Later, 
in an oral interview, my students expressed that 

they struggled with measuring objects and were not 
clear as to what the U.S. customary or the metric 
system entailed. Although they were familiar with a 
few of the vocabulary words, the meaning was fuzzy, 

and suddenly “kilos” and 
“inches” were meaning 
the same thing! I began 
to closely examine what 
it was that I wanted my 
students to gain from this 
unit. While I cared that 
they knew how many 
inches were in a foot, 
wasn’t it also equally, if not 
more, important that they 
could successfully estimate 
the length of an object 
using the appropriate unit 
of measurement? This 
pre-assessment helped 
to clarify that my focus 

would lie in the estimation and real-life decision-
making that kids would actually use. I wanted them 
to remember that units, or space, can look completely 
different, depending on the use or the need.

Inviting my students to measure their school 
supplies with a ruler gave me a quick validation that 
the majority of my students did not know how to 
successfully measure an object beginning at the edge 
and reading the number of units that corresponded 
to the end point of the object. I realized that my 
students needed to experience that it is the spaces 
on a ruler that are key and not the numbers (Van de 
Walle, Karp, & Bay-Williams, 2012). To help build this 
understanding, we did an activity that drove home the 
idea of equal spacing by providing rulers of different 
sized units to three different groups of students. 
The students were asked to measure and graph the 
number of units of the same object, however they did 
not realize they did not have the same sized units on 
their rulers. When different answers were graphed 
and compared, they saw that nobody was wrong. 
The distances came out to be equal when put on a 
graph with equal spaces. Our numbers appeared 
different because we were not all using the same 

Students collaborate during hands-on rotation stations 
focused on units of measure and measurement. 
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units of measurement. This activity and hands-on 
experience changed the way the students viewed units 
of measurement and opened the door for teachable 
moments regarding nonstandard and standard units 
of measurement, leading us to the metric and U.S. 
customary systems. 

The living walls in my dual language classroom 
made an enormous impact on student growth and 
conceptual understanding, as well as increasing 
my ever-so-lively second graders’ stamina for 
active engagement in my lessons. I facilitated the 
creation of our Compendium—a class resource chart 
including key vocabulary, 
visual representations of key 
content we were studying, our 
standards, and the students’ 
inquiry questions. When 
building the Compendium, I 
used real life examples such as 
measuring and recording the 
difference in height between 
two friends in the class. Later, 
excitement filled the room as 
children eagerly found and 
compared the differences in 
height among their friends 
using our work on the 
Compendium as a support. 

The connections made 
among estimation, 
measurement, and 
subtraction made the 
knowledge accessible 
for all students and relatable to past units. Having 
the standards right in front of us helped to keep us 
focused. Now more than ever I noticed kids actively 
using my walls to aid in their learning. They used 
the supporting anchor charts, created by my co-
teacher Susan Kwapil, as well as our Compendium 
in almost every lesson. These bridge charts helped 
students connect their two languages through the 
unit content as well as compartmentalize the attributes 
of measurement. The visuals aided the students in 
answering their own questions and helped the concepts 
stick because students were identifying the cognates 
and key terms. Embracing the living walls, students 
soon came to understand that our creations were tools 
for learning as well as a lighthouse for key concepts.

We did a number of interactive read alouds 
throughout the unit, including titles such as Eric 
Carle’s Inch By Inch and How Big is a Foot, by 
Rolf Myller, to further extend the theme around 
measurement. Students recognized the challenge 
of non-standard units of measure in How Big is a 
Foot because of their early explorations in this unit. 
The students and I saw the connections made as we 
reviewed the Stop and Jots (Listen and Respond). 
The transfer of knowledge amazed me as much 
as it did the kids. For the first time in a long time, 
everyone had an image in mind to sketch with the 
new schema they held. 

This measurement Compendium, built with students during the first part of 
the unit, became a living document as pieces were processed and highlighted 
during students’ continuing investigations. The anchor chart below supported 
students in understanding measurable attributes and the language used to 

talk about them. It was part of “The Bridge” lessons during this unit. 
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por Linda Varela—Escuela Secundaria Truman, Escuelas Públicas de Albuquerque

—continúa en la página 5—

¡Conversemos! 

¿Cuántas veces han escuchado algunos maestros 
decir, “esos alumnos no trabajan, solo se la pasan 
hablando”? O ¡Esa maestra ha perdido el control de 
su clase! Tradicionalmente, la percepción de una 
clase exitosa ha sido el imagen de un alumnado 
trabajando en silencio. Sin embargo, la realidad no 
es así. Por lo contrario, varios estudios muestran 
que los alumnos hoy en día aprenden mejor cuando 
conversan sobre el tema. 

El hecho de tener 
una conversación 
enriquecedora, nos 
permite ver y apreciar 
diferentes perspectivas, 
construir ideas y resolver 
problemas mutuamente. 
En particular las 
conversaciones académicas 
motivan a los estudiantes 
a pensar y aprender 
de una manera más 
significativa y duradera. 
Conversaciones 
académicas son diálogos 
recíprocos, en los cuales los estudiantes se enfocan 
en un tema en específico y así lo enriquecen 
mediante la construcción de ideas relevantes para 
debatir dicho tema.

Por desgracia, las conversaciones académicas 
no están presentes en muchas aulas hoy en día. 
Tradicionalmente, el maestro/a imparte su clase,  
en donde los alumnos solo escuchan y toman 
notas, con la esperanza de que los alumnos 
realmente comprendan lo dicho por el maestro. 
Muchas veces esto no avanza más allá de las 
respuestas cortas de un “sí o no” a las preguntas del 
profesor. Incluso, ciertos programas curriculares 
de enseñanza se niegan a incorporar la práctica de 
conversaciones académicas. 

Sabemos que es importante obtener la atención 
y mantener a los estudiantes interesados y 
comprometidos en sus estudios. Permitir que 
los alumnos conversen entre ellos mismos sobre 
el tema fomenta su éxito académico. Claro que 
hay una diferencia entre platicar y tener una 

conversación académica. Es normal que a veces los 
alumnos quieran platicar sobre cualquier otro tema, 
por eso como maestros es importante capacitar a 
los estudiantes de cómo mantener una conversación 
centrada, respetuosa y reflexiva. Una actividad 
efectiva para mostrarle a los alumnos las diferencias 
entre platicar y conversar académicamente es 
conocido como “La pecera” (“Fish Bowl”). Aquí, se les 
presenta la pregunta o tema de enfoque para iniciar 
la conversación, pero antes se les da tiempo de pensar 

en las posibles respuestas 
a la pregunta. Después, se 
eligen dos alumnos que 
inicien la conversación. 
Los demás alumnos 
observan mientras esperan 
que haya oportunidad para 
poder colaborar. Ya si el 
maestro(a) desea, puede 
crear una rúbrica para 
calificar a los alumnos. 
Inclusive, ellos mismos 
se pueden calificar. Es 
importante tomar en 
cuenta a los alumnos que 

quieran aportar a la conversación al igual que animar 
a los alumnos tímidos. Todos los alumnos pueden 
contribuir al final de cuentas de tal manera. 

Educadores, investigadores y estudiantes están 
descubriendo los beneficios y ventajas del aprendizaje 
cooperativo, activo, y comprometido. Esto incluye las 
conversaciones académicas.

Las conversaciones académicas fomentan lo siguiente:
v	 promover la colaboración;
v	 vocabulario académico y la gramática;
v	 habilidades de pensamiento crítico, como 

la persuasión, interpretación, consideración 
de perspectivas múltiples, evaluación y 
aplicación;

v	 habilidades de alfabetización, como el 
interrogatorio, predicción, conexión con el 
conocimiento previo, y el acto de resumir;

v	 comprensiones complejas y abstractas en las 
áreas de contenido;

¡Listos, a conversar, acción!



                                             

Soleado—
Spring 20

16

DLeNM

Prom
ising practices...

5

—continuación de la página 4—

v	 negociar significado; 
v	 interacción con el texto;
v	 apoyo en el idioma materno;
v	 garantizar el tiempo suficiente para el 

procesamiento y la metacognición; y
v	 promover las habilidades del siglo 21.

Para iniciar la práctica de conversaciones académicas 
en el aula, debemos comunicarles a nuestros alumnos 
el propósito del acto de conversar. Aquí es cuando 
uno puede establecer las normas. Antes de iniciar 
cualquier conversación, la meta o el propósito de la 
conversación debe estar clara con los alumnos para 
que así los alumnos tengan un enfoque y aprecien 
más la conversación. Adicionalmente, describir juntos 
la diferencia entre una conversación académica a 
comparación de una plática entre amigos. Para esto lo 
podemos actuar para que los alumnos vean realmente 
cómo debe ser y cómo no debe ser. Esto debe hacer 
que el alumno vea y comprenda la importancia 
de escuchar y comentar respetuosamente. Cabe 
mencionar, que es crucial recordarle a los alumnos 
que deben conversar sobre el tema asignado (Zwiers & 
Crawford, 2011, p.30).

Asímismo, la manera en que se distribuyen los 
alumnos en el aula, influye en el aprendizaje, 
interacción y compromiso; por lo tanto, mejora la 
retención. Cuando los alumnos están sentados en 
grupos en vez de filas, se facilitan más la conversación 
académica y el trabajo cooperativo en equipo. Yo, 
como maestra bilingüe de 7mo grado de Estudios 
Sociales (Historia de Nuevo México), asigno a 
mis alumnos a sentarse en equipos de 4-5 según 
sus necesidades y habilidades para balancear el 
aprendizaje y asegurar que todos participen en grupo. 

Como educadores debemos capacitar a nuestros 
alumnos para percibir cuándo sus compañeros no 
entienden. Se sugiere que el hablante debe asegurarse 
frecuentemente que sus compañeros lo están 
entendiendo. Algunas maneras de preguntar son: 
¿Me explico? ¿Cómo la ven? Así de tal manera los 
mismos alumnos se convierten en educadores dentro 
de su grupo. La clave es que los alumnos sepan cómo 
reconocer si sus compañeros no comprenden algo y 
tomarse el tiempo de explicarlo adecuadamente a su 
nivel. Una manera en la cual se puede enterar uno 
que no están entendiendo es fijándose en el lenguaje 
corporal; es decir, ver algún gesto que demuestre que 

no comprende. También, cuando algún compañero 
no aporta a la conversación puede ser porque no 
comprende. El reconocer estos actos puede ser útil. 

Sin embargo, muchos alumnos hoy en día no 
saben cómo hacer preguntas apropiadas que no 
los avergüence ni que ofenda a su compañero/a. 
Este es otro concepto que debemos enseñarles a 
nuestros alumnos. Según Zwiers y Crawford (2011), 
conversaciones efectivas son las que aclaran y se 
enfocan en detalle en el tema. Debemos entrenar a 
nuestros alumnos a preguntar más que un ¿cómo? 
y un ¿por qué? Por ejemplo: ¿Cómo se conecta eso 
con nuestra pregunta? ¿Por qué es relevante? ¿Cuál 
es tu lógica? ¿A qué te refieres? Los alumnos deben 
aprender cómo aceptar y contestar tal pregunta con 
humildad. Mis alumnos en grupos crean y escriben 
frases que quizás puedan decir o pensar, y piensan 
en mejores maneras de decirlas. Todos deben estar 
de acuerdo con lo escrito, y así lo utilizan como 
referencia durante la conversación. 

Dentro de una aula de respeto, preguntas de 
investigación y exploración deben ser bienvenidas.
Así también, los alumnos deben ofrecer sus 
opiniones de una manera más constructiva y 
académica. Por ejemplo: Eso es tonto vs. Yo estoy 
en desacuerdo por… ¿Y qué? vs. Me puedes resumir 
eso, ¡Que chido! vs. Eso me parece excepcional, y Así 
como sea vs. No estoy seguro/a a lo mejor hay que 
revisarlo (Zwiers & Crawford, 2011, p. 99).

—continúa en la página 13—

 Frases claves
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Selecting Linguistically and Culturally Humanizing Literature  
for Emergent Bilingual Students

by Laura Alamillo, PhD—California State University, Fresno

—continued on page 7—

In the context of newly adopted standards, there is 
a pressing need for teachers to select culturally and 
linguistically humanizing text that engages students 
and supports deeper learning. This comes at a time 
when it is also increasingly important to address 
identity and the socio-emotional development of 
diverse students. In this article, I consider selection 
of Chican@ children’s literature as a tool for culturally 
responsive teaching (CRT), developed by Geneva Gay 
(2000), in an emergent bilingual classroom. 

Culturally responsive teaching involves using the 
cultural knowledge, prior experiences, frames of 
reference, and performance styles of ethnically 
diverse students to make learning encounters 
more relevant to and effective for them. It teaches 
to and through the strengths of these students. It is 
culturally validating and affirming. (Gay, 2000) 

The use of Chican@ children’s or adolescents’ literature 
provides students access to text that touches their lives, 
represents who they are, and respects and validates 
their home language and culture. The selection of 
accurate and authentic children’s literature is essential 
in order to avoid presenting stereotypical images and 
to humanize the experiences of emergent bilingual 
students. In exploring the use of the literature for 
my dissertation, I worked with a Central Valley 
newcomer fourth-grade classroom in California. 
Writers such as Anzaldúa (1993), Herrera (2003), 
Soto (1997), and Alarcón (2005) published literature 
geared for younger audiences. I wanted to find out 
to what extent children identified with text that had 
culturally and linguistically diverse themes. The 
text was going beyond romanticized notions of the 
Chican@ community (nostalgia of Mexico, piñatas, 
etc.) and touching on issues of race, immigration, 
border issues, transnationalism and other important 
topics taking place in the United States. 

Shortly following my dissertation, I investigated 
the same topic by finding out to what extent a 
classroom of emergent bilingual students connected 
linguistically and culturally to Chican@ children’s 
literature, specifically literature focusing on issues of 
border crossing or transnationalism: Super Cilantro 
Girl (2003) and My Diary From Here to There (2002). 

Evaluation Criteria and Text Selection
I characterized both these texts as Chican@ children’s 
books (Alamillo, 2007) based on the following criteria 
I established for teachers to evaluate literature. Both 
books were written in Spanish and English, and both 
provide a space to read in two languages.

1.  Who is the author? Does he or she describe a personal 
connection to the book? What are her/his intentions?

2.  Copyright and publisher? Does the publisher have a 
commitment to producing culturally relevant text?

3.  Who is the main character? The secondary character? 
How are they portrayed?

4.  Look at their physical features and language choices. Are 
they authentic portrayals? How do you know?

5.  Are there any cultural stereotypes? Language stereotypes?
6.  Is the book bilingual? How are languages presented? Is 

there code switching or translanguaging? Does it seem 
accurate? Is it a translated story? Who translated it? 
Castilian Spanish? Is it consistent with the language the 
readers speak? 

7.  Is the selection rich in cultural details? Is it a romanticized 
portrayal or nostalgic? 

8.  Does the text invite reflection, critical analysis, and 
response? In what way?

9.   Is the book engaging? Would it be engaging to all readers?
10. Does it initiate reflection, transformation and action?
11. Where does the story take place? State? Urban or rural?
12. Did the author make a transition from adult novels, fiction,        

or poetry to children’s literature? How do you know?
13. What is the overall theme of the book? Immigration,  

 Family, Border Issues, Gender, Bilingual/translanguaging,  
 Unique home settings, Urban context, Popular Culture,  
 Family relationships, Overcoming obstacles,    
 Maintaining Traditions, Organizing, Contributions...

These considerations allowed the selection of these 
two books for a pilot study. In order to use literature 
in a humanizing manner, I proposed that educators 
consider issues of accuracy and authenticity, as well as 
insider/outsider perspective and the overall theme of 
the book. The above criteria (Alamillo, 2007) initiate 
discussions among teachers on themes in the book and 
are fluid in that the ideas presented do not solely define 
the experiences of the Chican@ community.
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Super Cilantro Girl  
by Juan Felipe Herrera
Super Cilantro Girl (Herrera, 
2003) takes place along the 
U.S.-Mexican border. The 
main focus is a young girl 
confronting the detainment 
of her mother at the border. 
The main character finds 
a way to save her mother 
from detainment. With the 

help of the grandmother, she imagines herself as a 
superhero, dressing in green leotards, cape, and mask as 
she flies across the border to save her mother from harm. 

I selected this text because the author, Juan Felipe 
Herrera, made a conscious choice to address the 
issues of border detainment and the family separation 
resulting from these drastic measures in our country. 
This issue is extremely relevant in light of the 
recent mass deportations. This book also reveals an 
empowering, strong, young girl taking action to save 
her mother. This text represents young girls as active 
agents in their community.

My Diary From Here to There by Amada Irma Pérez
This story (Pérez, 2002) recounts the experiences of 
a young Mexican girl coming across the border with 
her family. Through diary entries, readers get a first-
hand account of a girl confronting forced acclimation 

and leaving a close friend 
behind. The story provides 
rich details as to how this 
young girl copes with 
crossing borders. I selected 
these two stories because 
both provided alternative 
images of young emergent 
bilingual girls. 

Children’s Voices in Response to the Literature
There was an overall enthusiastic response from the 
children. They asked if we were going to read “the 
book about the superhero.” The teacher expressed 
enthusiasm towards both books in comparison to the 
required anthology, and the teacher reported positive 
responses from the students. She later replicated the 
program in summer school. 

Counterstories to “Immigrant Experiences”
The children’s responses countered traditional 
views of emergent bilingual children. The students 
identified with the characters’ actions in both books. 

Yo siempre protegería a mi familia como la niña en el 
cuento. I’d always protect my family as the young girl 
in the story. 

The students either wanted to be the main character 
or expressed wanting to help their families under 
similar circumstances. Initially, the students laughed 
at the notion of a young girl being the Cilantro Girl, 
but as we delved deeper into the story, the children 
came up with fascinating connections to the text. 

The children responded positively to My Diary 
From Here to There. The book reminded them of 
their experiences coming to the United States.

Mi historia es muy dificil por que cada vez que lo 
cuento, lloro. Estaba en Acapulco, mi mamá se vino 
a los E.U. con mi hermano . . . Mi mamá se vino par 
aca para que nosotros estudiaramos y aprendieramos 
inglés. Mi papá quería venir porque no tenía dinero. 
My story is very difficult because every time I retell 
it, I cry. I was in Acapulco and mother came to the 
U.S. with my brother . . . My mother brought us so we 
can receive an education and learn English. My father 
wanted to come because he didn’t have money. 

I noticed that even though the students were 
reporting sadness and grief, the books served as 
a vehicle in allowing them to share their stories. 
This “third space” (Gutiérrez, 1998) allowed for 
counterstories to emerge. 

Yo me sentí triste y feliz cuando me dijeron que iba a 
venir. Me imaginaba que iba a vivir en un edificio con 
jardin, pasto, flores. Cuando vine, vi muchas cosas 
chiquitas. Todo es feo para mí y me sentí muy triste. 
Pero, como el libro, mis hermanas estaban felices y 
también mi mamá. I felt sad and happy when they 
told me I was coming. I imagined I would live in a 
building with a garden with grass, flowers. When I 
came I saw a lot of little things. Everything was ugly 
and it made me feel sad. My sisters and mother were 
happy like in the book. 

Yo recordé cuando no vino mi mamá y le pedí a Dios 
que mi mamá volviera a casa. I remember when 
my mom didn’t come and I asked God to bring my 
mother back home.
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by James J. Lyons, Esq., Senior Policy Advisor—Dual Language Education of New Mexico

On December 15, 2015, President Obama signed 
the Every Student Succeeds Act (ESSA), the latest 
reauthorization of the Elementary and Secondary 
Education Act of 1965 (ESEA). In so doing, the 
President laid to rest the 2002 No Child Left 
Behind Act (NCLB) eight years after its scheduled 
termination (it lived past 2007 due to automatic 
extensions, a standard feature of most federal laws). 

The ESSA was the product of intense and protracted 
closed-door negotiations over the summer and fall 
by a joint House-Senate Conference Committee 
to resolve differences between different ESEA 
Reauthorization bills passed by each chamber in 
July. Although Republicans control both bodies, 
some of the differences were major and several 
would have had a particularly negative impact on 
students who come to school speaking a language 
other than English.

This brief article will not attempt to address all 
of ESSA’s provisions relevant to dual language 
educators. Indeed, many provisions of ESSA are 
subject to Department of Education regulations 
which are still to be written. For those of you who 
want to follow in detail the development of this 
new law, the U.S. Education Department has set 
up a website, http://www.ed.gov/essa. A word of 
caution about this website: it is written from the 
Administration’s perspective and does not present 
information at variance from that perspective. 

In the Fall 2015 issue of Soleado, as the Conference 
Committee was just beginning its work, I highlighted 
three major issues that were of paramount interest to 
dual language students and their teachers. All three 
concerned features of the House-passed Student 
Success Act that were not included in the Senate-
passed Every Child Achieves Act. 

First, the House bill proposed to turn the ESEA into 
a “block grant” program merging existing separate 
programs for English learners, migrant students, 
and neglected and delinquent children into the 

larger Title I program for economically disadvantaged 
students. Schools would be free to spend Title I 
funds on any of the different student populations, 
but would not be required to spend federal funds on 
all of the different student populations they enrolled. 
The House acceded to the Senate, and the current 
separate categorical programs, including Title III, 
are maintained under the ESSA.

Second, the House bill limited ESEA Title III 
appropriations for the 5 years covered by the bill  
(FY 2016-2020) at FY 2015 levels with no increases to 
account for inflation or student population growth. 
Given that English learners constitute the fastest 
growing segment of our student population, and 
given the fact that Title III appropriations for FY 
2015 ($737,400,000) were only $7.4 million higher 
than when President Obama took office, not even 
enough to cover inflation, (it should be noted that the 
President did not ask for increased Title III funding in 
most of the budgets he sent to Congress), this cap on 
future appropriations would have been disastrous. The 
Senate bill ducked the issue altogether by authorizing 
“such sums as may be necessary” for FY 2016-2020. 
The Conference Committee recognized the serious 
need to increase future Title III appropriations. 
ESSA authorizes $756,332,450 for fiscal year 2017; 
$769,568,267 for fiscal year 2018; $784,959,633 for 
fiscal year 2019; and $884,959,633 for fiscal year 
2020 for Title III programs.
 
Third, the House bill, but not the Senate bill, 
provided for “portability” of Title I funds. If a student 
transferred to another school, regular or charter, the 
Title I funds would be transferred to the new school. 
Equity advocates view “portability” as the first step 
towards establishing a “voucher” program which 
could provide federal funding for private schools; 
they also object to “portability” as a mechanism that 
reduces funding for schools which are impacted by 
concentrations of poor students. The compromise 
ESSA bill does not authorize the “portability of 
Title I funds.

Reauthorizing the Elementary and Secondary Education Act:  
A Done Deal

—continued on page 9—
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In analyzing laws, it is always important to step 
back so that one has perspective to discern major 
policy themes. Details are important, but undue 
concentration on them sometimes distorts or 
obscures our appreciation of “big picture” reality. 

The fundamental theme of ESSA is that it effectuates 
a fundamental change in the locus of decision-
making about the policy and practice of education. 
The 2002 NCLB brought about an unprecedented 
degree of federal control of public education which 
historically has been the province of state and 
local government. NCLB dictated a narrow and 
arguably warped vision of quality education—high 
student scores on standardized English language 
arts and mathematics tests—for all students. NCLB-
mandated sanctions included the loss of federal 
funds on schools that did not “measure up” on  
these standards. 

Former Education Secretary Arne Duncan used 
the fiscal plight of public schools in the midst of a 
deep recession and widespread dissatisfaction with 
NCLB requirements to leverage a new, even more 
prescriptive set of so-called educational “reforms” 
through his multi-billion-dollar “Race to the Top” 
discretionary grant program and by dispensing 
“flexibility waivers” from NCLB strictures. In fact, 
many of Duncan’s prescriptions—linking teacher 
pay to student test performance, promoting charter 
schools, closing “failing schools,” mass firings of 
school staff, and funding programs to facilitate 
the hiring of teachers who lacked professional 
preparation for teaching—dramatically expanded 
federal micromanagement of public education. 
Worse still, most of the Administration’s educational 
prescriptions lacked the evidentiary justification 
of reputable research and hard facts. While this 
federal overreach was supported by big-money 
edu-interests and some prominent billionaire 
“philanthropists,” it enraged many educators, 
parents, taxpayers, and elected officials. Against 
this background, ESSA is best viewed as “remedial” 
legislation; it is replete with provisions forbidding 
future Education Secretaries from “regulating,” 
“attempting to influence,” or “interfering” with the 
conduct of public schooling. 

ESSA continues the NCLB testing regime and 
requires the reporting of test results disaggregated 
for major racial and ethnic groups, students 
by gender, socioeconomically disadvantaged 
students, English learners, students by migrant 
status, student with disabilities, homeless 
students, students in foster care, and military-
connected students. States, rather than the federal 
government, are authorized and required to 
establish educational quality standards and to 
set up accountability systems and interventions 
to ensure that all groups of students are served 
equitably and effectively. Additionally, states are 
required to establish uniform statewide standards 
for the entry and exit of EL students from 
programs and services designed to address their 
additional language-related instructional needs. 
These standards must align with the academic 
standards set by the state for all students.

As a civil rights attorney who has been deeply 
involved in education policy for four decades, 
especially dual language education policy, I 
recognize that the shift to state accountability 
systems is unnerving. I am optimistic, however, 
because dual language education programs which 
deliver true equity and excellence for all students 
have grown from the “bottom up.” Indeed, during 
the last decade or so, a significant number of 
states have initiated and expanded support for 
dual language programs, usually in response to 
the urging of local parents and educators. This 
remarkable development has occurred despite of, 
rather than because of, federal education policies, 
programs and incentives. 

Under ESSA, the future of students who arrive at 
school speaking a language other than English and, 
indeed, the future of all students, is now squarely 
in our hands. We cannot be complacent or mere 
bystanders. We must be vocal, informed, and 
energetic advocates!

—continued on page 9—

—continued from page 8—

James J. Lyons is a civil rights policy attorney in 
Arlington, VA. He can be reached by email at 

jamesjohnlyons@verizon.net.
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—continued from page 1—

of Spanish at school, our students internalize the 
message of their value. Our English-speaking students 
must see the acquisition of Spanish as a necessity, not a 
luxury. And for all students, we must be committed to 
high levels of proficiency in Spanish.

Here are some of the ways we have turned this goal 
into a reality in our school environment, in our hiring 
practices, and through testing and assessment.

School Environment
In our school environment, students see and hear 
both languages everywhere. All signage in our school 
is written either in Spanish only or bilingually. 
Our school’s mission statement is always presented 
bilingually and is posted in the main office.

La misión de la escuela Barbieri es preparar a nuestros 
estudiantes para que se conviertan en ciudadanos globales 
exitosos. Los desafiamos para que logren su potencial 
y les enseñamos el valor de las diferencias culturales, 
económicas y de aprendizaje con énfasis en el bilingüismo 
y la alfabetización de dos idiomas.

The mission of Barbieri School is to prepare our students 
to become successful global citizens. We challenge them 
to reach their academic potential and teach them the 
value of cultural, economic and learning differences with 
an emphasis on bilingualism and biliteracy.

We have a schoolwide positive behavior program, 
and each morning, the estudiantes de la semana 
from the previous week say the pledges over the loud 
speaker, with a different grade level assigned to each 
day. The languages in which we say the Pledge of 
Allegiance and the Barbieri School pledge alternate 
daily. Our school song (Vamos a Barbieri), was 
written by one of our staff members, also a parent, 
and carries a message of pride in bilingualism.

Absolutely everything that goes home from the 
school must be in both languages and must go 
out at the same time. As principal, I send home 
a brief weekly newsletter informing parents of 
what’s happening in the school, coming events, 
announcements, and reminders or suggestions. I 
write it in both languages (proofread by a native 
Spanish speaker) and we have it translated into 
Portuguese, as well, for about 10 of our families. Our 
PTO has its own translators and they send everything 
to me to be proofread. We pay close attention to the 

quality of all translations, as a poor translation or 
incorrect Spanish does not send a positive message.

Our bilingual staff allows us to be consistently bilingual 
in our interactions with families and community. 
Assemblies, school events, PTO meetings, our 
website, Facebook page, Connect Ed messages, parent 
information nights—all are bilingual. Our school 
library and our leveled reading library contain almost 
as many titles in Spanish as in English. We continue to 
work on the quality of Spanish reading material in our 
classroom libraries. This year, we started a little free 
library in the lobby of our school. We are finding that 
both Spanish- and English-speaking parents are using it 
frequently, taking books home, and bringing others in 
when they have finished reading.

Staff is encouraged to use Spanish among themselves 
and with the children in informal settings such as 
recess, hallway conversations, and in the office. Non-
bilingual staff understand the importance of elevating 
the status of Spanish, the instructional expectations of 
dual language programs, and why Spanish is used in 
informal settings.

—continued on page 11—

Vamos a Barbieri/Let’s Go to Barbieri
Hay un lindo lugar
para estudiar
en el pueblo donde yo vivo.
Donde hay respeto,
aprender es mi reto.
Donde juego con mis amigos.
Coro: 

Vamos, vamos a Barbieri,
Donde esfuerzo mi mente, con toda mi gente,
Vamos, vamos a Barbieri,
Mi escuela bilingüe que vale por dos.

Learning’s the key 
to be all we can be
in this special place that we care for.
With respect and love
we can be so proud of
all the effort we share so we learn more.
Chorus: 

Let’s go, let’s go to Barbieri,
Where I open my mind and the people are kind,
Let’s go, let’s go to Barbieri,
To our bilingual school where we care for our friends. 
Let’s go!
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—continued from page 10—

Hiring Practices
In our school, we have worked hard over the years 
to hire bilingual staff. The principal and assistant 
principal, secretary, guidance counselor, social 
workers, psychologist, speech therapist, special 
educators, custodians, and cafeteria staff—in 
addition to the two-way teaching staff—are all 
bilingual. Many of these are native Spanish speakers 
and, like many of our students, hail from various 
parts of Latin America and Spain. This diversity 
of Spanish language models enriches the Spanish 
instruction. It also creates a natural environment for 
staff to serve as bilingual role models. If children see 
staff who look like them and their families and hear 
important adults in their lives speaking Spanish, 
they place a higher value on Spanish proficiency. 

Finding high quality, bilingual staff is not easy—it 
requires commitment and tenacity. This past year 
when we needed to hire a behavior specialist, central 
office administrators joked that finding a bilingual 
candidate with the necessary skills and training 
would be like finding a unicorn. That was just the 
challenge we needed to be persistent. Our efforts 
were rewarded when we hired not only a native 
Spanish speaker, but also a male—a rare occurrence 
in an elementary school!

Even with many native Spanish speakers in the 
school, we must all be aware of when and how we 
use each language. Language equity means more 
than following the time in each language required 
for our program model. Do we use Spanish or 
English to correct behavior? Which is used when 
greeting children or bidding them farewell at 
the end of the day? How are the languages used 
during instruction? Is Spanish used as much during 
English instruction as English is used during Spanish 
instruction—for bridging purposes of course, not 
for translation. These questions are always present in 
our thinking, and the use of language is consistently 
discussed in grade level, committee, and staff 
meetings. All curricular conversations also include 
this language focus, as we work to adhere closely 
to our modified 90:10 program model: 80:20 in 
kindergarten and first grade, 70:30 in second, and 
50:50 in the third though fifth grades. Both in the 
classroom and out, it’s all too easy for the balance to 
swing to English or for unintentional messages to be 
given to students and families. We must be constantly 
vigilant about our use of language. 

Testing and Assessment
What you measure and report is what is valued 
and considered important. I acknowledge that our 
assessments in Spanish will never carry the weight 
or value of the PARCC or whatever mandatory 
assessment your state uses, but assessing students in 
Spanish and reporting the results sends a strong and 
important message, as well as informing the program 
assessment. We use the Fountas and Pinnell Benchmark 
Assessment System (BAS) to assess reading levels at 
the lower grades and the Rigby for the upper grades 
(the BAS is not yet available beyond level N). We use 
Clay’s Observation Survey and the Estrellita assessment 
for kindergarten and first grade Spanish literacy. The 
mid- and end-of-module assessments for Engage New 
York, our math program, are in Spanish. We use the 
Aprenda in third and fifth grades for achievement 
testing and are piloting the CAL (Center for Applied 
Linguistics) Early Language Listening and Oral 
Proficiency Assessment (ELLOPA) at the kindergarten 
level, with the hopes of continuing with the Student 
Oral Proficiency Assessment (SOPA) for grades 2-5. 

Elevating the status of Spanish has been an ongoing 
process for us—one we continually re-evaluate. We 
are always looking at ways to improve in this area, 
but most important is that we hold it as a priority in 
our school. It’s time for a new program evaluation 
with the Guiding Principles, and we look forward to 
learning where that will take us!

The Little Free Library, with titles in  
Spanish and English, is well used by families.

 The Guiding Principles for Dual Language Education, 
2nd. Edition (Howard, E. R., Sugarman, J., Christian, D., 

Lindholm-Leary, K. J., & Rogers, D., 2007, Center for 
Applied Linguistics), is available for purchase at  

www.cal.org. or download (PDF) at the  
Resource Center, www.dlenm.org.
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Further investigating volume, height, and length 
finally allowed me to dive deeper into the concepts, 
instead of the shallow surface skim I had done in 
the past as I followed a textbook. In a lab format, 
students were able to put their knowledge into 
practice, providing them an introduction to the 
measurement tools, as well as time for collaboration 
and reflection. Students experienced a different set 
of hands-on rotation stations focused on units of 
measure and measurement three times throughout 
the unit, but they were also actively measuring and 
exploring on a daily basis.

At the end of the unit, our culminating task was 
to have the students decide which of their school 
supplies would fit into their pencil box. They used a 
combination of estimation, the skill of measurement, 
and also two-digit subtraction. Our students showed 
great gains as 21 of our 23 students accurately 
measured and completed this post-assessment task 
with confidence. Throughout the unit, students 

remained highly engaged in the activities and read- 
alouds and took away key understandings of the 
attributes of measurement. 

It is with good reason that this was a favorite unit 
for the students and for me, as well. My experience 
with AIM4S3™ helped me to be more informed 
and intentional in my planning for this unit’s 
goals, instructional tasks, and assessments. The 
Compendium provided a road map for the unit, 
helping us to go much deeper conceptually in planned 
activities that were grounded in standards and 
responsive to students’ strengths and needs. Students 
became more active, independent, and resourceful 
participants in their learning over the course of the 
unit, making it a successful experience for us all.

La   Cosecha 2016
 Dual Language Conference

Santa Fe, New Mexico 
November 9 - 12, 2016 

www.lacosecha.dlenm.org

La Cosecha 2016 Featured Speakers Include: 

Come share your experience and knowledge with over 2,500 educators, parents, researchers, 
and supporters from across the country as we celebrate the best of our 

multilingual and multicultural communities!

¡Cosechando lo mejor de nuestra comunidad bilingüe!
Register now at www.lacosecha.dlenm.org or scan QR code with your phone!

Esther de Jong
University of Florida

Sonia Soltero
DePaul University

Elena Izquierdo
University of Texas El Paso 

John Hilliard
Educational Consultant 

Kathy Escamilla
University of Colorado

Rosa Molina
Executive Director ATDLE

Trisha Moquino
Director Keres Learning Center

—continued from page 3—

Van de Walle, J. A., Karp, K. S., & Bay-Williams, J. M. 
(2012). Elementary and Middle School Mathematics: 
Teaching Developmentally (8th Ed.). Boston: Pearson.
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Zwiers y Crawford (2011) identifican cinco destrezas 
esenciales dentro de una conversación académica:
1. elaborar y aclarar,
2. apoyar sus ideas con ejemplos,
3. añadir y/o cuestionar las ideas de sus compañeros,
4. paráfrasis, y
5. sintetizar los puntos claves de la conversación.

Incluso, hay frases claves y preguntas que se pueden 
enseñar para cada una de estas destrezas. 

Otro factor primordial es el tema de conversación. 
Por lo normal, los temas son basados a los estándares, 
programa curricular de enseñanza, plan de estudio, 
eventos en la actualidad, o temas de interés hacia el 
alumno/a. El tema en general debe ser de alto interés 
para que a los alumnos les llame más atención y así se 
involucrarán más en tal conversación.

Conversaciones académicas de los alumnos deben 
centrarse en un tema significativo con un propósito. 
Ellos se conectan a ese tema con experiencias 
personales, también encuentran ejemplos del texto, 
construyen sus interpretaciones, generan una 
síntesis compartida y plantean una pregunta para 
continuar después la discusión. Después de meses 
de práctica, los alumnos comienzan a conversar 
académicamente de una manera natural. 

En fin, la conversación entre los jóvenes en 
nuestras aulas secundarias y preparatorias no es 
algo que debemos temer o evitar. No es cuestión 
de perder el control de nuestros alumnos, sino 
más bien apoyarlos a compartir sus ideas acerca 

del contenido usando el lenguaje académico del 
contenido. Es algo que no ocurre naturalmente 
para la mayoría de nuestro alumnado y en muchos 
casos, no solamente por la falta de conocimiento 
según el contenido sino también la falta de 
experiencia de hablar abiertamente acerca de cosas 
tan abstractas que requieren el uso de un lenguaje 
preciso. Por eso, como maestros, debemos planificar 
intencionalmente para que los estudiantes tengan la 
oportunidad de conocer y experimentar con ambos 
el nuevo contenido y el nuevo lenguaje a la vez para 
que así lleguen a ser dueños de ambos. Y claro, esto 
sólo se logra cuando conversemos. 

Conversación académica en acción

—continuación de la página 5—
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Una entrevista realizada con mis propios 
alumnos de 7mo grado revela lo siguiente:

Yo opino que es mejor aprender en grupo porque 
así compartimos ideas y podemos expresar nuestras 
opiniones con todo el grupo. Todos nos respetamos y 
valoramos lo que se dice. Cuando trabajamos en grupo 
tenemos más posibilidades de hacer el trabajo mejor 
porque dos cabezas es mejor que una. Uno también 
aprende de sus compañeros.
    —María Hernández

Me gusta hablar en español en clase porque me siento 
más seguro de mí mismo. Me gusta conversar con 
mis compañeros de clase y cada vez aprendo algo 
nuevo. A mí me gusta trabajar en grupo porque puedo 
ayudar a mis compañeros a entender algo según sus 
necesidades. Disfruto compartir con los demás lo que 
he aprendido.
    —Javier Salido

En grupo, mis compañeros pueden ayudarme y 
enseñarme de una forma distinta que puedo aprender 
fácilmente. En grupo puedes trabajar rápido y más 
fácil. Todos decimos nuestras opiniones y aunque 
estén correctas o incorrectas, juntos nos ayudamos 
para saber en qué se equivoca uno o aclarar una duda. 
Trabajar en grupo es una manera divertida de aprender 
más conversando sobre el tema.

    —Melissa Maldonado
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Yo me sentía triste y tuve miedo porque nunca me había 
subido a un avión . . . Además tenía miedo porque 
había visto en las noticias reportaron a una muchacha 
y a sus hijos que la echaron en la carcel. I was sad and 
scared because I had never been on a plane . . . I had 
also seen on the news that a woman and her children 
were thrown in jail. 

Cuando vine lloré mucho. Yo le dije a mi prima que 
cuando hablo inglés, voy a regresar para allá y le voy 
a ayudar a hablar inglés y ella va a ser una prima 
hermosa e inteligente. Me vine en avión y se veía muy 
chido, hacía tanto ruido, y me taparon los oidos. I cried 
a lot when I came. I told my cousin that when I learn 
how to speak English, I’m going to go back and help 
her learn English and she will be an intelligent and 
beautiful cousin. I came on a plane and everything 
looked real cool. There was a lot of noise [on the 
plane] and my ears got plugged up.

Students in the fourth-grade classroom seemed fully 
aware of the difficulties of living in the United States. 
The text reminded them of stories their parents shared 
with them and reinforced their thoughts on the 
challenges they faced in coming to the United States. 

Mi mamá me dijo que nunca vamos a regresar a 
México. Me puse a llorar como la niña en el libro. Nos 
venimos y lloré. My mother told me we would never 
go back to Mexico. I started to cry like the girl in the 
book. We came and I cried.

When de-briefing with the teacher, we noticed that 
students wanted to write about their experiences. 
The literature, which made meaningful connections 
to their lives, sparked interesting conversations and 
motivated students to continue interacting. 
The students were eager to write about their lives 
even though some texts may have stimulated 
sadness. The students’ stories were starting points for 
other narratives, and they shared their experiences, 
comparing and contrasting with peers. 

The criteria to evaluate literature is the first step 
in considering accurate and authentic text for 
children and adolescents. The literature must be 
relevant and meaningful to students’ lives. They 
must see themselves and their families represented 
linguistically and culturally. Humanizing students’ 
experiences through literature builds connections 
with them and their families. These texts can 
potentially stimulate powerful discussions relevant 
to students’ personal experiences. These spaces then 
allow for children to engage as readers and writers 

and to develop both Spanish and English. To create 
these spaces, critical thought and analysis must be part 
of text selection, and teachers play a major role in that 
process. As cultural workers (Freire, 2005), teachers’ 
efforts in evaluating and selecting literature provide 
valuable benefits for children and their families. 

—continued from page 7—

Dr. Laura A. Alamillo is Associate Professor & Chair—
Department of Literacy, Early, Bilingual and Special 

Education—California State University Fresno. For more 
information, please contact her at lalamillo@csufresno.edu.
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Project GLAD® 3rd Annual Summer Institute
June 7 - 8, 2016

Hyatt Regency Tamaya Resort, Santa Ana Pueblo, NM
Cost $194. Register now at www.projectglad.dlenm.org  

Early Registration Ends April 15, 2016

         Call for Proposals is Now Open! 
Consider presenting at the summer institute and share your knowledge and expertise with 

the participants of this year’s event. For more information scan the QR code or 
visit us online at www.projectglad.dlenm.org.  

     Dual Language Education of New Mexico 
     Professional Development Opportunities 

CHAMPIONING TEACHERS
EMPOWERING STUDENTS

www. DLeNM.org 

Tier I Certification Summer Training 
Albuquerque, New Mexico

June 2 – 3, 2016  -or-  June 23 – 24, 2016 
2-Day Research and Theory Workshop
July 5 – 8, 2016   -or-  July 12 –15, 2016

4-Day Classroom Demonstration and Teacher Planning Sessions
Training is appropriate for teachers of K–8th grade students. Cost $1070. Space is limited. 
For more information scan the QR code or visit us online at www.projectglad.dlenm.org. 

Goals/Objectives of the Level I training: 
•  Increase pedagogical thinking around instruction to make mathematics accessible to all 
    learners, leading to increased student achievement; 
•  Observe the model in action during a classroom demonstration; and
•  Collaborate and develop materials to support implementation of the model in your classroom.

 Who should attend? Classroom teachers and instructional coaches who are interested in learning high leverage 
strategies to shelter and scaffold mathematics content and language for their K-12 students. 

Cost $459. For more information visit www.aim4scubed.dlenm.org or scan the QR code to register. 

 AIM4S3™ Level I Training June 28-30, 2016 
Albuquerque, NM

                      AIM4S3™ Summer Institute 

Cost $149. Register now at www.aim4scubed.dlenm.org or scan the QR code. 

Achievement Inspired Mathematics for Scaffolding Student Success—AIM4S3™ 
  —A K-12 Mathematics Sheltering Framework—

The Summer Institute is an exciting follow up for  
teachers already trained in the AIM4S3™ framework. 

The institute will address a wide range of topics, and participants will have the 
opportunity to select sessions based on their professional needs and interests.

June 1 - 2, 2016
Albuquerque, NM 
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; Growing Global Educators—
Inspiring Lifelong Global 
Learners: June 11-17, 2016 at La Paz 
Community School in Flamingo, Costa 
Rica. Participants will reinvigorate their 
teaching and leave with new thinking 
about how to grow lifelong, global 
learners. For more information, visit  
http://www.growingglobaleducators.com.

; CETLALIC—Language and 
Culture for Educators in 
Mexico: June 5-25, 2016, in Cuernavaca, 
Mexico. Three-week program for 
educators includes intensive Spanish 
classes, cultural/educational activities, 
school visits, and home stay. For more 
information, see http://www.cetlalic.org.mx.

; Dual Language Education of New 
Mexico—21st Annual La Cosecha 
Dual Language Conference: 
November 9-12, 2016, in Santa Fe, NM. The 
La Cosecha 2016 website is live for registration 
and the most up-to-date information, so visit 
http://lacosecha.dlenm.org and make your 
conference plans now!

; Association for Two-Way & Dual 
Language Education (ATDLE)—
24th Annual National TWBI 
Conference: June 27-29, 2016, in 
Sacramento, CA. For more information and 
to register, please visit http://atdle.org.

; Achievement Inspired 
Mathematics for Scaffolding 
Student Success (AIM4S3™)— 
Summer Offerings:
Summer Institute: June 1-2, 2016,  
in Albuquerque, NM. The institute is  
for teachers already trained in AIM4S3™. 

AIM4S3™ Level I Training:  
June 28-30, 2016, in Albuquerque, for 
teachers new to AIM4S3™. Training 
includes model overview, theory and 
research, supporting data, classroom 
demonstrations, and planning time. 
Please contact Lisa Meyer, lisa@dlenm.org, 
for information about both events. 

; Guided Language Acquisition 
Design—Summer 2016 Offerings:
Project GLAD® Annual Summer 
Institute: June 7-8, 2016, at the Hyatt 
Regency Tamaya Resort, Santa Ana Pueblo, 
New Mexico,. The institute is for teachers 
already Project GLAD® Tier 1 certified. 

DLeNM Sponsored Project 
GLAD® Tier I Training Dates: 
Two-Day Research and Theory Workshops: 
June 2-3 or June 23-24— 
Four-Day Classroom Demonstrations:  
July 5-8 or July 12-15. 
All trainings are in Albuquerque, NM. Cost 
per participant is $1070 for all six days. 
Please contact Diana Pinkston-Stewart, 
diana@dlenm.org, for more information.

; New Mexico Association for 
Bilingual Education—43rd 
Annual NMABE Conference:  
April 20-23, 2016, at the Embassy Suites  
in Albuquerque, NM. See http://nmabe.net 
for more information!

; Literacy Squared® 2016 Summer 
Institute: June 12-17, 2016, in Puebla, 
Mexico. A brochure and registration are 
available online at http://literacysquared.org. 
For more information, please contact Manuel 
Escamilla, Manuel.Escamilla@colorado.edu.


