
instructional effectiveness. To this end, one 
way in which we collaborate with teachers is 
through the process of VISITAS™, which stands 
for Viewing Interactive Sheltered Instruction, 
Teachers, and Students. In Spanish, the term 
VISITAS™ means “visits.” 

In Instructional 
Rounds in Education: 
A Network Approach 
to Improving Teaching 
and Learning (City, 
Elmore, Fiarman, 
& Teitel, 2009), the 
authors share the 
practice of conducting 
classroom observations 
with teachers and 
instructional leaders 
in which an identified 
“problem of practice” 
is the focus. Through 

the process of these rounds, educators are 
able to build shared understandings, show 
improvement in teaching and learning, and 
create systemic change. DLeNM has adapted 
this process and anchored it in the development 
and implementation of our eight components  
of sheltered instruction to inform VISITAS™. 

In order for VISITAS™ to work productively 
in any school or district, teachers must first 
buy into this process, understanding that it is 
not “something else” they have to do and that 
it is completely non-evaluative. Unlike other 
walk-throughs or observations in schools, 
VISITAS™ is intended to truly revolve around 
the “problem of practice” or instuctional focus 
that teachers have identified.

The process of VISITAS™ often begins with 
identifying a team of teachers, instructional 
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Teachers at Charles M. Schenck Community 
School in Denver discuss their observations  

with Evelyn Chávez during the debrief  
portion of the VISITAS™️ process.

“I see now how other teachers at my school 
are managing the students, the charts and the 
content ...” Comments like this affirm the need 
for teachers who engage in rigorous professional 
development (PD) to receive support beyond 
initial training in order to effectively implement 
what they have 
learned. As part of 
our ongoing study of 
effective PD practices 
at Dual Language 
Education of New 
Mexico (DLeNM), 
we intentionally 
structure delivery 
of PD to include 
additional days in 
which teachers trained 
in a particular strategy, 
protocol, or framework 
collaborate to share 
their implementation 
experiences. Teachers value the opportunity to 
revisit the theory and practice of what they have 

learned, along with how it actually 
rolls out in the classroom. 

Darling-Hammond (2010) states:
A summary of experimental research 
found that short-term professional 
development experiences of 14 hours 
or less appear to have no effect on 
teachers’ effectiveness, while a variety 
of well-designed, content-specific 
learning opportunities averaging 
about 49 hours over a 6- to 12-month 
period of time were associated with 
sizable gains… (p. 204) 

DLeNM strives to support 
teachers in long-term professional 
development because we 
understand the commitment 
required to continually improve 
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bien (Informe de la comisión nacional de enseñanza 
y del futuro de América, 1996). Las áreas de enfoque 
para el trabajo colaborativo dentro del Plan de 
ejecución del proyecto están dirigidas a desarrollar las 
condiciones necesarias para lograr el aprovechamiento 
académico de los estudiantes en dos idiomas. Por 
consiguiente, se lleva a cabo un desarrollo profesional 

continuo que promueve 
el diálogo inquisitivo, 
el compartir de ideas, 
experiencias y el 
trabajo colaborativo; 
dando como resultado 
un aprendizaje 
activo centrado en 
el estudiante y de 
acuerdo a las metas 
del programa y al 
perfil de los maestros 
a participar. Este 
proceso de enseñanza-
aprendizaje está 
diseñado para 
contrarrestar los retos  
a los cuales se enfrentan 

los programas de lenguaje dual. Guadalupe Valdés 
(1997) identifica estos retos como aquellos que afectan 
la calidad de la instrucción en el lenguaje minoritario, 
así como también la relación entre lenguaje y poder,  
y de su efecto en los estudiantes y la sociedad.

El programa de lenguaje dual ejemplifica el uso 
estratégico del inglés y del español en el proceso de 
enseñanza -aprendizaje. Ambos idiomas son valorados 
y evidenciados en 
los tres espacios 
lingüísticos de 
aprendizaje. El 
ser explícito e 
intencional en un 
idioma nos ayuda 
a entender el 
otro/s idioma/s. 
De igual manera, 
el análisis 
metalingüístico, 

por Wilma Valero—Consultora de lenguaje dual 
Exdirectora del Programa Bilingüe del Distrito Escolar U-46—Elgin, Illinois

—continúa en la página 3—

La transición a la escuela intermedia del  
programa de lenguaje dual en el Distrito Escolar U-46

En el año escolar 2011-2012, el Distrito Escolar 
U-46 rompió el esquema educativo tradicional 
de servir a los estudiantes bilingües emergentes 
cuya lengua materna es el español. Es en este año 
que se comienza desde el preescolar al segundo 
grado la implementación del Programa de 
Lenguaje Dual 80:20 a nivel de todo el distrito. Esta 
implementación vino 
precedida del trabajo 
y la asesoría de los 
comités de consulta 
de lenguaje dual, 
con representación 
plenaria del distrito 
y de la comunidad. 
De igual manera, 
la implementación 
estuvo antecedida por 
el desarrollo de un 
plan de ejecución del 
proyecto: Acelerando 
el progreso académico 
de los estudiantes que 
aprenden inglés. 

Este plan detallado, delinea las metas del programa 
de lenguaje dual 80:20, así como también, la 
inversión en la infraestructura de apoyo del distrito, 
tanto en el plano educativo, como en el de finanzas 
y de instalaciones físicas. El mismo provee una guía 
esquemática y precisa de los componentes esenciales 
a desarrollar y/o fortalecer, conjuntamente con la 
secuencia de la implementación y el rol a desempeñar 
por los grupos de interés representativos del distrito 
y su entorno comunitario. En adición a esto, también 
sirve como un agente detonador para un trabajo de 
análisis colectivo. El trabajo identifica las fortalezas 
y áreas de mejoramiento en la infraestructura de los 
servicios educativos existentes para los estudiantes 
bilingües emergentes. Este compromiso colaborativo 
refleja las metas del distrito en el desarrollo e 
implementación de un programa de lenguaje dual, 
sostenible, relevante y de alto rigor; conducente 
al éxito del estudiante en la sociedad global del 
siglo XXI. Se reconoce como elemento de mayor 
importancia el crear las condiciones favorables en 
las cuales los maestros, puedan enseñar y enseñar 

Séptimo grado de lenguaje dual, Escuela Intermedia 
Larsen , Bloque de lenguaje—las manos fuertes hacia 

arriba, señalando el futuro, representan el compromiso de 
los estudiantes en ser bilingües, biculturales con destrezas 

de lecto-escritura en dos idiomas.

Gráfica 1: Espacios lingüísticos  
de lenguaje dual en U-46
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—continúa en la página 3—

—continuación de la página 2—
integrando, comparando semejanzas y diferencias 
de AMBOS sistemas de lenguaje nos da el rigor y 
la relevancia lingüística dentro del contexto social 
y académico. Cabe mencionar que en el desarrollo 
e implementación de los espacios y experiencias 
lingüísticas, se toman en consideración las prácticas 
apropiadas del crecimiento, desarrollo y aprendizaje 
del estudiante y/o del grupo. 

Se reconoce y valida que, aunque las áreas de enfoque 
son esenciales para el programa de lenguaje dual, 
es lo que el maestro sabe y hace el factor de mayor 
influencia en el aprendizaje del estudiante (Informe 
de la comisión nacional de enseñanza y del futuro 
de América, 1996). Este postulado guía el trabajo 
intenso y comprometido del distrito de desarrollar 
una infraestructura sólida, que incluye el desarrollo 
profesional. La misma busca amplificar y solidificar 
el conocimiento de los maestros, en relación a los 
componentes de lenguaje(s) e instrucción y de los 
recursos de apoyo auténticos en ambos idiomas. 
De similar importancia es recrear y validar la voz 
de los maestros en los procesos educativos, y en la 
evaluación y selección de recursos. 

Por consiguiente, son estos maestros los que 
desarrollan colaborativamente las unidades temáticas 
de kindergarten al sexto grado, utilizando el 
protocolo de planificación, Comprensión por diseño 
(Wiggins & McTighe, 2005). Las unidades responden 
a una rigurosa instrucción estandarizada establecida 
en el Plan de alineación curricular. Este plan, mejor 
conocido por el CAP (dado sus siglas en inglés), 
proporciona un panorama global de las expectativas 
académicas y lingüísticas para el grado. También 
incluye el factor tiempo y los recursos de apoyo, 
auténticos y relevantes para el estudiante, dentro de 
una instrucción estandarizada. El CAP del Distrito 
U-46 refleja el Marco de lecto-escritura balanceado en 
el cual se evidencian tres bloques de lecto-escritura: 
lenguaje, lectura y escritura. Fountas y Pinnell (2001) 
señalan: este enfoque integra a los estudiantes en 
una variedad de experiencias auténticas de lectura 
y escritura. A tono con este enfoque, el CAP provee 
una articulación vertical desde el kindergarten al 
sexto grado. La articulación brinda continuidad y 
una coherencia sensible en el proceso de enseñanza-
aprendizaje gradual en los dos idiomas. Esto ayuda a 
desarrollar un lenguaje común entre los maestros y el 
personal de apoyo que es relevante a las expectativas 
que van mas allá del grado. Se reconoce en este 
diálogo que aunque existe una articulación, es de 

vital importancia el uso de los datos del progreso 
académico y de lenguaje, para así desarrollar un 
perfil fidedigno del estudiante y del grupo en los dos 
idiomas. De esta manera, se contemplan todos los 
aspectos que impactan y guían la instrucción hacia el 
desarrollo integral del estudiante emergente bilingüe. 

Esta infraestructura facilita la transición del 
programa al séptimo grado y provee una educación 
pertinente a las necesidades y exigencias académicas 
y lingüísticas, imperantes en esta sociedad global 
altamente cambiante. La implementación del séptimo 
grado se enmarca en el componente de lenguaje. Se 
desarrolla un bloque de lenguaje integral que refleja 
el uso estratégico del inglés y el español. El bloque de 
lenguaje consta de tres periodos de instrucción de 
cuarenta y cinco minutos cada uno. Las asignaturas 
dentro del bloque son: artes del lenguaje en español 
(ALE), estudios sociales en español—la cual sirve 
como asignatura unificadora y complementaria 
además de las artes del lenguaje en inglés /inglés como 
segundo idioma. Los tres periodos están diseñados 
de manera tal que exista una profunda interrelación 
de comparación lingüística y enaltecimiento 
cultural dentro de un marco temático relevante. La 
incorporación intencional de las artes del lenguaje en 
español afirma la validación del idioma minoritario. 
Este corresponde a las metas establecidas del estudio 
del conocimiento y aprecio de la lengua y por ende, la 
interconexión cultural. 

El programa dual de las escuelas intermedias se 
basa en los elementos esenciales para el éxito de 

BLOQUE DE LENGUAJE
Tres asignaturas de 45 minutos cada una—

1. Artes del Lenguaje en Español (ALE)
2. Estudios Sociales—el lenguaje de instrucción es el español
3. Artes del Lenguaje en Inglés/Inglés como Segundo Idioma

ARTES DEL LENGUAJE EN ESPAÑOL (ALE)

ESTUDIOS SOCIALES

“GENTE, LUGARES Y AMBIENTES”

                          ENGLISH LANGUAGE ARTS (ELA)/
                 ENGLISH AS A SECOND LANGUAGE (ESL)
                                        “CHOICES”

• Análisis contrastivo
• Instrucción con apoyo para el 

desarrollo del lenguaje(s)
• Bilingüismo y lecto-escritura en          

los dos idiomas

• Conciencia metalingüistica
• Realzar y fortalecer el repertorio 

lingüistico y cultural de los 
estudiantes

EL PUENTE 
THE BRIDGE 

Beeman & Urow, 2012 

© W. Valero 2016

—continúa en la página 12—

Gráfica 2: Bloque de lenguaje
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—continued on page 5—

Revitalizing Indigenous Language— 
Learning Keres at Cochiti Pueblo 

by Ann Ka-Hee, Keres Language Teacher—Cochiti Pueblo

With language loss happening all over Native 
American communities, it is not surprising that 
Cochiti Pueblo is experiencing the same. In the 
early 1990s, our tribal council began a conversation 
about our language, Keres. 
Members of the council 
reported that Keres was no 
longer heard around the 
community. Announcements 
to the Pueblo regarding 
decisions made during the 
tribal council meeting had 
to be translated into English 
so that everyone could 
understand. And so a survey 
was commissioned to find 
out who spoke Keres, how well it was 
spoken and when it was used. The 
results found that the youngest fluent 
speakers were 35. Soon those 35-year-
olds would be in their late 40s or early 
50s and the gap between speakers and 
non-speakers would just keep growing. 
As a result of this information, the 
tribal council agreed to a Keres language 
program, with the goal of increasing the use of Keres 
in all aspects of life in the Pueblo. 

We began a half-day language program in 
kindergarten at Cochiti Elementary School and had 
some success. Even now Cochiti Elementary-Mid 
School has Pre-K to eighth-grade students who 
attend Keres language classes for 45 minutes every 
day. Bernalillo High School 
students from Cochiti are 
mandated by the tribal council 
to attend Cochiti Keres language 
classes for 2 years, and students 
at the Santa Fe Indian School also have language 
classes. For some of the students, school may be the 
only place they hear the language because no one 
at home speaks it, while others may have speakers 
in the home and hear the language after they return 
from school. Keres is now heard more often and 
the announcements of decisions made during tribal 
council meetings are no longer translated. Clearly, 
it works to a certain point to have classes in schools, 
but then students return to their regular class 

schedule and back to the world of English. In order for 
the learners to be successful in acquiring a language, 
they would have to be immersed in the language all day. 
Where could that happen but a total immersion school? 
Even with all of the progress made, there still wasn’t 

one. If only there were such a school, we 
would produce more language speakers.

After several years of wishing and 
hoping for a school that would immerse 
the students in our language, Trisha 
Moquino and Olivia Coriz, co-founders 

of what is now the Keres 
Children’s Learning 
Center (KCLC), found the 
courage to do just that. 
When they approached 
me to be their Language 
and Culture teacher there 
were no second thoughts 
about joining them in 
this journey of opening 
a Keres-immersion 
Montessori school. Before 
we could begin, there 

were things that needed to happen: we needed to get 
the blessing and approval of the tribal council; find a 
building to house the school; write policies, rules, and 
regulations to abide by; and plan … a lot. There were 
only three of us then, and we were excited and nervous 
at the same time. Would parents be willing to try us 
out? This was something brand new, unlike Head Start, 
which we were all used to.

When we finally opened the school in September 
2012, we had a total of 10 students—more than we 
expected. To set the tone of the school, we explained to 
the parents that when they dropped off their children 
at school, they should use whatever Keres they knew 
instead of English. Most of the children came to school 
with no Keres, but some did understand, which meant 
that they heard the language somewhere. Throughout 
the day their lessons, work periods, nature walks, whole 
group sessions, lunch, nap time, and going home were 

Elders and primary students work 
together at KCLC.

It was a time of coming together for the sole purpose  
of the livelihood of our Pueblo and her people ...



                                             

Soleado—
W

inter 2016

DLeNM

Prom
ising practices...

5
—continued on page 5—
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—continued on page 14—

all done in Keres. As the days and weeks went by, the 
children began to understand more of what we were 
saying to them and every once in a while you could 
hear them starting to say a few words here and there. 
That was exciting! The classroom was peaceful and 
quiet while the children enjoyed their independent 
work. They learned to take care of and put things 
away when they finished working with them. It was 
a big change from being a teacher at the elementary 
school to being a “guide” at the Montessori school. 
It was less stressful and more relaxed—a good way 
for the children to learn and enjoy being at school. 
By talking to the children in Keres while they are 
working on different tasks, learning is hands on and 
the conversation is natural. They pick up the language 
faster, and I see that this is the best way for language 
learning. After the first year of school, we were happy 
with the way things were going. 

Because the school didn’t receive any federal or state 
funding, KCLC operated on grants, foundations, 
private donations, fundraisers, and the small tuition 
the parents pay. Two years ago, we applied for an 
Administration for Native Americans (ANA) grant 
that helped us to work with some of the elders from 
the Pueblo. The question that was put to them was, 
“What are some things that are important for the 
children to learn?” We met with them on a monthly 
basis and discussed the subjects that came up. From 
those discussions came lessons that were developed 
and implemented as part of our school curriculum.  
As the lessons were presented to the children, the 
elders observed and gave feedback so that changes 
could be made if needed. Elders soon began to visit 
the school and children, and it was nice to see how 
happy the children were to see and have them there. 
The children now have lunch with them once a 
month at the senior center in the Pueblo. 

Another project that came out of this grant was the 
recording of picture books by the elders—done all 
in Keres. Some of the recordings are word-for-word 
translations of the story, and others use the pictures 
to guide the telling of the story. The recordings (CDs) 
and the books are available for parents to check out 
and listen to in their homes. This was the first time 
something like this had ever been done and it was a 
good experience for all of us. It was a time of coming 
together for the sole purpose of the livelihood of our 
Pueblo and her people, so that it continues for years  
to come. 

Since that first year of opening the school with only 
the primary level, KCLC has added an elementary 
level. This level opened last year with four students 
who have attended since the beginning. Looking ahead 
to the future of these four children and their language 
was a big concern for their parents and for us, as well. 
Their parents didn’t want them to lose what they 
had learned and asked if the elementary level of the 
school could be opened. After talking this situation 
over with the KCLC Board, we were given the okay to 
open. These four students are now beginning to have 
conversations with each other in Keres. 

Gene Ka-Hee of the environmental department of 
Cochiti Pueblo works with the elementary children 
in recycling and planting. He has done presentations, 
recycling events, and has taken them on field trips to 
see firsthand how recycling is done in different areas. 
They have also planted winter and spring gardens 
with some of the elders at the Pueblo.

Ann Ka-Hee has been a generous and gifted Keres 
language teacher at Cochiti Pueblo for over 20 
years, teaching young children and young adults. 
She has taught in the Headstart program, the 
Cochiti Elementary School, the Cochiti Summer 
Language program, and most recently, the Keres 
Children’s Learning Center. Ann continues to 
teach young adults in the evening and assists the 
American Indian Language Policy Research and 
Teacher Training Center in helping new Native 
language teachers. In 2000 she was recognized 
as the Language Teacher of the Year by the New 
Mexico Association for Bilingual Education.

Ann Ka-Hee with the Keres Children’s Learning 
Center’s first class of students in 2012-2013
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specifically, what sustains instructional practices 
that teachers gain through professional development 
(PD) long after that PD is over? Dual Language 
Education of New Mexico has been exploring that 
question during 2016.

DLeNM is engaged in enhancing the evaluation 
of its PD offerings, guided by T. R. Guskey’s book 
Evaluating Professional Development (see sidebar). 
As we’ve worked with Guskey’s framework, two 
important insights have arisen that we want to share. 

Student Learning Outcomes (Guskey Level 5) are 
preeminent but not primary. While the goal of all PD 
activities is to improve student achievement, from 
an evaluation standpoint, that is not the first place to 
look. In order for student achievement to improve 
(Guskey Level 5), instruction in classrooms must 
change (Guskey Level 4). In order for instruction to 
change, teachers must have mastered new skills and 
understandings (Guskey Level 2). Thus, in evaluating 
professional development, it is critical that the flow 
of change from the PD itself, to the teacher, to the 
classroom, to the student needs to be tracked and 
documented. Evaluation aimed only at participant 
reactions (Guskey Level 1), their satisfaction, and 
their perceptions of the usefulness of the PD will 
not ensure that student learning improves. Looking 
only at student learning, though, does not provide 
any information about why that learning did or 
did not change. When evaluating PD activities, 
then, it is critical to be looking at every stage along 
the progression from the PD itself, to teacher 
understanding and skill, to actual instructional 
change, to student outcomes. Doing these kinds of 
evaluations will reveal where any breakdowns are 
occurring and speed fixes. 

Organizational Support and Change (Guskey Level 
3) needs more attention. Whether teachers can enact 
new skills and knowledge in their classrooms to 
change student achievement hinges on the systems 
around them being at least amenable to, if not highly 
supportive of, those changes. It is therefore critical to 
evaluate these factors, too. Are teachers expected to 
add the new strategies to the existing instruction, or 
is there room to remove other elements? Do teachers 

have sufficient planning and collaboration time? Were 
resources available for materials? Did other teachers 
resent the resources assigned to this initiative, making 
the PD teachers unpopular? Were building and 
district administrators only knowledgeable about the 
effort or were they committed and enthusiastic? How 
effectively were problems addressed systemically? 

As DLeNM continues to refine its approach to 
evaluating its PD activities, looking along the 
progression of educational change—not just at one 
aspect of it—and critically evaluating the systemic 
environment around the changes will definitely be 
part of our approach. 

Reference
Guskey, T. R. (2000). Evaluating Professional Development. 

Thousand Oaks, CA: Corwyn Press. 

Thomas R. Guskey’s 2000 book, Evaluating 
Professional Development, articulates these  

Five Critical Levels of Professional  
Development Evaluation: 

1. Participants’ Reactions—What did the 
participants think about the PD? This can 
include the classic “was the coffee hot” and 
“was the room too cold” issues. 

2. Participants’ Learning—What did the 
participants learn from the PD? How did 
their knowledge and skills change as a result? 

3. Organizational Support and Change—Did 
the focus of the PD change the school’s 
practices? Was the change supported by the 
administration? Did teachers have sufficient 
time, support, and shift in other duties to 
enact the change? 

4. Participants’ Use of New Knowledge and 
Skills—Do the participants actually embed 
what they learned into their classroom 
practice? Does instruction actually change? 

5. Student Learning Outcomes—Does 
student achievement improve because of 
the changes? Do other student behaviors 
(e.g., attendance, writing fluency, attitudes 
towards math) change? 

What Makes an Educational Change Stick?

by Jay Parkes, PhD, Professor of Educational Psychology—University of New Mexico
Director of Evaluation and Research—Dual Language Education of New Mexico
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With the goal of institutionalizing K-12 dual 
language education in New Mexico communities, 
Dual Language Education of New Mexico is pleased 
to announce a 3-year “Dual Language Education 
Partnerships” initiative to build school-community 
partnerships working to that end. This initiative 
represents the belief that, with sufficient leadership and 
instructional capacity, we can have sustained, long-
term implementation of effective K-12 dual language 
education for our students, families, and communities.

Funded by a grant from the W.K. Kellogg Foundation, 
the initiative will be a collaboration between Dual 
Language Education of New Mexico (DLeNM, an 
Albuquerque-based non-profit) and a number of New 
Mexico tribal and Spanish language communities. 
These school-community partners are motivated by 
the fact that dual language education achieves the 
following: builds upon the linguistic and sociocultural 
capital of our community; develops multilingual, 
multicultural citizens, prepared to contribute to local 
and global communities; and turns the achievement 
gap into an achievement opportunity for ALL students’ 
academic performance to meet or exceed that of their 
monolingual peers.

Education and business leaders statewide believe the 
Kellogg grant will not only ensure sustained K-12 
dual language programs, but also help to establish 
New Mexico as a model for the nation. It is well 
documented that most developed countries, with 
the exception of the U.S., require students to learn at 
least two languages before they complete secondary 
school. This initiative is designed to help New Mexico 
preserve its traditional native languages while leading 
the way in increasing the language capacity of the U.S.

New Mexico has a unique history of honoring 
and preserving the languages and cultures of its 
families and communities and is presently one of the 
most multilingual states in the U.S. Alex Romero, 
President of the Albuquerque Hispano Chamber of 
Commerce, believes, “We need to use New Mexico’s 
multilingualism and multiculturalism as a lever to 
achieve educational equity and excellence for all 
students, as well as gain an economic and business 
advantage in our country and world.”

“The benefits of high-quality multilingual instruction 
transcend language,” according to Victoria Tafoya, 

Building School Partnerships, Supporting Dual Language 
Learners— A Focus on Tribal and Spanish Language Communities 

Director of Operations for Dual Language Education 
of New Mexico. “Research shows that students who 
are instructed in two languages have improved 
cognitive abilities including problem solving, creativity, 
enhanced cross-cultural understanding, and multi-
tasking.” Students’ standardized achievement test scores 
document the advantages of dual language instruction, 
she notes. “Dual language instruction boosts academic 
learning in all content areas and increases the percentage 
of students completing their high school degree and 
enrolling in college.” 

Phoebe Suina, a Keres Children’s Learning Center 
parent, points out that benefits go beyond academic 
performance and graduation rates. She states:

With the dual language education program at the Keres 
Children’s Learning Center, the focus is on our Pueblo 
core values and principles, where the Keres language 
takes precedence in the development and establishment 
of our Pueblo perspective of the world. The introduction 
of English assists our community and people in the 
interaction with the outside world, but through the 
established perspective of our eyes and vision as Pueblo 
People. This duality is important because it assists our 
community and people in the resilience of our way of life 
and our existence into the future.

The final selection of school-community partners will 
be posted by early 2017. The Kellogg grant underwrites 
a significant portion of the support for these partners 
who will develop leadership and instructional capacity 
to ensure an effective, sustained K-12 dual language 
program and build alliances to ensure state and local 
policy supports the strengthening and expansion of 
these programs. The initiative includes resources for 
comprehensive evaluations and program improvement 
action plans, leadership training, and staff development 
for participating schools. Additional support for this 
initiative comes from the Center for the Education and 
Study of Diverse Populations, NM Highlands University; 
American Indian Policy, Research and Teacher Training 
Center, University of New Mexico; New Mexico 
Association for Bilingual Education; and New Mexico 
Coalition for the Majority.

DLeNM looks forward to partnering with these 
communities and organizations on behalf of making dual 
language education a viable reality throughout our state. 
For more information, please contact Victoria Tafoya, 
Project Director, at Victoria@dlenm.org or 505.243.0648.

by David Rogers, Executive Director—Dual Language Education of New Mexico
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by Kathy Larson, School Improvement Coach, and Joel Lavin, Principal—
El Camino del Río E.S., Eugene School District, Oregon

Introduction
The first phase of our “makeover” at El Camino del 
Río began two years ago, when Joel Lavin, our new 
principal, and the teaching team focused on bringing 
the dual language immersion (DLI) program into 
alignment with the Guiding Principles for Dual 
Language Education (Howard, 
Sugarman, Christian, 
Lindholm-Leary, & Rogers, 
2007)—being purposeful 
about the proportion of 
instruction in each language 
and adhering to a strict 
separation of languages. El 
Camino del Río (ECDR) is a 
small dual language school 
with 370 students in Eugene, 
Oregon. ECDR provides a 
50-50 program to students 
in kindergarten through 
fifth grade who come from 
English-at-home and Spanish-
at-home backgrounds, with 
some students who speak 
both languages at home. Seventy-five percent of 
the students are eligible for Free and Reduced Price 
Lunch, and mobility is relatively high at 29%. 

Identifying Next Steps 
Our ECDR Dual Language Study Team was made up 
of the instructional coach and three classroom teachers 
from different grade levels. The team was charged with 
determining which program model would best fit the 
needs of the students and community and align with 
the guiding principles. After studying various models, 
a 50-50 model was proposed with Spanish as the 
language of instruction in math; the Spanish version of 
Investigations (Pearson) was purchased since it matched 
the district adoption. As our realignment began in 
Fall 2014, the Dual Language Study Team merged 
with the ECDR Leadership Team, which steers school 
improvement efforts. The Leadership Team includes 
our principal, instructional coach, classroom teachers 
representing grade bands, Title I teacher, and counselor.

Prior to bringing the DLI program into alignment, our 
students had experienced inconsistencies in language 
and content area instruction. Our first round of testing 

Extreme Makeover: Doing the Math in Dual Language Immersion

following realignment showed a weakness in math 
achievement that could have been influenced by the fact 
that math instruction was being provided exclusively 
in Spanish for the first time. Our Leadership Team 
examined data from easyCBM™ (Houghton Mifflin 
Harcourt) and curriculum measures and determined 

that professional development 
(PD) in math was needed to 
develop effective instruction, 
build math language, and 
strengthen teachers’ skills in 
teaching and sheltering math 
in Spanish. 

Developing the Plan
We are fortunate in the 
Eugene School District to 
have both a math director and 
a math specialist to support 
instruction. They learned 
of Achievement Inspired 
Mathematics for Scaffolding 
Student Success (AIM4S3™) at 
an annual National Council 

of Teachers of Mathematics conference. They were 
aware that Hillsboro, a neighboring district, was already 
implementing AIM4S3™ as a way to organize standards-
based instruction and use sheltering strategies to build 
academic math language. Our principal and Karen 
Ramírez Gutierrez, our instructional coach, along 
with several classroom teachers and the district Title I 
director, were able to visit classrooms and talk with 
building administrators in Hillsboro. Our group was 
impressed with the Compendium, a large resource 
chart created with students that provides the “big 
picture” for the unit. The team also appreciated 
the student-centered instruction, observing as 
teachers guided students to build their mathematical 
understanding in a shared, inquiry-based process. 

Our staff determined AIM4S3™ to be the best 
professional development opportunity, since the 
AIM4S3™ framework addresses standards-based unit 
development, builds math strategies in a student-
centered manner, and strengthens the math language 
of both students and staff. The AIM4S3™ framework 
is a also a good fit with our district-developed 

—continued on page 9—

Jamie Jones and students process Compendium 
content that supports the day’s lesson.
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professional development program, Foundations, 
which provides training in math best practices and 
math progressions. The ECDR Leadership Team 
committed to whole-staff, on-site AIM4S3™ training 
scheduled at intervals throughout the year. The cost 
was covered by our School Improvement Grant and 
support from Title I and Title II funds. Sessions 
included formal training with guided practice, work 
sessions, and in-class demonstration teaching. 

Implementing AIM4S3™️—August & September 2015
The AIM4S3™ team, Lisa Meyer and Evelyn Chávez 
from Dual Language Education of New Mexico, 
launched the professional development with a one-day 
overview in August, focusing on the following:

v	 Key Instructional Principles: Teacher Mechanics 
and Delivery, Student Output, Positive Classroom 
Culture, Sheltering and Scaffolding, and Continuous 
Feedback; and

v	 Framework Components: Focus and Motivation, the 
Compendium, Unit Lessons, and Closure and Goal 
Setting (Mayer & Meyer, 2014).

In September, the AIM4S3™ team provided a third-grade 
classroom demonstration in Spanish. Staff members 
observed and discussed features of the lesson, teaching 
moves, and student participation. Grade-level teams 
also had the opportunity to reflect on math strategies 
and develop a Compendium and PDSA (Plan, Do, Study, 
Act). The AIM4S3™ team encouraged conversations in 
Spanish to promote teachers’ academic math language. 

From October through December, we provided guided 
practice for teachers between AIM4S3™ sessions. Early 
release time on Wednesdays was used to collaborate on 
unit planning, including the Framework Components 
and Compendium development, with guidance 
and support from Reid Shepherd, our district math 
specialist; Karen, our instructional coach; and Joel.

Implementing AIM4S3™️—January & March 2016
Learning walks (a practice similar to DLeNM’s 
VISITAS™) by Joel, Karen, and our school improvement 
coach, Kathy Larson—along with teacher input—
indicated a wide range of implementation and the need 
for explicit PD around the Compendium development 
process. For learning walks, an AIM4S3™ VISITAS™ 
form was adapted to gather data on key components 
being implemented in classrooms and used as a way 
for teachers to self-evaluate classroom implementation. 
School leaders conferred with the AIM4S3™ trainer 
and included a “ghost walk” as a means for the 

instructional team to assess progress, set goals for 
broader implementation, and identify needed support. 
A ghost walk is a classroom walk-through when 
students are not present and no subs are required, in 
which participants observe each other’s structures 
and features of instruction and organization. Some 
teams had developed and fully implemented the 
Compendium, while others were using the PDSA to set 
classroom learning goals in math. Grade-level teams 
were in different stages of implementation, and goals 
were tailored to meet the needs of each team. 

The ghost walk helped teams learn from each other’s 
work and share ideas for further implementation. 
Lisa Meyer also provided additional PD regarding 
components, and, through a lesson on fractions, 
teachers experienced the AIM4S3™ Key Instructional 
Principles and the Framework Components from a 
student’s perspective. Lisa assisted with planning a 
process to set goals and monitor implementation. On 
the next early release work session, our instructional 
coach led the grade-level teams in developing an “adult 
level” PDSA, following the process used with students. 
In the “Do” component, teachers identified the support 
they needed from the instructional coach and district 
math specialist, as well as the commitments teams were 
making to Compendia development. The instructional 

—continued from page 8—

—continued on page 9— —continued on page 15—

Teachers’ reflections on learning walks  
and PD experiences at ECDR

❐ This has had a great impact on making our math 
learning more visual and organized.

❐ I feel more confident about teaching difficult concepts 
in Spanish; I feel like the language is less of a barrier 
and is now a tool. I am excited about math and enjoy the 
planning pieces even though it’s time consuming this year.

❐ Most challenging? Time management. The framework 
is very rich. I have trouble incorporating/implementing 
all of the aspects of the framework and still following 
our math pacing guide.

❐ I can see the importance of what we are doing for 
language acquisition by seeing language production in 5th 
grade. ... I need to remain purposeful in my expectations 
for language production. I need to keep encouraging and 
expecting students to speak the target language at the 
appropriate times. 
 
❐ I can now see that I am providing the Compendium 
the way it’s intended and can focus in on fine-tuning and 
creating more robust Compendia for next year.
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leaders, and administrators who will observe 
instruction. The following norms help to ensure that 
the process is “safe” and non-evaluative in nature: 
v focus on student learning;
v look for what’s there, not what’s lacking (asset approach);
v encourage and celebrate risk-taking;
v keep the data collection anonymous;
v presume positive intent; and
v maintain confidentiality.

We work with the school to identify an area of 
instructional focus and develop a set of “look-fors” and 
a common note-taking form. For example, look-fors 
might include the following: evidence in the classroom 
of support for the use of academic language, student 
behaviors evident during academic conversations, 
strategies used to activate students’ prior knowledge 
or create shared knowledge, or evidence of support for 
language development. Next, a team from the school 
identifies the classrooms to be observed in the first 
VISITAS™ cycle. The process is most effective when 
all teachers are observed over time. It is important 
to note that because the observations are used to 
identify school-wide instructional trends, the notes 
are anonymous and are not connected to specific 
teachers or classrooms. After the first classroom 
is visited, the team pauses briefly to discuss their 
written observation in order to ensure that they have a 
common understanding of the instructional focus they 
are looking for. When the observations are finished, 
the team gathers to share what they’ve seen. We ask 
teachers to review and share their observations in a 
quantifiable way. Often, they use the frame, “In 5 out 
of 7 classrooms, ______”. The observations shared by 
the team are charted and later shared with the entire 
staff to discuss the information and identify trends 
and next steps. These might include a commitment to 
implementation, determination of additional support 
needed, or clarification of an instructional strategy. 

The VISITAS™ process offers a powerful and logical 
approach for follow-up training to school PD 
intiatives. Once teachers have been trained in a new 
instructional practice and have had time to implement 
it in their classrooms, VISITAS™ can be used to guide 
teachers in an authentic, contextualized observation 
and reflection process to strenghten and extend their 
understanding and implementation of the PD.
 
DLeNM staff first fully implemented VISITAS™ at the 
schools that participated in our Bright Spots Initiative, 
funded through a W.K. Kellogg Foundation grant. In 

each of the schools, instructional leaders and teachers 
were trained in the protocol and participated in a 
number of VISITAS™ throughout their multi-year PD 
opportunities. Many of the schools continue to utilize 
this process. Coronado Elementary, in Albuquerque, 
used VISITAS™ to improve teachers’ skills in fostering 
and facilitating academic conversations. Not only 
did teachers find success in using the protocol for 
identifying areas of improvement and developing a 
common understanding of quality instruction, but also 
in supporting students’ ability to communicate using 
academic language (see Soleado, Fall 2015, soleado.
dlenm.org). At Reginald Chávez Elementary, also in 
Albuquerque, teachers chose varied ways to implement 
VISITAS™. Sometimes they “walked” in teams of grade-
level teachers interested in visiting the classrooms of 
the grades below and above their own. Other times, 
they chose to walk in mixed-grade teams. Some of these 
walks focused on the implementation of AIM4S3™, 
a framework for sheltering mathematics content and 
language (aim4scubed.dlenm.org). AIM4S3™ PD 
increasingly includes VISITAS™ in follow-up sessions. 
At Reginald Chávez, teachers and instructional leaders 
alike were involved in identifying the VISITAS™ focus 
areas, thus creating a new culture of reflective practice. 

Another manner in which DLeNM has used VISITAS™ 
is as follow-up to the rigorous 6 days of OCDE Project 
GLAD® Tier I certification training. In Austin ISD, 
Texas, we used this process 4 months after providing 
the Tier I training to a group of dynamic middle school 
teachers looking for more powerful ways to work with 
their adolescent language learners. In preparation for 
VISITAS™, we collaborated with the Project GLAD® 
leadership team formed by administrators and teacher-
leaders of Webb Middle School to create the focus areas 
for these observations. Together, we decided on the 
areas of “student engagement in oral academic language 
during direct instruction,” and “opportunties for 
students to practice and process the academic content 
and language.” These represented the teachers’ goal 
areas for teaching and learning in their classrooms. The 
VISITAS™ process provided the opportunity to develop 
a shared understanding of what these goals actually 
looked like in their middle school classrooms and how 
they are supported by Project GLAD®. Following the 
process described earlier, teachers were able to identifiy 
next steps in their use of the Project GLAD® strategies 
and provide information to the teacher leaders and 
administrators about further supports needed for 
deeper understanding and implementation.

—continued from page 1—

—continued on page 11—
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In Alexandria City Public Schools (ACPS), Virginia, 
we conducted VISITAS™ with teams of dual language 
teachers from two elementary schools, Mt. Vernon 
and John Adams, who had been trained by DLeNM 
in Project GLAD®. We used the same protocol as in 
Austin ISD, but through 
creative scheduling, the 
school was able to provide 
substitutes to free up grade-
level teams of teachers 
over 2 days. We walked 
through all classrooms, 
making observations based 
on the identified look-fors 
in large teams of eight to 
10 teachers, school and 
district administrators, and 
a trainer. We followed the 
same process of debriefing, 
establishing trends, and 
creating a shared vision for 
the teachers’ implementation 
and the supports needed 
to get there. The discussion 
was rich due to the fact 
that all teachers had the opportunity to observe and 
be observed— the conversations were authentic and 
deep. Feedback from teachers who participanted in 
VISITAS™ included, “I really enoyed the opportunity to 
observe my colleagues’ classrooms—I learned so much 
from them!” and “I see now how other teachers at my 
school are managing the students, the charts and the 
content. Thank you for this opportunity!” 

There are a variety of challenges and benefits to 
implementing the VISITAS™ process in your school. 
One challenge is creating the time for a group of 
teachers to leave their students in order to visit 
each other’s classrooms and engage in productive 
conversations. Perhaps a greater challenge is teachers 
feeling comfortable with the idea of being observed 
by other teachers. They may feel like they might be 
negatively critiqued or they do not understand how 
such a process can benefit their instruction. For this 
reason, it is crucial to take the time to present and 
discuss the process with the teachers so that they know 
it is anonymous and non-evaluative. They should 
also be included in creating the focus areas for the 
observations. In the effort to engage teachers in a 
positive experience of VISITAS™, one option is to begin 
the process by observing in each other’s classroom with 
no students present. In this case, the look-fors involve 

the environment and/or reading the walls. Once 
teachers have experienced VISITAS™, they have  
a clearer vision of what can transpire when their  
look-fors are based on instruction and observations 
are followed by analysis and discussion of the results. 

While the process takes 
time and preparation, there 
are also many benefits 
to using VISITAS™. This 
experience is designed to be 
teacher and student-driven. 
It is centered on defining 
instructional focus areas, 
observing in classrooms, 
sharing those observations 
in a non-evaluative 
environment, engaging in 
reflective conversations 
about best practices in 
teaching and learning, and 
collectively determining 
next steps. The process 
promotes transparency and 
collaboration among the 

teachers and validates their role as the leaders and 
innovators of classroom instruction, while fostering 
common understanding of the instructional practice 
under consideration. The possiblity for teacher buy-
in and engagement is increased because teachers are 
central to the creation of the instructional vision. The 
ultimate goal is for school staff to plan, organize, and 
facilitate the VISITAS™ process independently.

VISITAS™ reflects the ongoing study and evolution of 
professional development at DLeNM. We continue 
to learn from our collaboration with teachers and 
administrators as we refine this process and make it an 
integral part of professional development partnerships.
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Teams visit classrooms 
and then compile  
their observations  
during VISITAS™️ at  
Charles M. Schenck 
Community School.



12

So
le

ad
o—

W
in

te
r 2

01
6

DLeNM

Pr
om

is
in

g 
pr

ac
tic

es
...

los estudiantes, a tono con las mejores prácticas 
educativas y con los estudios de investigación en el 
campo del desarrollo y adquisición de un segundo 
idioma. Teniendo esto en mente, se continúa con el 
trabajo colaborativo, creando un Comité de escritura 
compuesto por maestros bilingües y administradores 
con alto conocimiento del español. El comité crea 
el Marco del desarrollo de las artes del lenguaje en 
español (ALE) para el séptimo grado de lenguaje 
dual. ALE también se desarrolla utilizando el 
protocolo de Comprensión por diseño (Wiggins 
& McTighe, 2005), el mismo que se utilizó en las 
unidades temáticas de la escuela elemental. Cabe 
mencionar que ALE se alinea estratégicamente 
con el Marco del desarrollo de las artes del lenguaje 
en inglés dentro del eje temático: Decisiones. Esta 
alineación brinda coherencia y continuidad a 
las altas expectativas del proceso de enseñanza-
aprendizaje en los dos idiomas. De igual manera, 
ALE no es una réplica del currículo de las artes del 
lenguaje en inglés; sino que es un documento que 
refleja las particularidades lingüísticas del español 
dentro del lente de riqueza lingüística y cultural de 
la literatura latinoamericana. 

El marco de ALE establece en sus cuatro unidades de 
estudio las expectativas de entendimiento perdurable, 
preguntas esenciales, el desarrollo del vocabulario 
académico, y los procesos evaluativos formativos 
y sumativos. El eje temático de ALE, seleccionado 

por el comité, es Gente, 
lugares y ambientes 

(NCSS, 2010). Este eje 
temático viene como 
resultado de la integración 
en el Bloque de lenguaje 
de ALE con estudios 
sociales. Además, refleja 
la alineación temática 
con los Estándares del 
currículo nacional de 
estudios sociales. Una vez 
se termina de desarrollar 
el currículo de ALE, el 
comité comienza con la 
selección de recursos. 
Esta intensa evaluación 
y recomendación de 
recursos auténticos y 
rigurosos permiten 
un diálogo analítico y 
comparativo que, a su  

vez, da pie a la identificación de ejes transversales 
comunes entre las asignaturas de estudio, los recursos  
y las unidades. 

En este proceso de evaluar y seleccionar recursos, 
se reconoce que el español es mucho más que una 
herramienta de comunicación, pues la cultura 
lingüística acompaña la historia de los pueblos y forma 
parte de su sociedad y de su identidad (Román, 2013). 
Como resultado, los recursos seleccionados reflejan el 
enfoque de instrucción de rigor, el perfil del estudiante 
y su comunidad, además de su interés en el tema y/o 
diversidad de géneros literarios. De esta manera se logra 
cautivar el entusiasmo del estudiante hacia el aprendizaje 
del español, a la misma vez en que se eleva el estatus 
del idioma minoritario. Consecuentemente, se crea un 
documento que recoge el criterio a ser utilizado en la 
evaluación de los recursos. 

Esta compilación de información provee un sólido 
Compendio de recursos representativos de diversos 
géneros de la literatura juvenil latinoamericana y 
de los países y comunidades mundiales que hablan 
español. También enriquece y solidifica la colección 
de lecturas que dan acceso tanto a las técnicas de la 
narrativa latinoamericana y las temáticas que en ella 
se abordan. La mayor parte de los libros seleccionados 
fueron escritos originalmente en español. También se 
incluyeron algunos libros que son transadaptaciones 

 Tema central:
Gente, lugares y ambientes (Concilio Nacional de Estudios Sociales 2013, NCSS por sus siglas en inglés)

 ALE UNIDAD 1

Marco temático de las Artes del Lenguaje: 
¿Cómo la diversidad impacta el esquema de la historia o el cuento en el desarrollo de la identidad de los personajes?

Enlace con las ciencias sociales: 
¿Cómo la diversidad moldea a las personas?

TÍTULO
AUTOR/A 
LUGAR E 
ORIGEN

LITERATURA GÉNERO RECOMENDACIONES
PARA SER 

UTILIZADO 
EN:

Con los 
ojos 
abiertos

FRANCISCO
HINOJOSA

MÉXICO

þ Auténtica 
Latinoamericana
 Transadaptación

FICCIÓN

NOVELA

Enfoque de enseñanza: Justicia social, vocabulario, 
circunstancias sociales, estratificación social, amor 
adolescente.El enfoque puede ser en el concepto del 
desarrollo de la identidad de Sara. La transformación 
de estar soltera y luego de pareja con el joven contiene 
amor y retos particulares.

Comentarios: Contiene lenguaje fuerte y grosero
Sensibilidad cultural y lingüística 

 vocabulario
 ilustraciones

Si aplica:
Selección de lectura recomendada: 

 página(s) ___________
 párrafo(s) ___________
 oración(es) ___________ 

þ ALE

 Biblioteca del 
salón

 Biblioteca de la 
escuela

 Recurso en 
línea

DESCRIPCIÓN GENERAL / SINOPSIS TEMÁTICA

A sus 15 años y medio Sara decide salirse 
de casa; la vida con su padre, madrastra y 
hermanastras es insoportable. Para sobrevivir 
lejos de su “hogar” encuentra trabajos 
informales, como el vender libros afuera de la 
Universidad. Al poco tiempo se hace amiga y 
novia de un estudiante travieso, inteligente, 
creativo, rebelde, reservado y misterioso con un 
padecimiento oculto que para Sara representará 
un reto más que debe conquistar.

 

Familia

Identidad

Juventud

Revisado por:
Nom

bre: Jesús Díaz
Fecha:20 / 01 / 16

© 2016 W. Valero

—continuación de la página 3—

—continúa en la página 13—

Gráfica 3: ALE—Compendio de la evaluación de recursos literarios e informativos
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de otros idiomas. A esto se suma una antología de 
autores latinoamericanos que contiene textos literarios 
e informativos, además de otros recursos de acceso 
electrónico basados en artículos de la actualidad. 
También, se contempló los libros para la biblioteca del 
salón. La biblioteca del salón brinda oportunidades 
para la lectura independiente y el acceso a recursos 
conducentes al estudio investigativo y cumplen con 
el propósito de ser la apertura al diálogo sobre los 
consabidos estereotipos culturales perpetuados en la 
literatura. Este diálogo es conducente al desarrollo 
de las destrezas de pensamiento crítico y de hacer 
conexiones transversales que se adhieren a la temática 
establecida en el Bloque de lenguaje. 

Conjuntamente se diseña un plan de desarrollo 
profesional que aglutina los procesos y las prácticas 
educativas pertinentes al recién desarrollado Marco 
del desarrollo de las artes del lenguaje en español (ALE) 
con los nuevos recursos adoptados. 

El Distrito Escolar U-46 continua la jornada de 
asegurar que los estudiantes tengan la oportunidad 
de participar plenamente en un programa 
multidisciplinario de excelencia que les asegure 
el éxito. A su vez, el entorno comunitario junto al 
distrito, reconoce como una de sus mayores fortalezas, 
el pluralismo cultural y el mosaico de voces que dan 
vida a la comunidad. Al concluir, podemos decir 
que la jornada exitosa de la implementación de 
lenguaje dual desde el pre-k al séptimo grado viene 
como resultado de un sistema educativo orgánico, 
comprometido con una excelencia educativa unitaria, 
multilingüística, multicultural, de equidad y justicia 
social para todos. 

—continuación de la página 12—

—continúa en la página 13—
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pública sobre la organización y oferta curricular del programa 
de español como lengua materna en los niveles elemental y 
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Para mayor información favor de comunicarse con 
Wilma Valero en valerowilma@gmail.com. 

Los años que antecedieron a la transición de lenguaje 
dual a la escuela intermedia se encuentran descritos 

por Wilma Valero y Patricia Makishima en dos artículos 
de Soleado: verano del 2011 y primavera del 2012. Los 

mismos están disponibles en soleado.dlenm.org.

Gráfica 4: Desarrollo profesional

Dual Language Education of New Mexico 
Professional Development Opportunities 

Certification Training 
Albuquerque, New Mexico

Middle School Project GLAD® Tier I Training 
Two-Day Research and Theory Workshop: 

Dec. 1-2, 2016 
Classroom Demonstration: Jan. 10-13, 2017

Project GLAD® Summer Institute  — 2017     
June 6-7, 2017

La Fonda on the Plaza
Santa Fe, New Mexico

www.glad.dlenm.org 

Mark your calendars! 

What is Project GLAD®?
Project GLAD® is a model of professional development 

dedicated to building academic language and literacy for 
all students, especially English language learners. The 

model enhances teachers’ design and delivery of 
standards-based instruction through an approach that 

integrates content and language teaching and learning. 
For more information visit www.glad.dlenm.org.

www.DLeNM.org

Project GLAD PD7.21.16.indd   1 10/10/16   12:35 PM
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Our KCLC parents play a big role in their children’s 
learning and are required to attend parent seminars 
twice a month, observe twice a year, participate in a 
community project, and volunteer in many different 
ways. They learn the language along with the 
children and experience what the children are doing 
in the classroom. We are grateful for our parents 
and the interest that they show in the school and in 
the children. They often go over and beyond what’s 
required of them. The staff and parents at KCLC 
have a good working relationship with our students’ 
families. It’s like an extended family with the focus 
on our children and what’s best for them. 

KCLC has become a model for others who are 
looking to revive their language. There have been 
many visitors to KCLC from our surrounding 
Pueblos and other tribes throughout the United 
States. We have received guests from the states of 
Washington, Oklahoma, Minnesota and New York, 
as well as other indigenous tribes from Guatemala, 
Peru, Ecuador, and Mexico.

Santa Fe, New Mexico
www.lacosecha.dlenm.org

La  Cosecha 2016
 Dual Language Conference Sponsors! 

¡Gracias a todos! 
LC16 Sponsor Thanks.indd   1 10/4/16   3:51 PM

One day as I was putting snowflakes on the windows, 
I stopped and looked at the mountains and noticed 
that to the right is the site of our original Cochiti 
Pueblo. Our ancestors and our past are there. To the 
left and down the hill is Cochiti, the present, where 
the children participate in the life of the Pueblo. And 
here we are at KCLC, a total immersion Montessori 
School—our future. As our children pray every 
day before we start the day, part of what they say is, 
“Help me today and help me to become fluent in 
my language.” The school has grown. The staff has 
increased to eight people. There are five students 
in our elementary program and 12 students in the 
primary! It’s been a great journey—one that I will 
always cherish, with many wonderful memories of 
my “grandchildren” and the funny things they say and 
do. As I begin my retirement, my hope and dream 
for KCLC is that it will continue to grow all the way 
to high school and Keres will increasingly be used 
throughout the life of the Pueblo. 

For previous articles about Keres Children’s Learning Center, 
please see the Spring 2013, Spring 2014, and Winter 2015 

issues of Soleado at soleado.dlenm.org.

—continued from page 5—
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coach posted the PDSA and invited teachers to update 
based on progress. 

Prior to the March follow-up, learning walks served 
as a way to share instructional practice in reading and 
math. During the work session, the AIM4S3™ trainer 
assisted teams in developing and refining Compendia. 
Following the March PD, Joel and the district math 
specialist led a series of observations and debriefs 
for each grade-level team. The purpose was to learn, 
share, and target next steps. Teams used an AIM4S3™ 
observation form that featured key components of the 
Compendium and unit-planning process. 

Implementing AIM4S3™️—May 2016
In May, Lisa Meyer and school leadership planned 
another ghost walk to observe the use of Compendia 
and PDSAs. Explicit PD continued with Compendium 
components, expanding the conversation to include 
“bridging” as a purposeful strategy for language transfer. 
Several members of our Leadership Team, along with 
Kathy Larson and Erin Reckers, were exploring bridging 
with teachers after participating in a training with Karen 
Beeman and Cheryl Urow (Beeman & Urow, 2013).

This ghost walk was done on the last day of AIM4S3™ 
PD for the year and included all classroom teachers 
and the Leadership Team. It was a celebration of the 
staff ’s work and yielded rich conversations regarding 
how to build Compendia and manage the inquiry 
process with students. Topics ranged from practical 
strategies for managing materials and supporting 
instructional delivery to specific strategies for 
encouraging students to use more than one way to 
express a solution. This discussion informed decision 
making for the coming school year. 

Results, Reflections, and Next Steps
Data from easyCBM™ showed growth 
over scores from fall and previous 
years. Analysis of both easyCBM™ 
and preliminary Smarter Balanced 
Assessment Consortium scores 
showed that students have developed 
skill in fluency and operations, but they 
still need improvement in problem 
solving and justification in more 
complex operations. Learning walks 
and classroom artifacts showed that 
AIM4S3™ implementation is in place 
and will be strengthened with further 
guided practice and collaboration. 

In 2016-2017, we will continue work 
with fluency and operations and use the district 
Common Formative Math Assessments to gauge 
student progress, sharing and scoring student work 
in teams. The AIM4S3™ PD will provide teachers 
with strategies to build problem-solving skills and 
continue to strengthen academic math language in 
the context of math work. Lisa Meyer will also help 
staff develop bridging strategies to ensure effective 
transfer of math language and skills from Spanish 
to English. Further follow-up from AIM4S3™ will 
include work sessions with each team, as well as 
whole-staff PD informed by observations and 
conversations with teams and school leaders. 

Our overall reflection is that the success of this 
project was due to high quality professional 
development tailored to meet the specific needs of 
our teachers in the context of our dual language 
program. The on-going support of the district 
math specialist was critical in providing technical 
assistance to teaching teams between PD sessions—
sustaining engagement, accountability, and 
expectations. The leadership and support of the 
principal and the instructional coach served to stay 
the course and “keep the dream alive.” 
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Fourth grade Compendium based on CCSSM Geometry standards and 
built with students to support language and content development.
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; Achievement Inspired 
Mathematics for Scaffolding 
Student Success (AIM4S3™) 
Summer Institute: May 31-June 1, 
2017, in Albuquerque, NM. This institute 
is for teachers already trained in AIM4S3™. 
Please contact Lisa Meyer, lisa@dlenm.org, 
for more information.

; California Association for 
Bilingual Education—CABE 
2017—Connecting Communities 
Through our Languages, 
Cultures, and Stories:  
March 29-April 1, 2017, in Anaheim, 
California. For more information or to 
register, please visit www.gocabe.org.

; Guided Language Acquisition 
Design—Project GLAD® Annual 
Summer Institute: June 6-7, 2017,  
at La Fonda in Santa Fe, NM. The 
summer institute is for teachers already 
Project GLAD® Tier 1 certified. For 
more information, please contact Diana 
Pinkston-Stewart at diana@dlenm.org. 

; National Association for 
Bilingual Education—Leadership 
for Equity and Excellence 
Through Bilingualism and 
Biliteracy: February 23-25, 2017, in 
Dallas, TX. For more information or to 
register, please visit www.nabe.org.

; Massachusetts Association 
for Bilingual Education— Sixth 
Annual Southern New England 
Regional Dual Language 
Conference: March 25, 2017, in 
Willimantic, CT. Visit MABE’s website,  
www.massmabe.org, for more information. 

; Washington Association for 
Bilingual Education—2017 WABE 
Conference: April 21-22, 2017, in 
Yakima, WA. For information or to 
register, please visit www.wabewa.org.

; New Mexico Association for 
Bilingual Education—Annual 
Bilingual Educators’ Institute: 
January 21, 2017, in Santa Fe, NM.  
For more information, please visit  
www.nmabe.net.

; New Mexico Association for 
Bilingual Education—44th 
Annual NMABE Conference:  
April 27-29, 2017, at the Embassy Suites in 
Albuquerque, NM. Save the date and watch 
www.nmabe.net for more information.


