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There is no denying that language is critical to the 
survival of tribal communities as we know them. 
Languages that once thrived 
are now being replaced—or 
we could say displaced—by 
English. There are many 
important considerations 
for Indigenous language 
revitalization (ILR). In New 
Mexico, with eight native 
language groups and multiple 
dialects within the language 
groups, it is essential that the 
design of language programs 
begin with the intention of the 
unique community in which 
the language originates. 

Indigenous language 
revitalization efforts have 
been ongoing for years. 
These include language 
nests, summer immersion programs, and bilingual 

heritage programs in public 
schools. Despite these efforts, 
the number of Indigenous 
language speakers continues 
to decline, and the languages 
are endangered. McCarty 
(2013) notes:

 A language is endangered 
…  when its speakers 
cease to use it, use it in an 
increasingly reduced number 
of communicative domains, 
and cease to pass it on from 
one generation to the next. 
That is, there are no new 
speakers, adults or children. 
(See also Krauss, 1992; 
McCarty et al., 2008). (p. 37) 

As you read in the last issue 
of Soleado, DLeNM will be 

working with the W.K. Kellogg Foundation in 
a Building Community Partnerships for a K-12 

Sustainable Dual Language 
Education program. This 
3-year grant, supporting work 
with selected school districts 
and tribal communities, will 
ultimately impact all tribal 
communities in the state. 

DLeNM’s network of partners 
has expanded to support 
this collaboration with 
tribal communities. The 
American Indian Language 
Policy Research and Teacher 
Training Center co-hosted 
a pre-conference event at 
La Cosecha 2016 for tribal 
language coordinators, 
teachers, and community 
advocates. The benefits of dual 

language education for language learning and 
academic achievement were discussed. Guest 
speaker Walter Dasheno inspired attendees 
to “carry out the legacy of our forefathers.” 
He touched upon what he believes is key to 
sustaining language in tribal communities—
maintaining control over criteria and standards 
for language teaching. As a former governor 
of Santa Clara Pueblo, Dasheno stated that 
tribes must “… develop our own curriculum 
to provide a true education of who we are 
and who we will continue to be.” A message 
of partnership was delivered and accepted by 
those in attendance. 

During La Cosecha, Dr. Larry Emerson, 
Diné scholar, conducted a solution-oriented 
session on the confluences, conflicts, and 
contradictions of ILR. Participants explored 
key issues and dual language program 
development. They then generated themes 

Reframe, Restore, Revitalize Indigenous Language—
Where do we go From Here?

by Victoria Tafoya and Patrick Werito—Dual Language Education of New Mexico

;  Academic Language and Literacy 
in the Primary Classroom—The 
Power of Input Charts

;  English Learners with Disabilities: 
Issues of Equitable Access

;  Making it Happen—Everyone’s 
Responsibility

;  Reflecting on DLeNM’s Dual 
Language Program Retreats—

       Preparing for Success 

;  Implementing Project GLAD® in 
Secondary Classrooms 

;  La efectividad de Proyecto 
GLAD® enseñando español  
como segunda lengua

Session participants generate points 
for future community discussion.
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Fostering Academic Language and Literacy in the  
Primary Classroom—The Power of Input Charts

by Jamie Shell and Lisa Ulibarri-Miller, Teachers—Janet Kahn School of Integrated Arts,
Albuquerque Public Schools

—continued on page 3—

In Long Walk to Freedom, Nelson Mandela (1995)
poignantly writes, “Without language, one cannot 
talk to people and understand them; one cannot 
share their hopes and aspirations, grasp their history, 
appreciate their poetry, or savor their songs” (p. 84).

Think about that ... Language 
enables us to share our 
thoughts, our learning, our 
ideas with other people. 
Language enables us to 
achieve academic success, 
envision scenes created 
through words, and appreciate 
music. Language affords us 
communication and allows 
us to appreciate the cultures 
of the world. Language is 
essential to survival—not just 
in academia, but in life. 

We, Jamie and Lisa, teach 
at Janet Kahn School of 
Integrated Arts. One hundred 
percent of our students 
qualify for free lunch. The overall socioeconomic 
status of our school is incredibly low. The majority 
of our families are young, struggling, and lacking 
stability. We have the highest transient rate in the 
Albuquerque Public Schools district. Our students 
come from a variety of cultural backgrounds, 
including immigrants from Mexico and refugees 
from Africa and the Middle East. These students 
bring Spanish, Kirundi, Swahili, Pashto, and Arabic 
to our campus. We also have families continuing 
to speak and share home languages like Navajo, 
Vietnamese, and Cantonese with their children. Our 
families create the cultural mosaic we have come to 
love at our school. When students enter our doors, 
language exists in their immediate world, but it rarely 
translates to the school environment. 

In fact, this is true of our English-speaking students 
as well. At school, we ask students to learn and 
express themselves in English. But the truth is we 
expect them to understand and express themselves 
with Academic English. Using academic language is 
far different from simply speaking and writing. Sadly, 

the tendency is to forego academic language and speak 
with simple vocabulary as students are learning. When 
we use intentional strategies, the need to simplify language 
becomes obsolete as we offer all students entry points for 
learning and using academic language.

OCDE Project GLAD® (Guided 
Language Acquisition Design) 
provides the intentional 
strategies needed to foster 
rich, oral academic language, 
which becomes the platform for 
writing production. Academic 
language is not reserved for 
older, more experienced 
students; academic language 
can be taught in the primary 
grades—even kindergarten! 
We will walk you through our 
experience. This marks our 
fourth year practicing Project 
GLAD® in our classrooms. 
It takes time to develop a 
language-rich environment, 
but it can begin with one 

component area focused on comprehensible input.

Input Charts serve as the foundation for direct 
instruction around content and language learning.
There are three major types of Input Charts: pictorial, 
narrative, and comparative. Each of these charts has 
its own specific purpose. However, these graphic 
organizers are all designed to provide comprehensible 
input for students and provide a platform to which 
background knowledge can be attached. They combine 
written labels and concepts with pictures and drawings. 

In order to internalize concepts, students must have 
a way of organizing information in their brains. Such 
organization begins by tapping into background 
knowledge, which consists of all the feelings, emotions, 
memories, and experiences which are already housed 
in our brains. Incredibly, background knowledge 
transcends language and can be triggered by drawings, 
photographs, and realia. Background knowledge 
provides hooks to hold new knowledge and deepens 
understanding as we make personal connections. 

A student highlights academic vocabulary 
on a Pictorial Input Chart.
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When beginning a unit, a key first step is to activate 
the background knowledge of all students. This 
activation can be done through an Observation 
Chart by having students examine a variety of 
photographs or realia and discuss what they notice. 
What connections do they have to the photographs? 
These critical oral discussions create little hooks which 
students can use to connect to new content knowledge.

Pictorial Input Charts provide an organized method 
of documenting background knowledge and tying 
it to new knowledge. For instance, one of our 
kindergarten units is titled “All About Me.” This unit 
includes a family project where students create a 
Pictorial Input Chart about themselves. At the center 
of the chart the students draw a self portrait. Then, 
in four quadrants, students describe themselves 
physically, list their likes, list their dislikes, and 
present interesting facts. This personal Input Chart 
helps students see how the graphic organizer helps 
them connect to and access knowledge.

Input Charts can be used to 
house basic information for an 
entire unit, like a Comparative 
Input Chart which isolates and 
compares specific concepts. 
For example, first grade used 
a Comparative Input Chart to 
introduce concepts of the day 
and night sky and how they 
are affected by the tilt and the 
orbit of Earth. Input Charts can 
also be used to focus on more 
specific content. During our 
kindergarten unit on symbols, 
we used specific Input Charts 
to teach one of the symbols to 
small groups of students who 
became experts on the symbol 
and shared their knowledge with 
peers. There were Input Charts with specific vocabulary 
for the New Mexico state flag, roadrunner, chile plant, 
and yucca. Using Pictorial Input Charts in this way 
allows students to more efficiently learn targeted 
vocabulary and then provides students a scaffold in 
order to teach the same vocabulary to their peers.

An additional way Input Charts make content come 
alive is through stories. Narrative Input charts can be 
created for both fiction and nonfiction stories. The 
purpose of the Narrative Input Chart is to revisit and 

retell stories with key concepts and vocabulary. The 
background image often gives a general sense of 
the story being retold. The story can be retold with 
actual pictures and phrases from the book, or it can 
be varied. For example, a story can be retold with 
photographs and labels which connect to the story 
and the vocabulary, if actual pages from the book 
are inadequate. Connecting a book to the content 
offers students yet one more way to connect with the 
content through a different lens. With each Input 
Chart, students review the information and practice 
the vocabulary in whole group, small groups, and in 
pairs. The Input Charts become the foundation of the 
content and will serve as a resource when students 
begin to write independently and in groups.

Once information becomes classroom or shared 
knowledge, students need time to further process 
and explore. They are provided another opportunity 
to process and deepen their understanding through 
small interactive groups, such as Expert Groups. 
This Project GLAD® strategy allows students to 

become the experts on a given 
topic. With this transfer of 
responsibility, students gain 
increased ownership of the 
content and their own learning. 
During Expert Groups, teams 
negotiate meaning and practice 
the use of academic language. 
Students rehearse speaking and 
listening skills in a structure 
that allows them to share 
their knowledge. In this way, 
processing of new learning is 
shared, content connections are 
bolstered, and peer support is 
continuously provided. This final 
oral rehearsal is the springboard 
for beginning writing.

Throughout a unit taught during the second 
trimester, “New Mexico and United States Symbols,” 
students practice comparing and contrasting the 
two categories. In Expert Groups, emergent readers 
grapple with grade-level text as they read to identify 
community connections, physical descriptions, 
and important facts for each symbol. Beginning 
writers learn to highlight and record key details. 
Then, students return to their teams to teach the 
information, further internalizing the material. 

 On a Process Grid, students take turns 
highlighting words they think they’ll  

use in their writing.
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by Julia Scherba de Valenzuela, Ph.D.—University of New Mexico

Understanding English Learners with Disabilities
Students with disabilities can become bilingual. This 
includes students with more intensive educational 
support needs, such as students with intellectual 
disability and autism spectrum disorder. Recent 
research supports both of these claims and debunks 
the idea that learning more than one language 
impedes the overall language development of children 
with disabilities (Kay-Raining Bird, Genesee, & 
Verhoeven, 2016). However, the belief that it is better 
for children with disabilities to learn only 
one language still persists (Peña, 2016). 
What many advocates of the monolingual 
argument fail to recognize is that 
students with a home language other than English 
must become bilingual if they are to learn English—
bilingualism is a reality, not a choice.  Therefore, for 
English learners (ELs) with disabilities, the question 
must shift from whether they can become bilingual to 
how we can best support them to become bilingual. 

Equity Concerns and Federal Requirements  
For a bilingual learner to be diagnosed with a 
disability, impairments must be present in both 
languages. In other words, if learning gaps are 
evident only in one language and the child is able 
to demonstrate competence in the other language, 
the child does not have a disability. Instead, lack of 
proficiency in one language is limiting the child’s 
ability to demonstrate those skills in that language. 
Therefore, it is imperative that ELs have the 
opportunity to demonstrate their skill development 
across home and school languages. In fact, the 
Individuals with Disabilities Education Act (IDEA, 
2004), requires that assessments “be provided and 
administered in the child’s native language or mode of 
communication, unless it clearly is not feasible to do 
so” (sec. 612(a)(6)(B)).

Concern has been raised whether some ELs are 
disproportionately represented in special education 
as a result of inaccurate identification of language 
differences as disabilities for some students. The 
available research suggests this is a complicated issue. 
For example, Artiles, Rueda, Salazar, and Higaredo 
(2005) and Samson and Lesaux (2009) found that ELs 
were under-represented in early elementary grades 
and over-represented by late elementary grades. 
Their findings suggest that teachers may be more 

English Learners with Disabilities:  
Considering Issues of Equitable Access

reluctant to refer younger ELs for special education 
services because of assumptions that students’ academic 
difficulties might be due to still emerging English 
language proficiency. However, this might lead to failure 
to provide special education services to some students 
who require this support. In contrast, teachers may 
assume that academic difficulties of older students are 
the result of an underlying disability, instead of the 
need for continued, and perhaps more effective, English 
language development support. 

Both over- and under-representation of ELs in special 
education are problems. It is important that students 
with disabilities receive special education services as 
soon as possible to prevent them from falling further 
behind. It is equally important that ELs who do not 
actually have disabilities do not enter the special 
education system. This last point is especially important 
for two reasons. First, several studies (de Valenzuela, 
Copeland, Qi, & Park, 2006; Sullivan, 2007) found 
that ELs with disabilities were less likely to be placed 
in inclusive education settings. In fact, de Valenzuela 
et al. (2006) reported that almost 60% of ELs with 
disabilities in the district they studied were educated 
in fully segregated special education classrooms; ELs 
were educated away from their typically developing 
peers at higher rates than even African American, 
Native American, and monolingual Latino students, 
all of whom are segregated at higher rates than White 
students. Secondly, there is emerging evidence (e.g., 
de Valenzuela et al., 2016; Romero, 2015) that ELs 
identified with disabilities have less access to ESL and 
bilingual education than ELs who are not receiving 
special education services. Therefore, if students are 
inaccurately identified with a disability, that label may 
hurt more than help.

Language development services for ELs and special 
education both derive from the 1964 Civil Rights Act 
and the 1974 Equal Educational Opportunities Act 
(EEOA). Both of these acts require that students be 
provided equal opportunity to access the curriculum. 
Equal access stems from equal opportunity to learn, 
not equal treatment. Equal opportunity to learn for 
some students, such as those with disabilities or those 

Equal access stems from equal  
opportunity to learn, not equal treatment.

—continued on page 12—
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With so many state and federal laws and regulations 
regarding both English learners (ELs) and students 
with disabilities (SWDs), how do schools begin to 
understand the complexities they entail? Recently, a 
common question has surfaced in school districts and 
institutes of higher education (IHEs) I work with:  
What is the “best” way/program/method to provide 
services to an English learner who is also classified as 
a student with disability? 

While the related article on page 4 clearly identifies 
our legal and ethical responsibilities to these students, 
I cannot easily answer that question nor bring clarity 
to all complex issues around services in each school 
or district. I also cannot generalize the specific needs 
of individuals in classrooms across our country. I can, 
however, share some solutions to support each school 
district’s legal—and moral—obligations to ensure that 
students who are EL and SWD participate meaningfully 
and equally in educational programs and services. 

The Law

The U.S. Department of Education and Justice 
released joint guidance in 2015 regarding meeting 
requirements of EL students with disabilities eligible 
for services under IDEA (2004), available at: http://
tinyurl.com/gmp3vhl. The report includes the following 
three findings that would result in non-compliance:
 denying services to EL student with disabilities, 
 not evaluating students in their home language, and 
 failing to provide qualified staff and interpreters in  
     Individual Education Plan (IEP) meetings. 

Let’s consider practical solutions for each finding. 

1. Services—Denying English language services 
to EL students with disabilities 

The Reality—Scheduling is often a barrier to 
providing a spectrum of services to students who 
are EL and qualify under IDEA. There can also be a 
stated or perceived belief that because IDEA receives 
significantly more federal funding that it supersedes 
the Title III or Alternative Language Services for EL 
students. This is not the case.

The Solution—Districts and schools need to be 
cognizant that one service does not have precedence 
over another (IDEA vs. Title III). Students need to be 
at the center of the conversation between responsible 
special education and Alternative Language Services 

Making it Happen—Everyone’s Responsibility
by Victoria Tafoya, Director of Operations—Dual Language Education of New Mexico 

(ALS) personnel. Schools should provide EL students 
with disabilities with both the language assistance  
and disability-related services to which they are 
entitled under federal law, considering how the 
services and providers can work in tandem to meet 
the student’s IEP Goals. For example, a special 
education teacher can provide services to students 
in a dual language classroom by teaming with a 
bilingually endorsed general education teacher. 
Together they can plan and deliver lessons meeting 
the student’s specific language needs AND disability 
related needs, while focused on the standards-based 
IEP goals and general curriculum. 

Quick Takeaways—
 Increase collaboration between ALS and special 

education personnel so that students receive cohesive 
programs and services are coordinated. 

 Focus on ensuring access to high quality bilingual 
education and ESL programs for all students in an 
inclusive manner. 

 Promote a collaborative approach among teachers, 
administrators, and other personnel involved in the 
education of ELs.

2. Evaluation—Not evaluating EL students in 
their home language

The Reality—In many districts, there are not 
enough qualified bilingual staff trained to conduct 
bilingual evaluations for special education services. 
Often, contractors are brought in to complete the 
evaluations in the other language. 

Additionally, staff specializing in the evaluation 
process or general education teachers may not know 
the child’s language history and therefore decide 
not to include evaluation in the home language. For 
example, if a child is a simultaneous bilingual having 
two languages in the home, the child may never have 
been designated as an EL, and the influence of the 
home language may never have been documented. 

The Solution—States and school districts must 
ensure that all students who may have a disability 
are located, identified, and evaluated for special 
education and disability-related services in a timely 
manner. When conducting such evaluations, 
school districts must consider the English language 
proficiency of EL students in determining the 
appropriate assessments and other evaluation 

—continued on page 13—



6

So
le

ad
o—

Sp
rin

g 
20

17

DLeNM

Pr
om

is
in

g 
pr

ac
tic

es
... by Michael Rodríguez, Director of Operations, and Adrian Sandoval, PD Coordinator—

Dual Language Education of New Mexico

—continued on page 7—

Reflecting on DLeNM’s Dual Language Program Retreats—
Preparing for Success

Quality, consensus, and commitment are 
characteristics that any dual language program 
nationwide hopes would describe its efforts at 
program implementation. Whether new to dual 
language education or veterans with multiple 
years offering dual language services, it is 
essential to create opportunities to reflect, plan, 
and develop a school community that healthily 
embraces continuous 
improvement. Over 
the years, the Dual 
Language Education of 
New Mexico (DLeNM) 
leadership and 
professional development 
staff have organized and 
facilitated retreats for 
a number of districts 
and school sites across 
the country. As part of 
this experience, various 
patterns for success 
have been identified and 
can be viewed through a 
systemic lens. 

The first of these is leadership. Prior to the retreat, 
leaders who have engaged in critical conversations 
about program implementation and have sought out 
and honored their staff ’s points of view have already 
initiated necessary paradigm shifts. They have 
leveraged consensus around the need and purpose 
for the intended external support. Additionally, it is 
essential that instructional leaders be fully present, 
actively participate in retreat activities, and model 
the stance of learning and professional growth that 
will support and sustain both the program and a 
healthy school community. Leaders who are unafraid 
to share their vulnerability, their willingness to 
learn, and their expertise and wisdom will further 
conversation and reflection. Finally, leadership that 
supports other team members in initiating dialogue 
or facilitating activities is necessary to support 
capacity building and mutual commitment to the 
retreat’s activities and short-term planning. 

An awareness of stakeholders and stakeholder interests 
prior to the retreat is also helpful. Participating 
groups that have considered which entities have either 
a direct or indirect impact on the new or existing 
program will assist participants in lending a keen eye 
to systemic influences that previously may not have 
been recognized. For example, it may be that key 
district level personnel or the leadership team at a 

school site are not fully 
aware of the research 
behind dual language 
education or the laws that 
govern the support and 
services for emerging 
bilingual students. This 
lack of information 
typically results in less-
than-informed decision 
making and the spread  
of distorted assumptions. 

A third area of importance 
is the broad notion 
of communication, 
whether it be internal or 

external. In general, participants having clear systems of 
communication within their school and/or district tend 
to immediately consider ways to roll out new processes, 
inform colleagues, leverage and gather momentum 
with new ideas, inform stakeholders, and identify 
and proactively respond to gaps. They do this while 
maintaining an overall communication loop that supports 
continuous improvement and promotes schoolwide 
efforts. Participants who readily communicate do not 
hesitate to collaborate, plan, and identify roles and 
responsibilities necessary to ensure success.

There is an ongoing need to reflect, evaluate, and 
continually improve the efficacy and responsiveness 
of a school’s dual language program. In support of this 
need, DLeNM has created a menu of retreats intended 
to support stakeholders in novice and veteran programs 
with a systematic process of identifying needs and 
effecting positive change through consensus building 
and action planning. 

por Viridiana Sánchez, Administrador practicante, y Ricardo Gutiérrez, Maestro—Escuela Primaria Columbus
Dual language team members from Chicago Public 
Schools discuss the various stakeholder groups in 
their communities during a La Siembra Program 

Planning Retreat in December.
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La Siembra is a retreat designed to facilitate planning, 
preparation, and design of new dual language 
programs. The retreat consists of two days of intensive 
training and planning for key stakeholder groups from 
schools that are planning to start a dual language 
program in the next two years. The work of the groups 
is organized around the Dual Language Program 
Planner: A Guide for Designing and Implementing 
Dual Language Programs (Howard, Olague, & Rogers, 
2003). With the guidance of this document and the 
informed support of our facilitators, each school team 
will leave with a clear idea of what is needed to provide 
a high quality dual language program at their school.
 
El Enriquecer is a retreat for existing programs to self-
evaluate, identify areas of improvement, and develop 
action plans to strengthen and improve program 
implementation. The retreat consists of two days of 
intensive training and planning for school teams based 
on the Guiding Principles for Dual Language Education 
(Howard, Sugarman, Christian, Lindholm-Leary, & 
Rogers, 2007). The goal is for teams to leave with a 
clear idea of where their program is with respect to 
best practices and the next steps to improve program —continued on page 14—

El programa de lenguaje dual en la escuela 
primaria de Columbus es esencial para fortalecer 
el primer idioma de los estudiantes y, a la vez, 
aprender un segundo idioma. Según los valores de 
nuestra comunidad escolar, es el mejor programa 
para nuestro alumnado. El retiro llamado El 
enriquecer, de Dual Language Education of New 
Mexico, DLeNM, ofrecido a nuestro distrito 
escolar por Adrián Sandoval y Michael Rodríguez 
fue de un impacto positivo y de gran relevancia 
por la razón de que nos permitió analizar y 
comentar sobre nuestro programa. 

Cada grado en nuestra escuela tiene sus propios 
retos para implementar el programa de lenguaje 
dual. Gracias al retiro ya mencionado, nuestro 
equipo de trabajo pudo intercambiar ideas 
sobre cómo cambiar o modificar estos retos en 
logros que ayudarán a los alumnos a aprender 
el contenido a nivel apropiado e incrementar la 
adquisición de una segunda lengua a todos los 
niveles. Comentamos sobre diferentes estrategias 
de enseñanza que estamos implementando en 

Escuela Primaria Columbus
por Viridiana Sánchez, Administrador practicante, y Ricardo Gutiérrez, Maestro—Escuela Primaria Columbus

nuestra escuela y cómo se relacionan directamente 
a nuestro programa de lenguaje dual y a nuestra 
población estudiantil. Tales estrategias de 
enseñanza que implementamos cotidianamente en 
nuestros grados han permitido que el programa de 
lenguaje dual crezca en sus logros.
 
Considerando nuestro Plan de articulación 
curricular (CAP, por sus siglas en inglés), este 
retiro permitió ver a todos los niveles de enseñanza 
del programa. Examinamos cada materia, el 
número de minutos y el idioma de enseñanza 
en cada grado respectivo. En fin, nos dio una 
perspectiva diferente de cómo diseñar en papel y 
qué cosas priorizar con respecto a la enseñanza de 
las áreas de contenido y el lenguaje relacionado. 
 
Debo repetir que el retiro fue de importancia 
extrema y nos ratificó que estamos 
implementando nuestro programa de lenguaje 
dual (50/50) correctamente y que está diseñado 
para un éxito seguro.

quality. Participants will have the opportunity to study 
concrete examples and tools for immediate use at the 
school site. Building on each school’s experiences and 
those from other sites, team members develop a good 
understanding of critical next steps that will build 
upon and sustain the program’s momentum.

How can participants ensure that these retreats are 
successful and provide a return on investment? As 
schools and districts consider utilizing planning 
retreats to either kick-off or revitalize dual language 
programs, consideration of the following items will 
help to ensure the most productive use of time. 

1. Identify a team of participants (administrators, 
coaches, teachers, etc.) to earnestly participate 
in action planning intended to assist in effecting 
positive change. 

2. Ensure that the retreat leadership team also 
includes key individuals whose decision making 
and/or access to funding has an impact on the 
intended program and its needs (e.g., human 
resources, librarian, counselor, Title I director, 
assessment director, curriculum director, etc.).
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—continued on page 15—

Implementing Project GLAD® in Secondary Classrooms

by Juanita Sandoval—Project GLAD® Trainer

OCDE Project GLAD® is often perceived as a group 
of strategies used by primary teachers. Yet, I have 
found Project GLAD® to be highly effective in the 
secondary classroom with older students. Given 
the foundational premise of making content and 
language accessible and creating a positive classroom 
culture, Project GLAD® is a beneficial and necessary 
component of successful secondary classrooms. Since 
students are expected to graduate from high school 
prepared to enter the workforce or higher education, 
it is particularly important that they leave school with 
the ability to think critically and collaborate with their 
peers. In order to do this, 
students need access to grade-
level content standards and 
rigorous content, as well as the 
opportunity to learn valuable 
social skills. Project GLAD® 
can be a tool to accomplish 
these goals. 

I first learned about Project 
GLAD® during my student 
teaching in a second-grade 
dual language classroom in 
Albuquerque. I implemented 
Project GLAD® successfully 
while teaching elementary 
school. Discovering that working with older students 
was more my cup of tea, I continued to use these 
strategies in sixth- through eighth- and twelfth-grade 
classrooms. I quickly found that older students also 
thrived using the Project GLAD® strategies. Student 
learning increased, and I had an easily-managed 
classroom where students cooperated with one another 
and learned academic content easily and effectively. 

We know from brain research that the adolescent 
brain is still undeveloped. The frontal lobe, which 
is responsible for critical thinking skills, is not fully 
developed until the early 20s. Students need direct 
teaching and scaffolding of social skills in order to be 
able to work collaboratively and also practice positive 
interdependence. I would argue they need this even 
more so in middle school, where socializing is more 
essential than at any other time.

Of course, using Project GLAD® in the secondary 
classroom does not come without its challenges. In 

secondary settings, teachers have multiple classes, often 
seeing 100 or more students daily for 45 to 90 minutes. 
As a secondary Project GLAD® teacher/trainer, the 
following questions are some of the most common I hear.

What benefits do you see from Project GLAD®?

With Project GLAD® my students were able to take 
ownership of their learning. Project GLAD® protocol 
requires that anchor charts are created for each new 
group of students. This allowed all students to actually 
see themselves on the walls. Students were highly 
engaged and participated in all the activities. Big Books 

are a vehicle for content
learning, and even my seniors 
enjoyed Big Book read-alouds. 
Students also appreciated 
being able to refer to the charts 
and use them as ongoing 
resources for projects and 
assessments. Most importantly, 
Project GLAD® helped my 
students learn specific life 
and social skills necessary to 
be successful in school and 
beyond. The collaborative 
strategies of Project GLAD®  
helped us to form a strong 
classroom community based 

on positive reinforcement and social skills. I successfully 
taught rigorous academic content to students with a 
wide range of language levels and abilities, including 
long-term English learners and students in special 
education. Positive results were evident not only in my 
teacher evaluation scores, but also in my student’s end-
of-semester test scores. 

What do you believe are the most effective 
strategies for secondary students?

The short answer is that they all are! To be more specific, 
I particularly found classroom management strategies to 
be the most beneficial with my middle school students, 
as they needed direct teaching of social skills and 
character development. Students appreciated having 
specific feedback about how to work collaboratively in 
groups; positive reinforcement is built into the Project 
GLAD® protocol. Using these strategies helped my 
students think critically about their own behavior and 
the impact it has on themselves and others. 

Middle school students prepare to present a 
Project GLAD® team task to their peers.
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La efectividad de GLAD enseñando español como segunda lengua
por Lilian Maldonado, Maestra—Cottonwood Classical Preparatory School  

y Capacitadora de Proyecto GLAD°

—continued on page 15—

Hay incontables ventajas de utilizar las estrategias 
de Project GLAD® cuando se enseña una segunda 
lengua. No solo provee herramientas útiles para el 
maestro/a, sino también es de gran ayuda para que los 
estudiantes accedan al nuevo conocimiento de una 
manera amena y divertida.

Sería muy difícil decidir por tan 
solo una estrategia, pues todas 
tienen su utilidad. Sin embargo, 
trataré de puntualizar en las 
estrategias que me han ayudado 
más en mi aula con estudiantes  
de secundaria, específicamente 
11avo y 12avo grados. 

La primera estrategia que 
quisiera resaltar es el Diagrama 
de investigación (Inquiry Chart). 
Este diagrama me ha ayudado a 
descubrir un poco más quiénes 
son mis estudiantes. Muchas 
veces al iniciar una unidad 
presuponemos lo que nuestros 
estudiantes saben o deberían 
saber acerca del tema y entonces, 
no indagamos un poco más en sus saberes  
o desconocimientos acerca de un tema. Esta estrategia 
es supremamente sencilla, pero puede revelar cosas 
muy complejas, no solo el nivel de conocimiento en 
un tema, sino también los intereses de los estudiantes. 
Además de ayudarles a estar motivados, el simple 
hecho de preguntar ¿Qué te gustaría saber? los incluye 
y permite que se sientan parte del proceso de la 
unidad y no simples recipientes de conocimientos. 

Recientemente, realicé una unidad acerca del Día 
de los Muertos con un diagrama de investigación 
y quedé gratamente sorprendida al ver todo lo que 
mis estudiantes sabían acerca del tema. Esto me 
permitió ahondar más en el tema con cuestiones más 
complejas y teóricas, pues las cuestiones de forma ya 
eran de su conocimiento. 

Al final de la unidad volvimos a revisar lo escrito, 
especialmente, acerca de sus expectativas teóricas 
para la unidad y resolvimos si las habiamos llenado 
o si era necesario continuar en las investigaciones. 
Esto da mucha confianza de lo aprendido y mide el 
nivel de conocimientos nuevos que se ha obtenido a 

través de la unidad. Finalmente, corregimos todos 
juntos cuestiones gramaticales (las preguntas y 
conocimientos han sido reportados de manera 
intacta a como los han dicho los estudiantes), 
aprendiendo una vez más a colaborar y corregirnos 

mutuamente. Cabe destacar que 
esta estrategia se realiza en las 
mesas por grupos, lo cual ayuda a 
que todo el proceso sea colaborativo 
e integrado, especialmente si 
se utilizan las cucharas con los 
números clave a la hora del reporte 
en el diagrama. 
 
Otra de las estrategias que me ha 
sido de gran utilidad es el Diagrama 
sintagmático (SPC, por sus siglas 
en inglés). Es una estrategia 
relativamente sencilla, ya que no 
requiere una gran preparación por 
parte del maestro, y sin embargo 
tiene excelentes resultados, sobre 
todo para el refuerzo gramatical 
que todos los profesores de lengua 
necesitamos afianzar en nuestras 
aulas. Yo la he implementado en 

cada una de las unidades temáticas y siempre ha sido 
divertida e interesante. Recientemente la usé para 
mi unidad, ya mencionada, del Día de los Muertos. 
Esta vez di la posibilidad a mis estudiantes de elegir 
el sustantivo, pues esta estrategia se debe practicar 
a mediados de la unidad cuando los estudiantes ya 
tienen una sólida base teórica. Me sorprendió mucho 
ver como mencionaron sustantivos interesantes o 
inesperados. Al final elegimos “Los muertos” como 
nuestro sustantivo y de ahí desarrollamos todo el 
diagrama con diferentes partes de la oración. Los 
estudiantes realizaron todo el diagrama con gran 
sentido de humor (teniendo en cuenta el sustantivo). 
Para esta estrategia ellos siempre están atentos, 
interesados y comprometidos (palabras de mi 
evaluadora y vicerrectora del colegio quien asistió  
a una de mis clases y observó esta estrategia). 

Una de las principales ventajas del Diagrama 
sintagmático es a posteriori, pues los estudiantes 
lo tienen colgado en las paredes del salón por el 
resto de la unidad. Así tienen la posibilidad de 
revisarlo y usarlo posteriormente para sus 

Estudiante de Bachillerato 
Internacional corrigiendo y agregando 

en un Diagrama de Investigación.

—continúa en la página 15—
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—continued from page 1—

or focus areas that can be considered and discussed 
for indigenous language program planning with 
community members, teachers, parents, students, 
administrators, and advocates. 

For curricular aspects of program planning, a 
significant resource available to New Mexico educators 
is the 100-year Curriculum Project, which provides 
educators with thoughtful unit plans on the complex 
political, social-cultural, and economic history of 
the Pueblo Indian Nations of New Mexico between 
1912 and 2012. The curriculum serves as a counter-
narrative to the history of New Mexico presented in 
schools today and works to strengthen the identity of 
Native American students. It also informs non-native 
students about Indigenous peoples and cultures and 
the contributions made by Native Americans. For 
more information or to access the lessons, visit  
http://www.indianpueblo.org/learn/teachers/. 

The challenges are daunting, but the determination, 
hope, and impact of the work DLeNM is doing in 

collaboration with tribal communities and partners 
is inspiring—working in alliance to ensure long-term 
sustainability of programs that focus on bilingualism, 
biliteracy, and multicultural competencies. 

Together, our work will represent and respect the 
goals of self-determination and sovereignty, through 
which students can demonstrate linguistic, cognitive, 
cultural, and academic benefits. It is critical that 
language revitalization efforts be not only about 
language, but also about the self-determination 
of a people. Tribes should be allowed to exercise 
fully their sovereignty by educating their children 
to be successful in both worlds. This begins with 
purposefully placing Indigenous ways of learning 
and teaching at the center of education. 

References

Krauss, M. (1992). The world’s languages in crisis. 
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—continued from page 3—

Using the Input Charts as a reference, student learning 
can then be recorded in the form of a Process Grid. 
This Project GLAD® strategy is a collaborative bridge 
from oral to written language. After working together, 
student groups report out the 
content details. The teacher acts 
as a scribe, using the students’ 
exact phrasing so students 
can observe how their words 
become text. An important 
part of this process is orally 
reading back the generated 
text, reinforcing the concept 
of oral language transferred 
to written language. Working 
in collaborative groups lowers 
the students’ affective filters 
while deepening content 
understanding and allowing 
for practice and rehearsal of 
academic language. The Process 
Grid allows students to drive 
the learning, while providing 
the necessary scaffolds and 
modeling for teachers to lead 
beginning writers toward 
independence. The Process Grid is displayed in the 
classroom as a resource for future writing.

Students are now ready to begin the process of 
cooperative writing. A premise central to Project 
GLAD® teaching and learning strategies is to provide 
plenty of time for students to review material and 
practice the information orally before moving on to 
more complex tasks like writing. For this reason, the 
Cooperative Strip Paragraph begins with an oral review 
of information. The information is then transferred to 
writing on sentence strips. In early kindergarten, this 
may be done by students dictating their ideas to the 
teacher and the teacher scribing. As the year goes on, 
this scaffold can be released and students can write 
sentences cooperatively in groups. 

The Cooperative Strip Paragraph is an opportunity to 
teach students how to organize and edit information. 
When facilitating the editing process, we model how 
to revise and rewrite complete sentences. Students, in 
turn, learn to offer and accept positive critique from 
their peers. During these sessions, we reinforce how to 
connect phonemes and letters to produce words while 
constructing complete thoughts and paying attention 
to the use of correct grammar, spelling, and writing 

conventions. Students then read and reread the 
revised paragraph together and practice individually. 
This continual practice allows students to focus on 
fluency and prosody. 

Our culminating unit in 
kindergarten, “Traveling to 
Africa,” provided students 
the opportunity to compare 
and contrast several modes 
of transportation: walking, 
cruise ships, airplanes, steam 
engines, and buses. In writing 
their Modes of Transportation 
Cooperative Strip Paragraph, 
students experienced the full 
scope of the writing process. 
Expert Groups collaboratively 
wrote two sentences each, 
which became the rough 
draft. Kindergartners also 
edited their own work and 
that of their peers while 
collaboratively editing the 
Cooperative Strip Paragraph. 
Throughout these sessions, 

students rehearsed how to offer and accept positive, 
specific, and kind feedback. When the students 
decided their paragraph was complete, we published 
their writing in a class newsletter which was sent 
home to each family. In addition, the students 
celebrated their learning by reading their paragraphs 
to three different teachers. Each listener signed the 
student’s paragraph. Students were then rewarded 
with a reading completion certificate.

Guided Language Acquisition Design provides 
educators with the instructional strategies necessary 
to build academic language and literacy for ALL 
students, especially English language learners. Project 
GLAD® strategies and protocols have allowed us to 
foster language acquisition and academic literacy 
within our classrooms while valuing each student’s 
voice and identity. As we have employed these 
strategies, we have watched our students blossom into 
confident readers and writers who are proud of the 
cultures and heritages they bring to the classroom 
community. To watch this transition over the course  
of each year has been one of our greatest joys.

Reference
Mandela, N. (1995). Long Walk to Freedom. New York 
City: Bay Back Books.

Cooperative Strip Paragraph
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who are ELs, requires educational supports and 
specialized instructional programs. De Valenzuela 
et al. (2016) interviewed 79 teachers, administrators, 
advocates, and other service providers in Canada, the 
U.S., England, and the Netherlands. While many of 
the key informants in this study reported that time 
and scheduling conflicts led to prioritizing special 
education services over second language development 
services (e.g., bilingual education or ESL), there is no 
such priority in federal educational requirements. 

The most recent guidance from the U.S. Department 
of Education’s Office for Civil Rights (OCR) makes 
explicit that ELs with disabilities “must be provided 
both the language assistance and disability-related 
services to which they are entitled under Federal 
law” (OCR, 2015, p. 2) and that “school districts may 
not recommend that parents opt out for any reason” 
(OCR, 2015, p. 3). Yet, as Romero’s (2015) study 
revealed, English language development services are 
not consistently provided to ELs with disabilities. 
In the district she examined, 97% of ELs without 
disabilities, but only 86% of ELs with disabilities, 
received ESL. In addition, while 31% of ELs not 
identified with disabilities were in bilingual programs, 
only 9% of ELs with disabilities had access to these 
programs. Of those students with disabilities who 
were in bilingual education, none had diagnoses 
of intellectual disability, autism spectrum disorder, 
or other disabilities that require more intensive or 
complex educational supports. Clearly more attention 
needs to be paid in ensuring ELs with disabilities 
have access to the federally mandated language 
development supports to which they are entitled.

Best Practices for Educating ELs with Disabilities
As local education agencies become aware of the more 
recent OCR guidelines, schools will need to find ways 
to overcome barriers to integrating ESL services and 
bilingual education into students’ special education 
programs. Considering the following principles may 
help assure equal access for ELs with disabilities.

; ELs with disabilities are still ELs. Therefore, what 
we know about how typically developing ELs learn 
language best also pertains to ELs with disabilities. 
For example, if dual language immersion programs 
are considered the gold standard for typically 
developing ELs, then they should also be considered 
the best language development environments for  
ELs with disabilities. Special education services 
should be planned around that optimal language 
learning environment.

; ELs with disabilities need both special education and 
language education programs. Language development 
programs, such as ESL and bilingual education, and 
special education are fundamentally different types of 
services. Special education is not a content area—it is a 
program that provides supports for students to be able 
to access the general education curriculum, as well as 
provide assistance to remediate specific learning needs 
resulting from a disability. Special education programs 
are rarely designed and special education teachers 
are infrequently trained to recognize and build upon 
students’ home languages. The specialized knowledge 
and support that ESL and bilingual education teachers 
provide is critical for all ELs.

; ELs need opportunities to interact with peers in order to 
foster language development. Given that many ELs with 
disabilities are educated in segregated settings, the 
opportunities to engage in everyday communication 
with peers who have well-developed language skills 
may be limited. Therefore it is important that ELs 
with disabilities have access to inclusive education. 
Bilingual classrooms—with pull-in support from 
special education staff—may be the most appropriate 
and effective placements for ELs with disabilities, 
especially those with more significant communication 
and learning needs. 

In the companion to this article (see page 5), Victoria 
Tafoya discusses how to address the challenges of 
including ELs with disabilities into bilingual education 
classrooms. While these challenges are real, it is 
imperative that we collaborate with colleagues across 
disciplines to ensure that all students have access to 
the educational programs that will best support their 
language development and academic progress.
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materials to be used. School districts must not 
determine that EL students are students with disabilities 
because of their limited English language proficiency. As 
school personnel, it is critical to demand, if necessary, 
the evaluation be completed in an appropriate language. 
Additional considerations should be discussed after a 
careful review of all language use by the child. 

Quick Takeaways—
 Encourage colleagues who show interest in bilingual and/

or special education to consider seeking certification as 
a bilingual support service provider (e.g., diagnostician, 
counselor, nurse, psychologist, teacher, etc.).

 Prior to any referral, consider factors to determine 
whether the child has a learning issue or is having trouble 
picking up a new language. In fact, native language 
proficiency is a powerful predictor of the rate of second 
language acquisition.

 Ensure that the evaluation of bilingual students includes a 
home language assessment, and use valid home language 
assessment data to either justify or counter a referral for  
a special education evaluation. 

 Prior to qualification for a disability, consider the child’s 
social, language, and academic needs/background and 
select the appropriate instructional program; this should 
include input from the student’s parents/family.

 Understand how to analyze and describe the student 
assessment data available for English proficiency. 

3. IEP Team Meetings—Failing to provide 
qualified staff and interpreters in IEP meetings 

The Reality—IEPs spell out the services needed to 
address a child’s unique needs and challenges. Often, 
there is a lack of systems in place to invite required 
personnel to the meetings, provide trained interpreters, 
and/or communicate with parents in a timely manner. 

It’s also a reality that parents may be “counseled” out 
of ESL or bilingual services during an IEP meeting. 
Parents do have the right to opt out of a school’s EL 
program or a particular EL service. However, if they 
do so on their own terms, the child retains the EL 
status and the school district remains obligated to 
take “affirmative” steps required by civil rights law to 
provide services. In addition, the school district must 
provide training to the teachers servicing the students. 
 
The Solution—When the IEP Team meets, it is 
required that qualified staff in EL instruction and 
second language acquisition be present. The staff at the 
IEP can provide their own expert advice and program 
service explanation, helping to inform parents about 

why their child could benefit from both services. 
Service coordination is critical to the success of ELs  
with special needs, so scheduling should accommodate 
both services. School districts may not recommend 
that parents decline all or some services within an EL 
program for any reason, including scheduling. 

Additionally, IDEA requires that the school district 
“take whatever action is necessary to ensure that the 
parent understands the proceedings of the IEP team 
meeting, including arranging for an interpreter for 
parents with deafness or whose native language is 
other than English.” Districts need to ensure that a 
trained interpreter is available at IEP meetings. It is not 
best practice to have a staff member on the IEP Team 
act as interpreter, nor is every bilingual person on 
campus able to navigate the IEP’s specialized language. 

Quick Takeaways—
 Develop internal systems for communication and 

scheduling, always asking, “Who is required to be  
in attendance?”

 Ensure that second language development specialists 
have a seat and a voice at the table when developing 
IEPs. These specialists have assessment information 
that provides input into the present levels of 
performance on the IEP. 

 Provide training to both special education and 
bilingual education teachers in addressing students’ 
language and disability needs simultaneously for a 
team approach. 

 Use the IEP meeting to encourage parents to speak in 
the language in which they are most proficient in order 
to create a language-enriched environment at home. 
When children maintain their first language ability, 
they transfer skills to their second language.

In conclusion, meeting the needs of these students 
continues to be a difficult reality. As educators, we 
must challenge our own assumptions about who 
belongs in bilingual classrooms and embrace the 
research that ALL students gain in bilingual services, 
from transitional bilingual education to dual language. 
Research does not support automatically exiting a 
student with special needs from bilingual services. 
With input from families, we can establish access 
to the curriculum, develop appropriate strategies 
to help the EL student, identify realistic outcomes, 
and monitor student progress toward meeting goals. 
Our students who are learning English and have a 
disability are depending on us to create a collaborative 
environment in which they can thrive! 
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3.  Complete and submit the application by the deadline so 
our team can best prepare to meet your unique needs.

4.   Ensure all members are prepared to work. 
5.   Arrive with a clear understanding of how your school’s 

schedule works and how much time is dedicated to 
both core and specialty areas. 

6.   Hold each other accountable to take risks over the two 
days and keep assumptions and egos suspended. 

7.   Recognize that the retreat is just two days. The 
momentum and identified work built around action 
plans must be revisited throughout the school year—
and over years to come—in an effort to build capacity 
and sustain the program.

8.   Keep in mind that the action planning process is not 
only intended to address issues, but also to create 
opportunities to build capacity.

9.   Focus on problem solving: What can be accomplished 
and how? 

10. Hold presenters accountable for clarity and enjoy the 
process and your commitment to this work.

As we all work together toward the ultimate goals of 
bilingualism and biliteracy for students across the 
country, it important that we do so with a common 
understanding of what defines quality dual language 
programs. Whether you are working through a one-way 
or two-way dual immersion model, knowing the latest 
research and practices is critical to your program’s success. 
DLeNM is committed to ensuring that schools have the 
tools to create and sustain a solid instructional foundation 
which values and honors the individuality and strengths 
of communities. Indeed, the reflection and planning that 
occurs during these retreats and the continuance of such 
practices is what will help sustain this level of success.
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DLeNM Presents
2017 Summer Professional Development
4th Annual 

Summer Institute  
     June 6-7, 2017
Raising the Bar: Rigorous Learning with Project GLAD ®

La Fonda on the Plaza - Santa Fe, NM
This year’s institute will feature Project GLAD® trained 
educators, administrators and trainers; new and informative 
presentations; exciting keynote speakers; networking 
opportunities; and time to reflect, rejuvenate and deepen your 
understanding of Project GLAD® instruction. 

For more information, scan the QR code 
or visit www.projectglad.dlenm.org.

 AIM4S3™ 
  Summer Institute 

   July 31 - June 1, 2017
Albuquerque, NM

Calling all AIM4S3 ™ trained teachers! Join us at this year’s institute 
as we build a year long plan and develop an AIM4S3 ™ unit, 
expand our understanding of the model and how the Component 
areas and Key Instructional Principles are interconnected, and 
collaborate with other math instructors on how to best meet the 
needs of English language learners (ELLs) and academic language 
learners (ALLs).

For more information, scan the QR code 
or visit www.aim4scubed.dlenm.org. 
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We cannot forget that our secondary students love 
to move around and be active participants in their 
learning. Too often they are confined to desks … let’s 
get them up and moving! Students love sitting in close 
proximity to charts in order to learn from them, to 
process content information more deeply, and/or to 
interact with their peers with structure and support 
around that content.

Do you create a chart with 
every class? 

I created charts with each of my 
classes. It is important to create 
Project GLAD® charts in front 
of the students so they see the 
input process in its entirety and 
learn the information, complete 
with context and connections. 
I have found through the process of creating a chart 
with each class that each group of students has 
individual needs and interests to be addressed. The 
personalities of each class shine through the charts. 
While it is possible to use a reveal method or digital 
chart formats with your students when conducting an 
Input Chart, the benefits are simply not as powerful.

How do you manage your charts?

One key to organizing Project GLAD® materials in 
a secondary classroom is to allow students to take 
ownership of the room and the resources. Each class 
had a designated individual in charge of “changing the 
charts” during the first five or so minutes of class as 
others completed their “bell-ringer” activity.

Space is often an issue, so in order to maximize our 
use of space to display charts, I would layer charts on 
top of each other. Sometimes I would create a book-
like format of charts that could be turned easily by 
students, or I would use chart hangers and place the 
charts on rings that could be flipped easily. Ongoing 
access to the charts as a resource is important.

Where do you find resources? 

Project GLAD®  uses typically available resources such 
as content texts, magazines, primary sources, visuals 
and other realia that can be incorporated into any unit. 
Complete secondary Project GLAD® units are still a 
work in progress. I have found it helpful to look at units 
for younger students and then elevate content based on 
grade-level standards. It’s also productive to collaborate 
with other teachers in the same content area, sharing 
the work and knowledge of resources.

What are the next steps for Project GLAD® 
implementation in secondary classrooms?

My own next step as a teacher and trainer is to 
make Project GLAD® accessible to more secondary 
teachers. When training, I consider what I can do 
to make these strategies manageable and effective 
in secondary classroooms. I may include a strategy 

that isn’t typically done at 
elementary demonstrations but 
is better suited to secondary 
students. I am also interested in 
the benefits of Project GLAD® 
for long term English learners 
and adult language learners.

DLeNM and the OCDE 
National Training Center are 
working to add more secondary 
units to their unit banks, and 

hopefully those will continue to increase along 
with Project GLAD® implementation in secondary 
classrooms. This could also lead to more training 
for secondary teachers in language acquisition 
strategies and working with ELs. I would like to 
see a secondary Project GLAD® cohort of teachers 
across content areas formed to help plan units, gather 
resources, share ideas, and spread the word on how 
beneficial this work is for adolescent learners. 

All teachers are language teachers, regardless of 
the content they teach on a daily basis. It is our 
responsibility to ensure students leave our classrooms 
with the skills and content understanding necessary 
to communicate academically across content areas. 
Project GLAD® gives us the tools needed to do so. 
Speaking from experience, the benefits of using Project 
GLAD® with secondary students far outweigh the 
challenges, so why not give it a try!

—continued from page 8—

evaluaciones y/o otras actividades. Esto sin
mencionar que esta ligado a los cantos o rondas 
“de aquí y allí” las cuales ayudan a la retención de 
vocabulario de una manera muy divertida; ¡cantando!  
El hecho de tener el diagrama completo en la pared 
da confianza a los estudiantes y les da la posibilidad 
de visualizar sus propias construcciones colectivas. 

Reitero, es muy difícil revivir una estrategia sin tener 
en cuenta a las otras, pues la magia de Project GLAD® 
es que todas sus estrategias están entrelazadas en 
pro del desarrollo pedagógico y la construcción de 
conocimiento colaborativo en el aula. 

—continuación de la página 9—
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; Academic Spanish Immersion 
Institute: June 24 - July 2, 2017, in 
Cuernavaca, México. Join us for a  
unique institute with DLeNM’s partner 
CETLALIC. For information, visit  
www.dlenm.org.

; Association for Two-Way 
& Dual Language Education 
(ATDLE)—25th Annual National 
TWBI Conference: June 26-28, 
2017, in Palm Springs, CA. For more 
information and to register, please visit 
http://atdle.org.

; Dual Language Education of New 
Mexico—22nd Annual La Cosecha 
Dual Language Conference: 
November 1-4, 2017, in Albuquerque, 
NM. The La Cosecha 2017 website is live 
for registration and the most up-to-date 
information, so visit lacosecha.dlenm.org  
and make your conference plans now!

; 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.

; 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. 

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

; 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.

; 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 GLAD® trained 
teachers and their administrators. For 
more information, please contact Diana 
Pinkston-Stewart at diana@dlenm.org. 

; 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.

; Discover La Paz—Visiting 
Educators Program: La Paz 
Community School in Costa Rica is a 
recognized leader in two-way immersion 
and place-based experiential education. 
Three- to five-day visits can be scheduled 
to fit your calendar. This program offers 
educators the opportunity to observe, 
reflect, and engage with students, school 
leaders, and community members—all 
while gathering the tools and developing 
an action plan for improving their own 
schools. For more information and 
pricing, please email discoverlapaz@
lapazschool.org. 
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