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“At the beginning, I didn’t really want to start 
reading... But now I kind of like to read. I started 
to picture what was happening in the book that I 
was reading.” We didn’t 
always get responses like 
this from our students. 
As a librarian, ESL 
instructor, and Language 
Arts instructor at 
Truman Middle School in 
Albuquerque, we noticed 
emergent bilinguals 
struggling to select books 
for independent reading. 
Even students initially 
enthusiastic about a 
book rarely finished. So 
when we were asked to 
collaborate with colleagues 
and focus on a growth 
area in our classrooms, we decided to research and 

implement activities to help 
students self-select books and 
build their reading stamina with 
texts they’ll comprehend and 
enjoy. Truman Middle School is 
the largest middle school in New 
Mexico. Of the 1,100 students, 
98% identify as Hispanic, 
roughly 30% are English 
Learners, and 100% receive free 
or reduced-price lunch.

Shelfies
Oftentimes, libraries 
intimidate newcomer and 
beginner emergent bilinguals. 
Understanding basic library 
organization and protocol 
lowers students’ affective filter, 
which allows them to feel 
comfortable. At the beginning 

of the year, we used “Shelfies.” This activity 
uses iPads® and a list of different key areas 
in the library such as check-out desk, return 

box, and genre areas 
(graphic novels, Spanish, 
fiction, nonfiction, 
etc.). After introducing 
students to the library 
areas, students work with 
a partner to find items 
on the list. Once they 
locate the area, they take 
a “shelfie”—a picture of 
themselves with their 
partner—demonstrating 
their knowledge. The 
teacher flips through the 
iPad® pictures to assess 
misunderstandings and 
allows students another 

chance to meet mastery, if necessary. Students 
gain confidence entering the library and 
are willing to seek out books throughout 
the library, rather than self-selecting only 
from books in Spanish. Plus, they love the 
interaction with technology and their friends.

Lexile Level
Some emergent bilinguals enter middle school 
reading well below grade level. Unfortunately, 
finding high-interest books at lower levels can 
be a challenge for adolescents. While we don’t 
encourage students to remain in their Lexile 
level, we do show students how to use our 
library search engine to locate books by the 
Lexile level they earned from their i-Ready® 
exam. This tool assists students by helping 
them step away from popular titles which tax 
their ability to comprehend, and directs them 
toward books they’ll enjoy at an appropriate 
level for independent reading. After finding 

Ms. Salvador’s students take a  
“Shelfie” in the Truman library.
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Profundizando el pensamiento matemático:  
Estudiantes protagonistas de sus propios problemas 

matemáticos utilizando estrategias prometedoras de AIM4S3™
por Mayra Moncada, Maestra de primer grado—Escuela Primaria Adobe Acres, 

Escuelas Públicas de Albuquerque 

—continúa en la página 3—

El segundo Compendio

Este año mis estudiantes hicieron notables avances 
en la comprensión de las matemáticas y el lenguaje 
matemático en español. Esto fue increíble porque, 
para ellos, los números ya no eran solamente dígitos 
o figuras, ya significaban algo más. Mis estudiantes 
comprendían las matemáticas pero batallaban 
con el lenguaje 
matemático. La 
práctica o evento 
que lo reunió 
todo fue nuestra 
práctica de 
resolver problemas 
de palabras. Les 
gustaba resolver 
estos problemas 
matemáticos en 
conjunto con 
su grupo. Ya 
cuando miré la 
participación 
que esto estaba 
promoviendo con 
mis estudiantes, me 
di cuenta que estábamos ante una era de pedagogía 
como el gran señor Freire tanto lo decía. Él quería 
que los estudiantes fueran los protagonistas de este 
aprendizaje. Pues con unas nuevas estrategias, esto 
se logró y ahora en mi aula los estudiantes son los 
protagonistas de cada lección que se está dando en 
matemáticas. 

Hace algunos meses fui a un desarrollo profesional 
de AIM4S3™ y se me hizo muy interesante la manera 
en que se estructura la instrucción de matemáticas. 
AIM4S3™ (por sus siglas en inglés) es un marco 
educativo que se puede usar con cualquier currículo 
y apoya a los estudiantes hacia el éxito con las 
matemáticas utilizando varias estrategias. AIM4S3™ 
está compuesta de cuatro Componentes fundamentales 
que se enfocan en el aprendizaje de matemáticas y 
cinco Principios claves de instrucción que forman la 
base para la instrucción de alta calidad. 

De primero, pensé que el marco educativo de 
AIM4S3™ era mucho trabajo, pero luego decidí que 

valía la pena intentarlo en mi aula. En su momento 
fue un poco complicado porque era muy importante 
que yo me sintiera cómoda usando esta nueva 
mecánica de enseñar matemáticas. Decidí empezar 
con el componente del Compendio porque es un 
método de enseñanza visual e interactiva directa con 

los estudiantes. El 
Compendio fue 
contribuyendo al 
aprendizaje de los 
niños por medio 
de crear un cuerpo 
de conocimiento 
que los estudiantes 
usaran como 
referencia para 
asesar y construir 
nuevas estrategias 
de aprendizaje. 
Así esto, por lo 
tanto, ayuda a los 
estudiantes a usarlo 
como referencia 
durante la unidad. 

Esta nueva forma de entender el concepto matemático 
es esencial para nuestros estudiantes; en especial para 
los niños que están aprendiendo un segundo lenguaje 
y para los niños con desventajas de aprendizaje 
especial ya que promueve vocabulario, ayuda a que 
los estudiantes tengan sus propias expectativas para lo 
que ellos quieren aprender de la unidad, y así avanzar 
su propio aprendizaje. 

Me tomé dos días preparándome con el primer 
Compendio y lo desarrollamos por más de dos 
semanas. Fue interesante porque trabajábamos con el 
vocabulario: mientras yo revisaba el Compendio, mis 
estudiantes repetían junto conmigo el vocabulario 
académico de matemáticas, después, teníamos 
conversaciones colaborativas utilizando nuestro 
recurso, y de ahí pasábamos a trabajos individuales. 
Aunque fue productivo y mis estudiantes pasaron 
la prueba, se me hizo que mi primer Compendio 
estaba muy básico. Continué, me pasé al segundo 
Compendio. Ya que me sentía con más seguridad se 
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—continuación de la página 2—

—continúa en la página 3— —continúa en la página 14—

Estudiantes presentando el problema 
matemático. Esto me ayuda a mi como 
maestra a evaluar la comprensión de 

mis estudiantes.

me facilitó más y fue así como empecé una cultura 
diferente en mi aula usando estrategias de AIM4S3™. 

Después del segundo Compendio y seguimiento de las 
demás estrategias me llevó a obtener más confianza 
en mí misma y en esta nueva manera de facilitar a mis 
estudiantes con estrategias que los envolvía de una 
manera positiva en la que los estudiantes continuaron 
comprometidos y se formó una cultura muy positiva 
en el aula. Fue increíble lo que el segundo Compendio 
promovió: una motivación por las matemáticas 
que me impresionó. Fue mientras revisábamos el 
Compendio usando conversaciones colaborativas 
que se originó el primer problema matemático entre 
los estudiantes. Allí se quedó 
escrito en el mismo Compendio 
al lado de los nombres de los 
estudiantes. De ahí comprendí 
que mis estudiantes estaban 
desarrollando destrezas 
matemáticas únicas en las cuales 
les permitía tomar riesgos 
y también sentirse parte del 
mismo. Entonces me di cuenta 
que ya estaban preparados 
para empezar a sumar y restar 
números más grandes de 
diez y fue así como empecé 
a enseñar cómo solucionar 
problemas usando historias de 
matemáticas con ecuaciones 
como el (14 +6) o (14-6). Duré 
tres días dándoles a ellos los 
problemas y ellos solucionándolos 
en grupos pequeños. Después, 
ellos empezaron a desarrollar 
sus propios problemas matemáticos y se los pasaban 
a otros grupos para que ellos desarrollaran los 
problemas usando así todas las estrategias que se 
habían promovido durante el proceso del Compendio. 

Enseguida de desarrollar el problema matemático 
los estudiantes tenían que presentar al grupo y 
explicar cómo habían llegado al resultado final. Cada 
equipo contaba con su propia caja con diferentes 
manipulativos y cuatro o cinco diferentes colores 
de marcador. Para asegurarme de que los grupos 
estaban trabajando equitativamente, cada estudiante 
escribía con un marcador de diferente color. Mientras 
presentaba el grupo, los otros estudiantes escuchaban 
y después les permitía que hicieran preguntas. Mis 

estudiantes estaban fascinados ya que les promovía 
un desenvolvimiento social e intelectual porque 
las conversaciones que tenían entre ellos era algo 
increíble. De ahí nació el trabajo en equipo, en el 
que los problemas matemáticos fueron el producto 
de esto, usando el Compendio, conversaciones 
colaborativas, y refuerzo motivado en equipo. 

También, por medio de los estándares escritos 
en el Compendio, se crea un conocimiento en 
nuestros estudiantes de las metas que tenemos para 
ellos y hasta dónde queremos que lleguen. Crear 
expectativas altas para todos los estudiantes es algo 
un poco difícil y poder diferenciar la instrucción 
para obtener resultados sumamente positivos con 

todos los estudiantes es un 
reto para todo docente, pero 
las estrategias de AIM4S3™ 
ayudan a que se pueda lograr 
este objetivo. Mirar a los 
estudiantes comprometidos con 
la enseñanza es emocionante, 
pues todo esto ha sido posible 
para mí usando estas estrategias 
matemáticas. Las conversaciones 
matemáticas son una parte 
importante de este proceso. Estas 
conversaciones constructivas 
de matemáticas en grupos 
pequeños crean un ambiente 
de más riqueza en vocabulario, 
así como también involucran a 
todos los estudiantes entre sí a 
dar sus opiniones y así aprender 
unos de otros sin tener miedo a 
comunicar lo que ellos piensan. 

Esto promueve una cultura muy positiva en el salón 
ya que todos los estudiantes se sienten como en 
familia, se apoyan, y se ayudan si piensan que algún 
estudiante no está entendiendo el contenido. 

Por otro lado, estas estrategias me enseñaron a 
promover más el uso de manipulativos en el aula. 
Los manipulativos son parte esencial en esta 
nueva forma de enseñar porque los estudiantes 
tienen que estar expuestos a tocar y manipular 
objetos para que así las matemáticas sean más 
reales. Interesantemente, usar manipulativos es 
complicado porque se tiende a perder el enfoque de 
los estudiantes si no se les da el uso correspondiente. 
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Our current higher education-led teacher preparation 
system does not align with real life factors of supply 
and demand. Prospective teachers pay a high 
price for this misalignment when they cannot find 
employment after receiving their degree and meeting 
teacher certification requirements. Schools and local 
education agencies also pay a high price for this 
misalignment when they need to resort to expensive 
emergency recruitment campaigns to fill teacher 
positions before the start of a new school year. 
Students pay the highest price when they are taught 
by unprepared and often out-of-field substitutes or 
teachers holding emergency certification.3 

To be sure, there is a real teacher shortage, a huge 
shortage, of teachers in all specialties and every 
locale—a shortage of teachers who look like, sound 
like, and are demographically similar to the students 
and families they serve. The latest available federal 
data quantify the racial and ethnic disparities 
between students and their teachers as follows (note 
that the data were collected before minority students 
became a majority of all U.S. students).

While the number of racial and ethnic minority 
teachers has risen over the last few decades, the 
proportion of minority students enrolled in our 
schools has risen faster, and today’s minority 
students are even less likely to have a teacher 
of their race, ethnicity, or native language than 
previous student cohorts.

by James J. Lyons, Esq., Senior Policy Advisor—Dual Language Education of New Mexico
—Part 1 of a Series—

Teacher Preparation—Re-engineering the Pipeline

Most of my policy work with DLeNM this year is 
focused on teacher preparation, a mission-critical 
undertaking for successful and sustainable dual 
language education. As with all DLeNM enterprises, 
the concept of “community” is central to our 
examination of teacher preparation; it frames our 
questions, verifies our answers, and provides clarity 
and direction for our work.

At the outset, it is important that we comprehend 
the scale and importance of teacher preparation in 
our economy and society. The American Institutes 
for Research (AIR) published a report in May 2015 
entitled “A Million New Teachers are Coming: Will 
They Be Ready to Teach?” which stated:

Teaching is the single largest occupation in the 
nation, employing more than 3.4 million, which 
is more than the number of practicing lawyers, 
physicians, commercial pilots, and architects 
combined. In the next decade, more than 1.5 
million new teachers will be hired into schools 
and classrooms—and that’s a conservative 
estimate (Pennington & Hanna, 2014). Some say 
that the number of new teachers entering the 
profession will be much higher—closer to  
3 million (Hiler & Hatalsky, 2014). The power of 
their preparation to teach should be one of the 
most critical issues facing policymakers today 
(Kane & Staiger, 2008). (DeMonte, 2015, p. 4)1

As with pretty much everything in education, there is 
controversy over whether there actually is a national 
teacher shortage.2 What is certain, however, is that 
there are teacher shortages in certain specialties, 
certain grade levels, and in certain locales. The supply 
of teachers certified in dual language, bilingual, and 
even ESOL education is in critically short supply 
nationally. The same goes for teachers certified in 
special education. There is a surfeit of educators 
certified as elementary teachers, but vacancies are 
often hard to fill at higher grade levels. Schools in 
rural areas and high-poverty inner-city schools are 
disproportionately impacted by chronic teacher 
shortages, irrespective of specialty or grade level. 

—continued on page 5—

% Students % Teachers

White 51 82

Hispanic 24 8

Black 16 7

Asian 5 2

American Indian/
Alaskan Native

1 0.5

U.S. Department of Education, 2016 4 
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—continued from page 4—

Most studies on the lack of teacher diversity have 
focused on “leaks in the teacher supply pipeline” 
which, at successive points along the pipeline, 
disproportionately reduce the number of prospective 
minority teachers. The studies usually identify college 
enrollment as the beginning point of the pipeline. But 
even if all the leaks were completely sealed, research 
shows that minority teachers would continue to be 
underrepresented for many, many decades.5

Let me suggest that the teacher supply pipeline 
should be radically re-engineered. Instead of 
beginning with college enrollment, the pipeline 
should begin in middle school. If we want future 
teachers to be racially, ethnically, and linguistically 
representative of the community they are to serve, 
they should be drawn from that community, not 
from the community of college graduates who are far 
more likely to be relatively economically advantaged, 
Caucasian, and native-English speakers than middle 
school students in the communities where they might 
teach. And teachers drawn from the community 
they are to serve are far more likely to understand 
the languages and the cultures, customs, mores, and 
traditions of the community than teachers who grew 
up somewhere else. This understanding, in turn, 
contributes to teachers’ professional effectiveness and 
personal happiness.

“Middle school,” you say, “isn’t that awfully early?” 
Not really, if it is done thoughtfully and carefully. 
If someone proposed 50 years ago that Pre-K–3rd 
grade represented the optimum level of schooling to 
begin second language instruction, they would have 
received the same incredulous response. In many 
ways, teacher preparation is like second-language 
learning in that both are incredibly demanding, and 
ideally, continue throughout one’s life—learning that 
begins early, learning that never ends.

If this re-engineering of the teacher supply pipeline 
seems like a “Grow Your Own” (GYO) approach to 
teacher preparation, you are right—it is. But as the 
second installment of this series will explain, the 
tool box available to GYO practitioners contains 
implements and supplies that have only become 
available in the last 10 to 15 years. These implements 
and supplies can not only produce Jack and the 
Beanstalk-like GYO new teacher results, but also 
revitalize instructional programs and supports.

Endnotes

1. DeMonte, J. (2015). A million new teachers 
are coming: Will they be ready to teach? Education 
Policy Center at American Institutes for Research, 
Washington, DC. http://www.air.org/sites/default/
files/downloads/report/Million-New-Teachers-Brief-
deMonte-May-2015.pdf

2. Compare, for example, the September 15, 
2016 report “A Coming Crisis in Teaching? Teacher 
Supply, Demand, and Shortages in the U.S.” by 
the Learning Policy Institute (Leib Sutcher, Linda 
Darling-Hammond, Desiree Carver-Thomas), 
https://learningpolicyinstitute.org/product/
coming-crisis-teaching, with the December 2, 2016 
Washington Post op-ed “The national teacher 
shortage is a myth. Here’s what’s really happening” 
(Kate Walsh, president of the National Council on 
Teacher Quality). https://www.washingtonpost.com/
opinions/the-national-teacher-shortage-is-a-myth-
heres-whats-really-happening/2016/12/02/58fac7d0-
b4e5-11e6-a677-b608fbb3aaf6_story.html?utm_
term=.e2ee3848576b

3. See, e.g., “In Arizona, teachers can now be 
hired with absolutely no training in how to teach,” 
Washington Post (Valerie Strauss), May 14, 2017. 
https://www.washingtonpost.com/news/answer-
sheet/wp/2017/05/14/in-arizona-teachers-can-now-
be-hired-with-absolutely-no-training-in-how-to-
teach/?utm_term=.9050887d7cc2

4. U.S. Department of Education. (2016). The 
state of racial diversity in the educator workforce. 
https://www2.ed.gov/rschstat/eval/highered/racial-
diversity/state-racial-diversity-workforce.pdf

5. See, e.g., “We cannot simply hire our way 
to a more diverse teacher workforce,” Brookings 
Institution (Michael Hansen and Diana Quintero), 
August 18, 2016. https://www.brookings.edu/blog/
brown-center-chalkboard/2016/08/18/we-cannot-
simply-hire-our-way-to-a-more-diverse-workforce/ 

—continued on page 5—

U.S. Department of Education, 2016 4 

For additional information or discussion,  
please contact James Lyons at  
jamesjohnlyons@verizon.net.
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—continued on page 7—

Differentiating Instruction in an  
ELA/ESL Special Education Classroom

by Kayla Alvídrez, Teacher—Ernie Pyle Middle School, Albuquerque Public Schools

Every year I ask myself, “How can I support my 
students?” I teach 8th grade special education 
English language arts and English as a second 
language in the South Valley. My students and their 
individual needs, whether academic 
or personal, are my priority. All of 
my students receive special education 
English language arts (ELA) services 
from me. Half of my students are also 
identified as speaking a language other 
than English and qualify for English as 
a second language (ESL) services. I am 
able to provide them with both ESL and 
ELA special education services during 
my classroom time with them. It took 
me an entire year of teaching to begin to 
figure out how to best provide services 
to my students and to develop my own 
teaching pedagogy: 
to teach with passion 
and give my students 
skills that can be 
generalized beyond 
my classroom to 
make them successful 
in whatever setting or 
future they pursue. 

Two years ago, I 
was introduced 
to Advancement 
Via Individual 
Determination, more 
commonly known 
as AVID. AVID is a career readiness program that 
includes reading, writing, and critical thinking 
strategies. Its goal is to provide students with 21st 
century skills that they can transfer to any post-
secondary environment. I have been lucky to have 
a strong AVID site teacher and a principal who has 
integrated AVID into our school’s instructional plan 
and offered staff members multiple opportunities 
to attend AVID training. For teachers unfamiliar 
with AVID, I would suggest talking to the AVID 
coordinator at your school, if available, or visiting 
www.avid.org for more information. 

I have attended several strands of AVID training 
and received materials to help me implement the 
strategies in my classroom. AVID works well for every 
type of student because the program provides you 

with numerous strategies 
to implement, along with 
the knowledge of how to 
implement them in your 
classroom. The AVID 
instructors suggest that, 
as experts on our students 
and their needs, teachers 
should determine how 
to modify or implement 
these strategies in 
our classrooms. Our 
professional judgement 
is key to knowing how 
to best utilize them to 
support students in note 
taking, critical reading 
skills, and critical writing 
skills. Within the AVID 
support structure, there 
are many strategies to use 
as is or modify as needed 
to effectively differentiate 
instruction to meet 
students’ needs. 

One of my favorite 
strategies is the use of 
Cornell Notes. Examples 
and information about 

how to use Cornell Notes were part of my training. At 
the beginning of the school year, I introduce Cornell 
Notes to my students and explain what they are, how 
to take them, and why they’re good to use beyond my 
classroom setting. I begin by asking my students what 
good notes look like and how they know what to write 
when the teacher is talking or showing a PowerPoint 
slide. I generally get blank stares, or responses like, 
“Ms. A, you’re supposed to write everything down.” 
I explain to them that Cornell Notes provide a 
format to take critical notes. Generally, in the left-
hand column you’ll jot questions and answer them 

Students’ use of 
Cornell notes, left, 
helps prepare them 

for independent group 
work at Literacy 

Tables, above. This 
provides opportunities 
to practice skills and 

deepen understanding, 
while fostering 

independence and 
communication.
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—continued from page 6—

—continued on page 14—

in the larger space on the right-hand side of the 
template. In my classroom, I’ve used the AVID Depth 
of Knowledge (DOK) question template to help 
students generate questions for the left-hand column 
and add them to their notes. Because I teach special 
education and must adhere to the students’ IEPs, 
I modify the strategy a great deal to meet students’ 
needs. I differentiate the Cornell Notes so that some 
students are only filling in the blank, highlighting, or 
underlining; some are filling in multiple words within 
the notes; and others are writing complete sentences 
based on the Powerpoint slides I use when I teach. This 
skill is highly beneficial for all of our students because 
it teaches them critical thinking. They also learn to 
identify important details/information that they need 
to include on their Cornell Notes and to refer back to 
their notes repeatedly to support their learning.

When I begin a unit or teach a new skill, I give the 
students Cornell Notes. These are not blank; they 
are skeleton notes in which I have provided three 
different differentiation structures: a place to highlight 
key words, a place to fill in the blank/complete the 
sentence with keywords, or a place to copy or take 
notes that are provided during the lesson. Because I 
prep my materials in advance, I can quickly modify 
or differentiate the templates as needed. I generally 
refer to my Prezi slides, because they outline the lesson 
for the students. These steps, along with my regular 
use of Cornell Notes, save me time and stress and 
help my students in our classroom, as well as in their 
other classrooms. My students don’t get lost in all the 
content knowledge or forget information because 
they have their Cornell Notes to refer back to during 
a unit. At the end of the unit or before mid-terms, 
they know to study their notes because they have 
highlighted important details there. Cornell Notes also 
support students in taking ownership of their learning, 
creating relationships across content knowledge, and 
remembering key information. 

I use explicit and direct teaching strategies at the 
beginning of every lesson, followed by predictable 
routines, so eventually the students can participate 
fully without any instruction or direction from me. 
After a two-week period, I generally do a quick 
assessment to evaluate where the students are 
individually and as a class so I can decide whether 
or not it’s time to let them lead the lessons. In my 
experience, this usually happens after two to three 

weeks. I design activities, group discussions, and 
table poster sessions for students to practice specific 
skills and demonstrate their understanding. 

For example, with Literacy Tables I have four 
different tables with four different assignments, and 
at every table I have three different levels of the same 
assignment (i.e., high, medium, and low). If we are 
covering cause and effect and citing textual evidence 
with MLA compliance, two out of the four tables will 
focus on completing the worksheet that correlates 
to the unit. The other two tables will do a different 
lesson. The lesson at one table might ask students 
to refer back to the text and do a fourth read/skim, 
identifying evidence to support their opinion about 
cause and effect in the text. Another table might 
have strips of paper with different sentences and 
textual evidence. Students put the strips of paper 
together to make a power paragraph that best 
supports MLA rules for citing textual evidence. 
Students will complete the assignments as a group, 
but I give two grades for this work: an independent 
grade (what the student contributed to the group) 
and a group grade (how well students collaborated 
and supported one another). 

Every table is grouped by heterogeneous skill level 
for differentiation. I change groups based on lesson 
needs, but students always rotate with their peers. 
Since students are required to work in groups, 
they must talk to each other about the assignment 
before asking me for support. In my class I have 
a “three before me” rule, which means they must 
first use their notes, then ask a peer, and finally, try 
another classroom resource before coming to me for 
support. I want my students to rely on the tools I’ve 
given them and practice advocating for themselves 
when they need help. This also gives them the 
opportunity to practice real communication. While 
students are working, I rotate through the tables to 
assist, answer questions, or give limited instruction. 

An example of a lesson that I run with the use 
of Literacy Tables would be learning to make 
inferences with a game I call “Getting Away with 
Murder.” The students take detailed notes at the 
beginning of the lesson about making inferences—
how to do it and skills/strategies that are needed. In 
the left-hand margin of the Cornell Notes template 
they write guiding questions or questions they 
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by Patrick Werito and Victoria Tafoya—Dual Language Education of New Mexico

As part of a continuing effort with the Kellogg 
Tribal Partnership Initiative, three schools serving 
tribal communities have been 
selected by Dual Language 
Education of New Mexico 
(DLeNM) as partners: Kha’p’o 
Community School, To’hajiilee 
Community School, and 
Navajo Elementary School. 
Two of the three schools 
provide support to Diné 
communities and the other is 
at Santa Clara Pueblo. 

DLeNM approaches this 
unique relationship with the 
understanding that Indigenous 
language revitalization is 
a sensitive, personal, and 
complex task that requires all 
participants to consider the 
social, cultural, and linguistic 
implications of their work. 
This work transcends time in 
that it initiates a deliberate 
effort at healing the results of 
past policy, supports current 
tribal language efforts, and impacts the linguistic 
and cultural realities of future generations. Given 
this responsibility, coupled with an understanding 
of the need for flexibility and adaptability, DLeNM 
mindfully and respectfully embarks on this journey 
of dual language immersion and Indigenous language 
revitalization with our partners. This is in keeping 
with the communities’ views of educating the whole 
child—including language, culture, and personal 
goals for their future. The next step for the partner 
schools is to plant the seed of dual language together 
with the school staff and an engaged community to 
develop an Indigenous dual language program. 

Located in the Santa Clara Pueblo, Kha’p’o 
Community School’s (KCS) mission is to nurture 
their children through an academically challenging 
and enjoyable educational experience that represents 
Kha’p’o Owinge culture, language, and values. 

Working together with the community and parents, 
the school aims to support students to speak Tewa 

and shine academically while 
fostering holistic physical and 
emotional well-being. As a new, 
tribally controlled school, one of 
the KCS goals is to work towards 
becoming a dual language school 
by the 2022-2023 school year. 

To’hajiilee Community School 
(TCS) was established in 
1935 and, in 1975, the school 
transformed from a K-3 school 
to a K-12 with an alternative 
high school program. Located on 
reservation land 30 miles west 
of Albuquerque, New Mexico, 
TCS serves about 320 students 
in Grades pre-K through 12. 
In 2005, TCS became a tribally 
controlled grant school under 
the Navajo Nation Department 
of Diné Education. In an effort to 
fulfill a Navajo Nation directive 
to have tribal grant schools offer 
Diné language to K-12 students, 

TCS hired educational assistants to teach the Diné 
language to students in Grades K-8. In the spring 

Impacting the Linguistic and Cultural Realities  
 of Tribal Communities—A Collaborative Effort

—continued on page 9—

Staff members from Kha’p’o Community School,  
Santa Clara Pueblo, participate in a  

Program Planning Retreat.

Patrick Werito and Victoria Tafoya 
meet with Dr. Tommy Lewis (at right), 
Superintendent for the Navajo Nation 
Department of Diné Education (DoDE). 

DLeNM is partnering with DoDE in 
support of To’hajiilee Community 

School and Navajo Elementary School.
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of 2013, TCS hired a Navajo language instructor to 
assist with schoolwide Diné language instruction. 
Through ongoing discussions with parents, students, 
staff, and the community, it became clear that the 
development of a dual language kindergarten class 
is desired by parents for their children to become 
speakers of the Diné language. 

Navajo Elementary School is located about 17 
miles north of Window Rock, Arizona, between 
the Chuska Mountains (New Mexico) and Sawmill 
Mountains (Arizona) and across from Dzi[ dit[´o 
(Fuzzy Mountain). Navajo Elementary is a public 
school within Gallup McKinley County School 
District. Through a survey in 2014-2015, parents 
expressed support for implementing dual language 
in the school as a means of providing more 
instructional time in the Diné language. The local 
Navajo chapter has also expressed support for the 
school to provide updates to the community on 
plans to increase instruction in the Diné language. 
During a recent meeting, Principal Pandora 

November 1– 4, 2017
Honoring our Antepasados

La  Cosecha 2017
22nd Annual Dual Language Conference
  

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

¡Cosechando lo mejor de nuestra comunidad bilingüe!

Regular Registration Deadline – September 25, 2017 
Register now at www.lacosecha.dlenm.org or scan QR code with your phone!

La Cosecha 2017 Featured Speakers Include: 

Angela Valenzuela
University of Texas Austin

Jennie DeGroat
Northern Arizona University

Pauline Gibbons
University of New South 

Wales, Sidney

Andres123
Author & Recording Artist

Kim Potowski
University of Illinois

Virginia Collier &
Wayne Thomas  

Professors Emeriti
George Mason University

Michael Guerrero
University of Texas 
Rio Grande Valley

LANGMAG Spring17.indd   1 6/9/17   12:34 PM

—continued on page 9—

—continued from page 8—

Watchman stated, “I want Navajo Elementary 
School to be the first Navajo-speaking school.” 

For these schools, there is no framework that 
provides guidance in approaching how to develop 
an Indigenous dual language program. While the 
outlook may be unclear, a few have embraced 
the courage to take a risk. For years, the current 
education system has systematically failed Native 
American students and contributed to the erosion of 
the Indigenous language vitality of young speakers. 
The goal behind the Kellogg Tribal Partnership 
Initiative is to methodically change how tribal 
community schools approach educating young 
language learners and evaluate the importance 
of Indigenous language within tribal community 
schools—while helping each community revitalize 
a language that has sustained a way of life since 
the dawn of time. For these tribal communities, 
the hope and future lies with the young people and 
those not yet born. 
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professional development to support teachers in 
providing their students with the most effective way 
to develop grade-level concepts and skills and the 
language needed to participate fully and articulate 
the learning—regardless of the instructional model 
adopted by the school. Long-time Soleado readers 
will recall that, over time, DLeNM has utilized and 
continually refined the eight components of sheltered 
instruction as an organizing or foundational way to 
address the needs of emerging bilinguals.

Last year, two things happened that prompted a 
new approach and a new direction in our work 
around sheltered instruction. First, in working on 
a new publication in Spanish, we wrestled with 
ways to translate “sheltered instruction.” Bringing 
our experience and knowledge as bilinguals to this 
task, we sought a phrase that was more than a direct 
translation. We wanted a phrase that would reflect 
all of the nuances of meaning—of the instructional 
complexity of supporting our students—and the 
moral imperative we believe underscores our work. 

Eventually, we came to the translation: instrucción 
contextualizada. Ongoing thought and discussion, 
along with this idea of context, led us to consider 
the notion of pathways—a means of providing an 
environment that is both rigorous and supportive, 
accessible and respectful—leading teachers to affirm, 
validate, and accept students for the assets they bring 
to the learning environment. How would we share 
those pathways, the activities and strategies, with 
school communities in the most effective way?

A clarifying moment in DLeNM’s work toward more 
effective and compelling professional development 
came when researching ways to effect change. We 
played Systems Thinking/Systems Changing™ (©The 
NETWORK, Inc.), a computerized program that 
simulates a 3-year rollout of an unidentified initiative. 
Working in teams, we were forced to keep asking… 
what does it take to change the way we address the 
needs of students in our schools? To change the 
culture within schools? To shift perspectives regarding 
students, their funds of knowledge, and their social 
and instructional needs? To increase the efficacy of 

professional development initiatives? To 
infuse our work with current research 
in school culture, systems thinking, and 
shared leadership?

That thinking resulted in Contextualized 
Learning for Access, Validation, Equity 
and Success—CLAVES™. We believe 
that emerging bilinguals deserve 
equitable access to content and language 
development and that they have 
linguistic and cultural assets that should 
be validated and built upon in all aspects 
of a school community. In line with these 
beliefs, DLeNM developed a system 
that is deeply embedded in the school 
community, is highly reflective, and is 
understood by all educators at the site—
educational assistants, teachers, and 
administrators alike. 

CLAVES™ serves as a framework that 
provides the entire school community 
with the professional learning needed 

 Introducing CLAVES™—Contextualized Learning  
for Access, Validation, Equity, and Success 

by Ruth Kriteman and Victoria Tafoya—Dual Language Education of New Mexico

—continued on page 11—The Eight Pathways of the CLAVES™ Framework
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The CLAVES™ framework extends beyond 
teachers simply taking in information regarding 
the Eight Pathways and shifts to include planning 
for ways to implement strategies and activities, 
participating in VISITAS™, and working and 
thinking together over time. This requires, for 
both teachers and administrators, more agency, 
responsibility, and accountability to ongoing 
professional development and learning. While the 
focus on sheltered instruction and effective work 
with emerging bilinguals continues for DLeNM and 
participating schools, the new framework ensures 
that contextualized learning is central to the school 
community’s vision and supports teaching and 
learning for all.

For more information, please contact  
Victoria Tafoya, DLeNM Director of Operations,  
at Victoria@dlenm.org or visit DLeNM’s website  

at www.dlenm.org.

to create an environment of differentiated, inclusive, 
and validating instruction that serves culturally and 
linguistically diverse (CLD) students, with specific 
emphasis on English Learners (ELs). This is a 
comprehensive professional development framework 
aligned to the New Mexico Teach Framework, 
WIDA ELD Standards, and the Common Core State 
Standards. Instructional reform is a complex system 
that requires interconnected supporting elements—
leaders must actively participate, understand, 
and intentionally support the overall systematic 
framework by providing on-going, effective, and 
responsive professional development. When all of 
these pieces are in place, sustainability is possible.

The eight CLAVES™ modules begin with two full 
days with school and district leadership to provide 
time for self-assessment and reflection centered 
around supporting their schools as learning 
organizations. Systems thinking and changing 
are introduced along with an overview of both 
contextualized learning (sheltered instruction) 
and the VISITAS™ protocol. This protocol creates 
intentional opportunities for teachers to observe 
each others’ classrooms in a non-evaluative way 
(see Soleado, Winter 2016, soleado.dlenm.org). 
Observations are focused on sheltering “look fors” 
identified by the participants. An Action Plan 
will be developed by participating administrators 
around a system of identified supports necessary to 
maintain ongoing professional learning and sustain 
instructional reform. Days 3 through 8 bring the 
entire staff together and begin with school leaders 
sharing their vision of instructional reform. 

This vision will serve as the foundation for intensive 
work toward building instructional capacity around 
contextualized learning. This work will provide 
teachers with opportunities for collaboration, 
professionalism, and transparency around language 
acquisition processes and the strategies and 
techniques that support those processes. Every day 
spent learning about the Eight Pathways will be 
balanced by an opportunity to use the VISITAS™ 
process to reflect on new learning, practice strategies, 
and receive non-evaluative feedback from peers. 
The goal is to end the eight modules with a focus on 
identifying the school community’s next steps and 
reinforcing the idea of continuous improvement—
viewing the CLAVES™ Pathways as essential, non-
negotiable elements of teaching and learning.

—continued on page 11—

—continued from page 10—

DLeNM and FUENTE Press Present
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Raymond V. Padilla
Profesor emérito

Universidad de Texas San Antonio

¡Al fin! Abriendo brecha elocuentemente integra ejemplos relevantes 
y cautivadores tanto de la investigación sociolingüística como de la 
educación del lenguaje para ilustrar conceptos claves en la política y   
en  la pedagogía de la educación bilingüe de doble inmersión.

Mileidis Gort
Profesora asociada

Universidad de Colorado, Boulder

¡Por fin contamos con una guía comprensiva en español 
para los docentes bilingües en los Estados Unidos! 
Elizabeth Howard
Profesora asociada
Universidad de Connecticut
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—continued from page 1—
a book about basketball at his own reading level, one 
student stated, “I finally found a book I like!”

The Best 10
Students need guidance in establishing routines for 
daily reading as well. The Best 10 corresponds to 10 
minutes of traditional SSR, but the positive language 
encourages students to look forward to and appreciate 
this time for reading. One crucial aspect of the 
strategy is that the teacher reads while students read. 
Oftentimes, the only adults students see as reading 
models are teachers. It’s important for teachers to 
avoid multitasking during this time and read with 
students to model a lifelong, enjoyable activity. 
Dedicating class time to independent reading also 
shows students their reading time is a valuable and a 
worthwhile classroom activity. Because students thrive 
on routine, establishing a consistent 
classroom reading time makes students 
comfortable. Eventually, students will 
initiate this routine independently. For 
emergent bilinguals not ready to read independently, 
a buddy table can be placed in the hallway. Here, 
partners read texts aloud to each other, and the teacher 
monitors understanding daily. In an end-of-the-year 
survey, students stated, “Because of the The Best 10 I 
read more than I did before,” and “At first it was weird 
to just sit there. But once I just started reading, the 
time went by fast.” Students overwhelmingly stated The 
Best 10 positively influenced their reading habits. 

Whole Class Novel Sets
When teachers have a high percentage of students 
in class who struggle with reading fatigue, some 
instructors use a modification of The Best 10. Rather 
than read independently, the first 10 minutes of class 
can be used to read a novel set aloud but without 
requirements for worksheets, activities, or other 
materials which count towards a grade. Teachers 
use this time to illustrate reading as a reward unto 
itself. Using scaffolds such as discussion, images, 
and timelines to assist in understanding, students 
get a taste of grade-level texts they might struggle 
to comprehend independently. This also allows the 
teacher to use the common book as a touchstone. 
When introducing concepts throughout the year, 
students often make connections to the class novel, 
which deepens their understanding. For instance, 
when reading a short story at the end of the year, 
one student said, “This reminds me of when we read 
Crash because both main characters changed from the 
beginning to the end.”

Book Pass Activity
Emergent bilinguals can benefit from exploring fiction 
in a variety of genres in a supportive structure, which 
allows for student voice and choice. One successful 
activity is a book pass, otherwise known as a “book 
tasting” or “speed dating for books.” Prior to the lesson, 
the teacher or librarian stacks a variety of high-interest 
fiction at tables labeled by genre. Genres can include 
Realistic Fiction, Action/Adventure, Sports, Romance, 
Humor, Historical Fiction, Graphic Novels, Fantasy/
Science Fiction, and even high-interest nonfiction. The 
books should vary in page length and reflect a variety 
of reading levels. Tables generally don’t include older 
titles or popular titles because the goal is to introduce 
students to new selections that might be a good fit for 
their interests and reading level. Students sit at the table 
with the genre that interests them most. 

The teacher and cooperating librarian collaborate to 
decide how formal or informal the book pass should 
be. However, students with reading difficulties require 
more modeling and support. Before beginning a book 
pass, students may take an interest survey about their 
reading habits. Alternatively, the teacher/librarian 
models how to preview a book by talking about how 
features like cover art, the synopsis on the book jacket, 
and the first chapter work together to pique a reader’s 
interest (or, conversely, help a reader determine a 
book isn’t for them). After reviewing these strategies, 
students select a book at their table. The adult 
coordinating the activity sets a timer (5 to 7 minutes), 
and students preview books independently. Once the 
timer goes off, students can either evaluate the book 
using a formal book pass checklist or simply choose 
a second book and begin the process again. Students 
try at least two genres during the activity and preview 
between four to five books. Most students walk away 
from the activity with at least one book they want to 
check out and read, and often have several titles to add 
to their “to-be-read” list. 

Book Talks
As a large school that relies on videotaped 
announcements, one way we build a wider culture of 
reading is through weekly-televised book talks. Once 
a week, the school librarian talks about new, high-
interest titles students might enjoy. The genre, reading 

—continued on page 13—

“This reminds me of when we read Crash because both 
main characters changed from the beginning to the end.”
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—continued from page 12—

difficulty, and length of these selections vary week 
to week in order to meet a wide variety of students’ 
needs and interests. Because students check out 
these books immediately, adults need to anticipate 
demand and, especially if there aren’t multiple 
copies available, pull “book-alikes” (similar titles 
or other works by the author that may appeal 
to students). Teachers 
and students can also 
contribute to televised video 
announcements, or, even 
more importantly, “book 
talk” their own independent 
reading in the classroom. 
One colleague stated, “I don’t 
have time to keep up with the 
latest young adult books out 
there. When we watch the 
book talk, I can encourage 
students who I know would 
be interested in certain books 
to go check them out.”

Book Club
Implementing monthly 
book clubs in the classroom 
appeals to the social nature 
of middle schoolers. Students 
read throughout the month, both in class and 
at home, and prepare for the book club with a 
rubric, which includes stating an introduction, 
summarizing the text, and speaking clearly, among 
other criteria. One day each month, students sit at 
tables of four to six and discuss their books. They 
also bring food to celebrate their reading, which 
reinforces reading as an enjoyable, social activity. 
The teacher projects sentence frames to help guide 
discussions about characters, setting, and plot. 
Sentence frames also prompt students to personally 
connect to the book and to state to whom they 
would recommend their book. Through surveys, 
students reported they chose their next book based 
on what their peers discussed during the book 
clubs. Book clubs also provide students with a 
comfortable place to practice oral language, and 
each book club concludes with students sharing 
with the entire group. Practicing in small groups 
lowers students’ affective filter and increases their 
confidence when speaking to the whole class. One 
student said he read more because he knew other 
students would ask him questions. He didn’t want 

to be embarrassed by not knowing the answers about 
his book. Also, incorporating food made students 
feel like they were hanging out, which made them 
more comfortable and increased the enjoyment of 
the activity. Comments like these reinforce the idea 
that book club builds community and capitalizes on 
middle schoolers’ social nature. 

Successful Titles
While students easily find 
popular titles, there are many 
titles students may enjoy that are 
not as common. Here are some 
recent recommendations from our 
students: Orbiting Jupiter, by Gary 
D. Schmidt; George, by Alex Gino; 
Ruby on the Outside, by Nora 
Raleigh Baskin; Ghost, by Ryan 
Reynolds; Crossover, by Kwame 
Alexander; and Gabby Lost and 
Found, by Angela Cervantes.

Conclusion
After research and collaboration, 
we found numerous ideas to 
increase the library’s accessibility, 
to develop students’ ability to 
choose a book, and to enhance 

students’ reading experience. At the beginning of the 
year, 33% of students stated they read outside of school. 
After implementing the myriad strategies, we hoped 
these numbers would increase greatly. However, in the 
end-of-year survey, only 34% of students read outside 
the classroom. While initially we felt disappointed, 
the finding fortified our focus on the importance of 
in-school reading time. Below are a few resources we 
used, which may guide your own work as you strive to 
improve students’ independent reading skills. 

References

Miller, D. (2016, January). Getting on the bus. 
Retrieved from https://nerdybookclub.wordpress.
com/2016/01/17/getting-on-the-bus-by-donalyn-miller/

Miller, D. (2009). The book whisperer: Awakening the inner 
reader in every child. San Francisco: Jossey-Bass.

The Nerdy Book Club (blog) 
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Children’s Choice Book Awards. http://everychildareader.
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YALSA’s Teens’ Top Ten. http://www.ala.org/yalsa/
teenstopten

Ms. Siders’s students share food while 
discussing their books during book club.

—continued on page 13—
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Everything I design provides the students with the 
opportunity to practice and master important skills. 
They know that I never expect them to do something 
I have not taught them. I teach with passion. I 
expect 110% out of my students and they expect the 
same from me. For each of my special education 
students, as well as those who are also identified as an 
English learner, I provide 
instruction to meet their 
individual learning needs. 
I teach for relevance and 
generalization because I 
want my students to be 
successful without my help 
when they leave my room. 
When they’re able to do 
that, then I know I’ve done 
my job as a teacher.

—continued from page 7—

—continuación de la página 3—

have about making inferences. Each table is given 
a different level (i.e., high, medium, and low) of 
the activity. The high activity has clues that require 
multiple passage readings with pictures. The medium 
activity has moderate reading with pictures, and the 
low activity includes minimal reading with objects 
and pictures. Students are handed a manila envelope 
which contains clues about an imaginary crime. 
They have to solve the crime and capture the person 
who committed it. Some of the envelopes have 
images of a forensic scene and clues; others have 
actual objects students can manipulate; and some 
have clues, such as a letter, that they are required to 
read. Each group has instructions to assign roles for 
each member: note taker, presenter of information 
to the class, and a group leader. The students 
independently facilitate their work on the task after 
I give them the assignment. 

Sin embargo, la motivación al usar manipulativos les 
permite apoyar sus destrezas  
y reforzar su conocimiento. 

Otra estrategia que no puedo 
dejar de mencionar es el PDSA 
(por sus siglas en inglés)—
Planear, hacer, estudiar, actuar, 
que es parte del componente 
de La conclusión de la unidad 
y el establecimiento de metas. 
Esta estrategia la traté adjunto 
con el segundo Compendio. 
Esta fue esencial en lograr 
mis objetivos en cada unidad. 
Es una estrategia que brinda 
retroalimentación a los 
estudiantes para juntos formar 
un plan y seguirlo porque 
es algo que ellos producen 
mientras usan sus propias 
palabras. En fin, esto ayuda a 
los estudiantes a formar parte 
directa con el plan y así sentirse responsables  
por seguirlo. 

De esta manera empezamos por hacer la diferencia 
entre proporcionar andamios didácticos y hacer 
atención diferenciada. Esto implica fragmentar el 

aprendizaje en piezas y procurar una herramienta, 
una estructura con cada pieza. Es muy importante 

modelar para nuestros 
alumnos. Este es un punto 
clave para proveer andamios 
didácticos a nuestros 
estudiantes. Mis alumnos 
han logrado desarrollar estas 
destrezas en las cuales se 
les permite usar sus propias 
experiencias y las de otros 
estudiantes para así  
comprender mejor el contenido. 
Esta práctica les da el tiempo 
necesario para compartir sus 
ideas y así pre-alimentar la 
enseñanza de una manera 
más positiva y entendible para 
nuestros estudiantes.

Esta nueva era de enseñanza 
involucra una mecánica 
productiva y una entrega 

positiva para los maestros. Usando estas estrategias la 
producción estudiantil es más productiva y promueve 
envolvimiento académico. La cultura positiva en 
el aula es verdaderamente increíble y poder ver 
a pequeños estudiantes entendiendo un proceso 
matemático más productivo no tiene comparación.

Estudiantes trabajan en equipo para 
resolver problemas matemáticos. 

Cada estudiante escribe con su propio 
marcador de color para poder  

identificar su contribución.
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Roosevelt University launched its Dual Language 
Teacher Leadership (DLTL) Masters program in 
Chicago, Illinois, in Summer 2017. With a focus on 
preparing educators for teaching in and leading dual 
language (DL) programs, it is the first of its kind in the 
Midwest. Its alternative format of intensive, face-to-
face summer courses combined with fall and spring 
online courses has attracted educators from across 
the United States. After four semesters, candidates 
graduate with an MA in DLTL as well as qualify for the 
Illinois Bilingual/ESL Endorsement and the Illinois 
Teacher Leader Endorsement.

The DLTL 
MA program 
originated from 
faculty interest 
and community 
need. As College of 
Education faculty 
at a university 
dedicated to 
social justice—and in a state 
where 1 in every 10 students 
in K-12 schools is an English 
learner (EL)—we are committed 
to promoting additive bilingual 
education and specifically, dual 
language education. This research-
based bilingual education model, 
serving both ELs and native English 
speakers, seeks to act for the good 
of the whole through its objective 
of cultivating bilingual, biliterate, 
and global citizens. Currently, 96% 
of ELs in Illinois are enrolled in subtractive forms of 
bilingual education (e.g., content-based ESL, ESL pull-
out, early-exit transitional bilingual). Statewide, 80% of 
ELs speak Spanish, while other top languages include 
Polish, Arabic, Urdu, and Chinese. 

During the past 15 years, there has been an increase 
in DL programming across Illinois. In 2014, we 
sought to further understand DL education in Illinois 
through surveying the beliefs and perceptions of 
administrators and leaders within 111 K-12 schools 
with DL programs. Twenty participants responded and 
reported benefits and challenges of their DL programs. 

We have published this research in Mid-Western 
Educational Researcher as a refereed journal article 
(Oberg De La Garza, Mackinney, & Lavigne, 2015).  
A particular challenge identified by 68% of 
participants was the recruitment and professional 
development of highly qualified DL teachers. This 
finding has provided further motivation for our 
creation of this program.

As part of Roosevelt’s 30-credit DLTL MA program, 
candidates engage in course topics such as academic 

language, biliteracy, family-school-
community partnerships, DL 
curriculum and assessment, DL 
program evaluation and sustainability, 

and supervision 
and professional 
development of 
bilingual educators. 
In addition to  
rigorous coursework, 
candidates complete 
a clinical practicum 
where they teach 
and supervise a 
summer academic 

program for bilingual 
youth. In the final semester, 
candidates undergo an 
internship experience 
where they practice DL 
leadership activities in the 
context of their own schools 
and districts. Through 
innovative graduate 

programming, Roosevelt University is addressing the 
shortage of qualified DL educators in the growing 
field of DL education.

For more information on the program or to apply, 
please contact DLTL Program Director Dr. Tammy 
Oberg De La Garza at tobergdelagarza@roosevelt.edu.

Reference
Oberg De La Garza, T., Mackinney, E., & Lavigne, A. L. 

(2015). Dual language instruction and achievement: 
A need and a void in the Midwest. Mid-Western 
Educational Researcher, 27(4), 363.

Introducing Roosevelt University’s  
Dual Language Teacher Leadership Masters Program

by Dr. Erin Mackinney, Dr. Tammy Oberg De La Garza, and 
Dr. Alyson Lavigne—Roosevelt University College of Education

During the first course for the 2017 
cohort, Foundations of Bilingual & Dual 

Language Education, teachers discuss and 
analyze translanguaging events captured  

in their classrooms.
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; Association of Latino 
Administrators and 
Superintendents (ALAS)— 
2017 ALAS Summit: October 11-14, 
2017, in Houston, TX. Please visit  
www.alasedu.org for more information.

; Texas Association for 
Bilingual Education (TABE) 
Annual conference 2017—
Biliteracy—Construyendo 
puentes y uniendo culturas: 
October 18-21, 2017, in McAllen, TX. 
For more information, please visit the 
TABE website at www.tabe.org. 

; WIDA 2017 Annual 
Conference—United in Purpose, 
Unique in Practice: October 
16-19, 2017, in Tampa, FL. For more 
information and to register, visit  
WIDA’s website at www.wida.us.

; 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! 

; American Council on the 
Teaching of Foreign Languages 
(ACTFL))—Annual Convention 
and World Languages EXPO: 
November 17-19, 2017, in Nashville, 
TN. Visit https://www.actfl.org/
convention-expo for more information.

; Keres Children’s Learning 
Center (KCLC), Native 
Language Symposium: A 
Cross-Generational Model 
of Indigenous Education—
Reclaiming the Education of 
Our Children: November 15-16, 
2017, at the Indian Pueblo Cultural 
Center, Albuquerque, New Mexico. There 
will be presentations and discussions 
surrounding various models of 
education, with the hope of connecting 
participants, providing resources, 
and furthering the movement toward 
educational sovereignty by redefining 
achievement within Indian Education. 
For questions or more information, 
please contact tracordero@gmail.com or 
trisha@kclcmontessori.org.


