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Artifact One: C.R.E.A.T.E Professional Development Program

	Artifact one of this portfolio is a professional development workshop binder that I created for a class final project. The class was Donna Ford’s “Multi-cultural education in American classrooms” course at Peabody. The assignment was to create a series of documents embedded in research that could be used to inform teachers about having a culturally responsive classroom. 
	 We named our professional development workshop C.R.E.A.T.E which stands for: Culturally Responsive Educators who are Able to positively Transform Education for all students. 
	The C.R.E.A.T.E workshop binder was divided into four areas, Classroom Environment, Culturally Responsive Management, Culturally Responsive Curriculum, and Culturally Responsive Classroom. I worked on this assignment along with three other members of our class and I was in charge of the research provided in the “classroom environment” section. 
Within each major section, we provided facets of the latest research in each area as well as strategies for teachers to be successful in each area. We also included an outline of how the workshop would be conducted. Although this artifact is not solely focused on ELL students, it does focus on the culturally responsive methods that teachers should have in place while teaching ELLs. This artifact will be referred to in sections of domains one and five. 

Artifact Two: Protocols 
	Artifact two of this portfolio is a series of protocols that I created over the course of the spring semester as I was enrolled in a “ Teaching Methods” course for ELLs as well as an “Assessment Methods” course for instruction of ELLs. It is important for ELL teachers to have a means of recording data on student progress in content areas, language development, and the acculturation process. The documents in this artifact are examples of charts that I made to record my student data in those areas. 
	The first document is meant for documentation of sight word assessment results for young ELL learners (grades K-2). It deals with sight word recognition as well as a record place for how many words per minute students can recognize while reading assigned passages. This document is useful because it allows teachers to focus in on specific types of words that students miss, and develop methods to help the students learn the words. 
	The second document is a documentation chart for students’ math skills (grades K-2). Students will need to be assessed on the key elements of math for their grade levels as well as the key vocabulary terms for each content area. The titles in this chart can be changed depending on the content for each section of the curriculum. 
The third document is a chart to record the oral language skills of students. The teacher can place a check mark in the boxes as they hear students use them throughout the day. The teacher can expand notes on the bottom of the document, providing specific examples of the context in which the language skills were used. 
The fourth document is a cultural protocol that I created in order to find out information from the student’s about their cultures. The perfect opportunity would be for me to have been able to translate this document into multiple languages. Students are asked to respond to the questions in writing and through pictures on a separate piece of paper. There is also a section where the students are asked to draw pictures, or circle pictures based upon their feelings towards certain aspects of school and subject areas. 
The final document is an acculturation survey that I created to assess the students’ feelings towards their new culture. It is a rating scale of one to five and the student is rated in each of the categories based upon their performance/interaction in the designated areas. The documents in artifact two are referred to in domains one, two, and five. 

Artifact Three: ELL student case study
Artifact three is a case study that I conducted on an ELL college student. I conducted the study for a project in an “Educational Linguistics” course that I took in the fall semester. I chose the particular student because I had strong access to communicate with her because she was a Vanderbilt student who had just migrated from China two years prior. 
Throughout the case study, I analyzed the student’s language abilities in the area of Phonetics, Morphology, Syntax, Semantics/Pragmatics, as well as Receptive and Productive Skills. I also chose a SLA (Second Language Acquisition) theoretical framework that I thought would best help the student as she continues her English language development.
In this project, I had to draw conclusions regarding the student’s level of language proficiency based upon TESOL standards. You will see these areas and the criteria that I used in the study to help me analyze the student’s abilities as well as areas that needed work. I refer to this artifact in domains one and five.  

Artifact Four: ELL Proficiency Levels Chart
	Artifact four of this portfolio is a document that I was a part of creating in the “Educational Linguistics Class” that I took in the fall of this school year. The document describes the different criteria for assessing an ELL student’s language proficiency levels. 
	The document is divided into Receptive skills (Reading and Listening) and Productive skills (Writing and Speaking). There are five levels that are represented on the chart which align with TESOL proficiency levels. Level one: Pre-production, level two: Early-production, level three: Speech, level four: Intermediate, and level five: Proficient. 
	Within each level and section (productive and receptive) students are evaluated based upon negation (use of word don’t), use of/reference to past (words with ed endings etc.), and use of possessive determiners (your, his, hers etc.) Criteria for evaluating aspects such as question asking, following directions, and ability to interpret graphs and charts is also included. 
I have used this artifact on many occasions to evaluate student’s levels of proficiency. I also used the document in my case study (artifact three) to help me determine the student’s abilities in each area, as well as her level of proficiency. This artifact is referred to in domains one and four. 

Artifact Five: ELL lesson plans 
Artifact five includes two copies of lesson plans that I created and implemented for my ELL practicum at Shayne Elementary School. I am currently teaching a third grade class with eight ELL students at this school. The students’ language abilities and proficiency levels range, but most of them are almost ready to exit the ELL program. 
The lesson plans are examples of my ability to plan and implement instruction for ELL students. This includes the writing of content and language objectives along with my ability to create meaningful and authentic lessons that are culturally responsive. I used TESOL standards and the Tennessee State Curriculum Standards for third grade to create my lesson plans. Artifact five will be referred to in domains one and three. 


Artifact Six: 6th grade ELL lesson plan
	Artifact six is a lesson plan that I created along with two other peers in the ELL cohort for a “Print and New Media” course that I took in the fall semester of this school year. The lesson plan was centered on the book, The House on Mango Street by Sandra Cisneros. The lesson plan is an example of my abilities to create a lesson plan with culturally responsive literature that is relevant to ELL students’ lives as they transition into a new culture. The materials and activities in the lesson plan are all culturally relevant. 
	The lesson plan included the use of media, visual aids, implementation of student interview projects, and quality literature to create a meaningful learning experience for students. This artifact is referred to in domain three. 

Artifact Seven: EDUC 3560 (Assessment of ELLs class) Midterm 
	Artifact seven is a midterm that I completed for the “Assessment Methods” for ELL instruction class this spring. The midterm included three questions that had to do with assessment of ELL levels of proficiency, classroom environment, and assessment of the validity and reliability of standardized language proficiency tests. The document is a demonstration of my knowledge in those areas. It is referred to in domains one and four. 
The questions on the midterm were:
1) Question 1 – Consider your practicum placement and the observations you have made to date.  A) Describe the educational environment of your placement with respect to Herrera’s rubric evaluating educator views of student, family, and community assets (at least two of the components). Provide examples of your evaluation of the educational setting and make suggestions about what administrators might do to improve the environment.  B) Describe the assessment framework you will use to learn about your students’ socio-cultural background and the lens in which you view your students’ performance.  In this section of your response provide a detailed rationale about why it is important to collect the information and how you will collect the information.  Provide examples of each protocol, survey, questionnaire, activity that you will use within this assessment framework. (3 page limit, exclusive of attachments) (16 pts)

2) Question 2 – You are a 4th grade teacher and have a student (bilingual Spanish/English) in your class named ESA who is very quiet and reserved during class discussions.  She is new to the district and has not taken the ELDA but her LAS links score (taken upon enrollment to the district 9 months ago) places her at a Level 4 according to the TN levels of English language proficiency.   You know that the LAS links scores are weighted heavily upon reading and writing ability, so you have questions regarding your student’s oral language ability. In order to fully understand ESA’s oral language ability, you have observed her tell a story based upon a wordless picture book, Frog, Where are you? (see attached transcript).  Please come to a conclusion regarding her level of English oral language proficiency according to the Tennessee levels of English language proficiency.  Support your conclusions with 1) examples from the sample as well as 2) readings, activities, or protocols created in class.  (3 page limit exclusive of attachments) (16 pts) 

Language Sample for this question:
Esa is a 10 yr 10 month old child who spoke Spanish exclusively upon enrollment into kindergarten.  She tells the frog story to the teacher (inv)

Symbols used in the transcription:
#	unfilled pause
## 	longer unfilled pause
xxx 	unintelligible word/speech
 [//] 	retracing

*ESA:	This story is that um [//] this story has a frog and a dog.

*ESA:	But he [//] he looks sad um has um good room.

*ESA:	In the bed windows and a ramp and clothes all around all everywhere.

*ESA:	and all the time the dogs sleep in his bed and the boy sleep.

*ESA:	and then frog came out of the jar

*ESA:	and then and there' [//] there like boots chair and guess that's all

*INV:	What does it look like?

*ESA:	I don't know

*INV:	What else do you see?

*ESA:	Um, I see like clothes socks and then when the boy waked up the dog looked up The frog was uh not there

*ESA:	and there like slippers boots chair uh shirt in the window

*ESA:	there was [//] were [xxxxxxxxx] and then after the boy kept looking for the frog in the dark kept looking for the frog to in the jar

*ESA:	and [//] and the dogs heads got stuck in the jar.

*ESA:	and so the chair is throwing the clothes [xxx] the bed and [//] and the boy kept looking for frog in the boots and their slippers boots everywhere

*ESA:	and the dog [//] and the boy and the dog open the window and they [//] and they  kept looking for the frog

*ESA:	and the dog still had his stuck in the jar

*ESA:	and then when he was mad the dog fell out the window and he [//] and and he felt like he was gonna um ## [//] he was gonna ##[//] he was gonna haaa ##[//] he felt that he was gonna xxx this guy in the field and uh in the[//] in the house

*ESA:	and [//] and then the boy went out [//] outside and he got mad

*ESA:	and the dog broke the jar so [//] so he could smell and the dog licked the boy

*ESA:	he was so happy that he [//] he was there for him

*ESA:	Then after he went and looked at the forest and there was nothing

*ESA:	and there were just [//] just bees house rock and trees big trees um and the beehive and rock and flowers cute flowers,

*ESA:	and they kept looking for the frog they looked at the hole at the beehive

*ESA:	and [//] and then after there was um a squirrel lived in the hole and they and [//] and he poked the boy in the nose

*ESA:	and then dog was barking at the tree at the beehive

*ESA:	Then [//] then the squirrel looked at and the bees were like they looked at the dog and they were gonna bit in the dogs tail

*ESA:	then boy was looking at the [//] the tree then he fell off the lift

*ESA:	and ow and the bees were chasing the dog in the forest all around and the xxx fell off

*ESA:	then [//] then the owl hit [//] the owl was chasing the boy

*ESA:	and then he was [//] he was gonna climb a rock then the owl was looking at the boy the boy was wheres the frog

*ESA:	and the dog was all sad

*ESA:	then the [//] then there lived a deer [//] the deer lift up the boy at the rock and the owl was happy

*ESA:	Then the dog was running 'cause the deer was [//] the dog was going [//] the dogs head was stuck in the rock

*ESA:	The dog was running 'cause the deer was chasing the dog [//] the dog

*ESA:	and the boy was in the deers head and when [//] then the deer stopped running and the dog and the boys fell off the [##] um [##] tree

*ESA:	and then [//] and then they fell back the [xxx] they were in the sky falling off of the the um the ocean

*ESA:	then there were some trees high grass beautiful flowers they fell off in the water and the dog was all xxx and then the dog was in the [##]

*ESA:	then the deer was laughing and then the dog was so happy 'cause the dog was in the boys head

*ESA:	'cause the boy was [//] the dog was happy and the boy was sad because he went in the water

*ESA:	and then the boys like shh because there was a sound in the [//] in the log

*ESA:	Then they saw something they were looking for it

*ESA:	what was that they said

*ESA:	frogs frogs little frogs mom and dad but which ones my frog they said

*ESA:	they looked at the babies and lots of frogs jumping and the dog was happy

*ESA:	so the frog found [//] found a little frog and they went [//] they went home and the dog was so happy to see another frog

*ESA:	and the frog and the little frog was not happy because his [//] his sister was leaving

*ESA:	The end.

*INV:	Thank you so much


3) Question 3 – You have been asked to participate on a committee that analyzes assessments of English language proficiency that your district is considering adopting.  The district intends to use the assessment to measure ELL students’ L1 AND English language ability within an academic setting.  Your assigned task for the committee is to analyze the Bilingual Verbal Ability Test (BVAT) (available at the Peabody library course reserves under Pray) and evaluate it in terms of both its validity and its reliability for this intended use.  In your analysis, evaluate the way(s) the assessment measures the areas of language, receptive and productive language abilities, and the communicative competencies discussed in class.  Support your conclusions with 1) examples from the assessment, 2) examples from the assessment’s technical/administration manual, 3) material covered in the course readings, and 4) at least one independent source of information. (3 page limit) (18 pts)
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What C.R.E.A.T.E Stands For:

Culturally 
Responsive 
Educators who are 
Able to positively 
Transform 
Education for all students.















Mission of C.R.E.A.T.E: 
Our mission is to equip teachers with the knowledge, skills and abilities to be a culturally responsive teacher.  We will present the research findings on the need for teachers to be culturally aware and to actively pursue meeting the needs of students from diverse cultural backgrounds as well as proactive strategies and implications to be used in the classroom.



Belief of C.R.E.A.T.E: 
We stand firmly on our belief in our Triple Threat of Education both for teachers and students. The three “E”s of education that make our Triple Threat are 
Equip, Embrace and Educate.  
















The Program

This Professional Development program will last 60 minutes and is meant to be presented to an audience of teachers.  There will be ample time built into the program for teachers to work in teams to brainstorm how the information presented can be applied to their classroom and how the strategies and implications presented may aid their ability to be effective in the classroom.  Additionally, the work time will allow teachers to possibly brainstorm additional strategies and implications based on personal experience in the classroom that may benefit other teachers. 






In the Facilitator Manual, the facilitator will find the following:
Detailed research findings that will help you be an effective and more knowledgeable facilitator broken down into 4 major sections
Classroom Environment
Culturally Responsive Management
Culturally Responsive Curriculum
Culturally Responsive Classroom
Outline of training session
Handout for Participants
Print out of the PowerPoint to be included in the Presentation 
Annotated Bibliography for Future Research



Classroom Environment

Why is classroom environment important? (Facts)

Students need to feel welcome in the classroom; they learn best in a positive environment in which they are supported, respected, and valued. 
“Teachers need to specifically acknowledge the presence of culturally diverse students and the need for these students to find connections among themselves and with the subject matter and the tasks the teacher asks them to perform” (Brown, p. 60)  
When academic knowledge is delivered in an atmosphere that is positive, accepting, and delivered from the frames of references of the students, the content becomes more meaningful to the students. (Gay, 2000). 
Closing the cultural gap can help to close the achievement gap.  (Ford, 2010). 
Teacher must create environments that allow students and teachers to connect with one another. (Bazron, Osher & Fleischman, 2005) 
Teachers need to learn about the communities in which they teach, as well as the cultures of their students in order to meet their needs and help them to feel culturally and individually respected in the classroom. If this occurs, then students will have a higher chance of success. (Noel, 2010)
Creating a welcoming classroom environment is like preparing your home for a special guest. You make sure that everything in your home is welcoming, and that anything that could potentially offend your guest is out of sight. You also prepare a meal that suits the liking of your guest, making sure that you have cooked with foods that they can tolerate and have no allergies to. (Ford, p. 28) It is important because you want your students to have the desire to return to your classroom each day!
The results of the 2000 census showed that the U.S. population is becoming increasingly diverse. This shows that it is necessary for teachers to diversify their classrooms. 
One of every three students is ethnically diverse.  (Lucas & Villlegas, 2002). 

Research/Strategies:
Teacher must begin to practice socio-cultural consciousness. 
“To gain socio-cultural consciousness, aspiring teachers must not only understand their own socio-cultural identities but also come to recognize the intricate connection between schools and society” (Lucas & Villegas, 2002). 
Teachers should have an affirming attitude towards culturally diverse students. 
“Affirming attitudes, for example, have been shown to support student achievement (Ladson-Billings, 1994; Lucas, Henze, & Donato, 1990; Nieto, 1996). Teachers who respect cultural differences are more apt to believe that students from non-dominant groups are capable learners, even when these children enter school with ways of thinking, talking, and behaving that differ from the dominant cultural norms” (Delpit, 1995). (Lucas & Villegas, 2002). 
“…Academic achievement of ethnically diverse students will improve when classroom instruction is delivered through their own cultural and experiential filters” (Au & Kawakami, 1994; Gay, 2000, Kleinfield, 1975; Ladson-Billings, 1994 & 1995). 
Five guidelines for preparing culturally responsive classrooms:
Conduct a self-assessment to determine the knowledge base of self and other’s cultures. 
Use varied culturally responsive methods and materials in the classroom.
Establish classroom environments that respect individuals and their cultures. 
Establish interactive classroom learning environments
Employ ongoing and culturally aware assessments.
(Montgomery 2001 Brown, p. 60)

Classroom Environment is like preparing your home:
Preparing your classroom is like preparing your home for your guests.
The lesson plan and curriculum preparations=the preparation of the dinner. 
When preparing a meal for your guests, you always think of their favorite foods as well as their allergies. This is the same with lesson plans; you want to make sure that you think of students’ interests and that you add the right “spices” (Ford, p. 28). 
Once your guests have left, you always reflect thinking about whether they enjoyed your meal and the ambiance that you created, so that next time you can adjust as necessary. Teachers must also do the same so that they are always creating a welcoming environment for their students. (Ford, p. 28)
Teachers should also display multi-cultural motivational posters and literature in the classroom that promotes diversity and an acceptance of all races, cultures and creed worldwide. When a student walks into classroom and sees something that reminds him/her of her culture/cultural values, the classroom will become a place that is like “home” to him or her. (Ford, 2010). 

Strategies that teachers can implement:

Explicit strategic instruction (Montgomery, Navarro n.d. 2001)
Interdisciplinary units (Montgomery, 2001) 
High expectations for all students (Navarro, n.d.)
Journal writing (Montgomery, 2001)
Open-ended projects (Montgomery, 2001)
Book corner (Montgomery, 2001) 
Cooperative Learning Groups (Harriott & Martin, 2004; Navarro, n.d.) 
Interactive teaching styles (Irvine & Armento, 2001)
Culturally familiar speech and events (Irvine & Armento, 2001)
Primary sources of data and manipulative materials (Irvine & Armento, 2001). 

Teacher Education:
Teachers can participate in teacher-education/professional development programs that involve them with the communities in which they teach. For example, if a teacher is not from an urban environment, he/she can learn the culture of that environment in order to better reach their students and meet their needs. 
“Theories of community strengths urge teachers to go into the community, meeting and partnering with community members and agencies, to learn about the important community strengths that can be utilized in a more culturally relevant education” (Noel, p. 10) 












































Culturally Responsive Classroom Management

Why Do We Need Effective Teaching Methods to Create Culturally Responsive Classrooms?

Typically when discussing creating a culturally responsive classroom only curriculum and teaching methods are discussed and reformed, when the creation of a classroom culture, classroom management and classroom norms are also essential to create a culturally responsive classroom (Weinstein, 2004). 
Classroom management is a powerful influence on student’s achievement even more so than student’s home environment and socio economic status (Weinstein, 2004).
Classroom management techniques typically are a White, middle-class construct (Weinstein et al, 2004). This calls for being aware of when implementing such techniques in the classroom and revision and adaptations according to the demographic of students in a given class.  Especially, teachers who are White need to pay special attention and become aware of the fact that many classroom management techniques come from a White perspective and become culturally competent and knowledgeable beyond what is comfortable ad known to the individual.
Classroom management is also grounded in the teacher’s perception of what is acceptable behavior, which is a product of how the teacher has been raised and his/her cultural background.  The same norms and values of her/his culture may drastically differ from students form other cultural backgrounds in the classroom creating a teacher bias and possible favor in students of her/his same cultural background (Bondy et al, 2007).
Cultural backgrounds and social norms from individual’s past influences his/her expectations of appropriate behavior (Weinstein et al, 2004)
Over 90% of the working force in American public schools is composed of White, middle-class teachers (Weinstein et al, 2004). No matter what your cultural background, in your career as a teacher, there will be students you teach who come from a different culturally background influencing your ability to be an effective teacher and manager unless you become more culturally competent, aware and knowledgeable.

Research-Proven Strategies and Implications - What are research proven effective classroom management techniques and strategies to help create a culturally responsive classroom?
Start Culturally Responsive Classroom Management Techniques from the Second the School Year Starts – Don’t waste a minute! Teachers who started implementing culturally responsive classroom management strategies were more effective and had to do less behavior management throughout the school year (Bondy et al, 2007).
Teach Rules and Procedures, Don’t Just Demand Them – By teaching rules and procedures and possibly even have students take a role in creating and teaching rules and procedures, students from all cultures will come to understand expectations in the classroom and the teacher won’t fall into assuming that all students will know how to act the way she expects them to without being explicitly taught how to behave (Bondy et al, 2007).
Get to Know Students and Understand Their Cultural Backgrounds as You Create Classroom Management Plans: By understanding and then incorporating observations you have made of your students, you will be able to better create fair classroom management plans that embrace instead of suffocate cultural differences (Weinstein et al, 2004).
Example: “Call-response” is an active, participatory way of engaging in instruction in the African American culture.  A White teacher may interpret this active dialogue, which may at times interrupt the teacher’s direct teaching or ability to control who talks at a certain time, as a disturbance, retaliation and attempt to get the class off-task.  A teacher who is unaware of the norm of “call-response” in the African American culture may punish such behavior that fro the student’s perspective due to her cultural background is an attempt to be engaged in the classroom and be a active, engaged student (Weinstein et al, 2004).
Self-regulation: By integrating self-regulation for students into norms and routines of classroom, students will take personal ownership of behavior and there will be a common understanding of what the norm of the classroom is regarding behavior (Weinstein et al, 2004).
Community Building: Make conscious efforts as the teacher to build community and embrace cultural differences in the classroom to create community in the classroom (Weinstein et al, 2004).
Social Decision Making: Get students to make decisions as a group, this allows students to have a voice and share their personal beliefs and values (Weinstein et al, 2004).
Creating Expectations that are Culturally Sensitive – These expectations need to also be communicated in a culturally friendly manner.  Use a communication style that is familiar and acceptable in the culture of the majority of your students.  Effective teachers also incorporated cultural humor and cultural familiar patterns while communicating expectations (Bondy et al, 2007).  
Provide Opportunities for Students to Participate in Learning – Give the students a voice.  This will assist in creating a community and hopefully get students to invest in learning to deter misbehavior and cause learning time to be devoted to behavior management (Bondy et al, 2007).
Be Consistent and Hold Students Accountable (Bondy et al, 2007)


















Culturally Responsive Curriculum

Why the need?
The traditional canon of mainstream American education has been proven to be overwhelmingly Western and male-centric.  For example, teaching about Christopher Columbus discovering “The New World” and the valiant and heroic misinterpretation of John Smith in Disney’s version of Pocahontas are not only degrading to Native Americans, but stories that reinforce the status of Whites in society today (Banks, 2006).

By reinforcing the status quo, the dominant Eurocentric curriculum makes young students passive and content, encouraging them to accept prevailing ideologies as truth and unalterable (Baldwin, 1985).

The mainstream curriculum does not call for students to develop critical thinking skills, depth of knowledge construction, and how to build particular understanding for themselves beyond the culturally biased way of thinking that undergirds the current programs of study (Banks, 2006).

If America wants to see a change in performance by low-income students and students of color on state and national standardized tests, significant changes must be made in regard to culturally responsive curriculum and testing material (Kornhaber, 2004).

The experiences of women and people of color are viewed from the perspectives of males with power when the additive or infusion approach is attempted in revision of curriculums. This approach contributes to the basic paradigms and values of the dominant culture being unchallenged (Banks, 2006).

As discussed in Kozol’s chapter titled “Preparing Minds for Market” in The Shame of the Nation, certain low-income, underprivileged communities’ public schools are teaching work-related curriculum to the povertized youth instead of college prep (Kozol, 2006).  Would this be happening in an affluent white suburb?
	
Research/Strategies 
Teach pre-service teachers how to examine and revise curriculums in schools to become better tailored to meet the needs of a culturally diverse student population.  Along with hands-on curriculum evaluation, have pre-service and inservice teachers practice using such competent curriculum in the classroom under supervision (Gay, 2000).
Multiple voices: in textbooks, writers, teachers, students.  Allow all perspectives to be heard when teaching any content area (Banks, 2006).
Encourage teachers to participate in examining their own cultural values and identities and teach their students to do the same in order to relate positively towards one another and recognize differences as unique and an exciting aspect of the classroom (Banks, 2006).
Learning environments and libraries should have a multitude of resources relating to the history, literature, music, folklore, views of life, and art of different ethnic and cultural groups (Banks, 2006).
Recognition of various cultures should be present in the informal curriculum such as in classroom displays, hallways, entrances, programs, counseling, and all other school settings and situations (Banks, 2006)
In attempting to accommodate cultural groups through curriculum, six stages of cultural identity are discovered by James A. Banks (2006). Teachers must realize that cultural groups are not homogeneous and have differences within in regard to where students are individually in their quest to become culturally salient.  The stages are listed in progression, with parenthesized label and a curricular implication described next to each.  These should be acknowledged and applied to students alongside a responsive curriculum.

Stage 1 (Cultural Psychological Captivity)- Humanistic, monocultural, instruction to develop cultural awareness and helps students come to understand their own identity
Stage 2 (Cultural Encapsulation)- Clarifying agent in curriculum that recognizes negative feelings toward other groups and reconstructs image of other cultures
Stage 3 (Cultural Identity Clarification)- Accepting objective view of own culture and others; moving through curriculum with a more balanced perspective
Stage 4 (Biculturalism)- Students should be encouraged to compare/contrast his or her own culture with other groups; positive views of both
Stage 5 (Multiculturalism and Reflective Nationalism)- Developing a “global sense of cultural literacy” and seeking knowledge of all cultures through curriculum
Stage 6 (Globalism and Global Competency)- Improving effective functioning within cultural groups, nations, and worlds should be an obvious result of multicultural curriculum by this last stage
(Banks, 2006)

Curriculum Guidelines to serve as foundation for a culturally responsive education through formal and informal curriculum:
(selected and outlined from Banks, 2006)
-Policies and Procedures: School policies and procedures should foster positive multicultural interactions and understandings among students, teachers, and support staff (2.0)
-Student Emphasis: The curriculum should reflect the cultural learning styles and characteristics of the students within the school community (5.0)
-Self-Development: The multicultural curriculum should provide students with continuous opportunities to develop a better sense of self (6.0)
-Totality of Experiences: The curriculum should help students understand the totality of the experiences of ethnic and cultural groups in the United States (7.0)
-Ideals and Realities in Human Societies: The curriculum should help students to identify and understand the ever-present conflict ideals and realities in human societies. (8.0)
-Plurabus Unum: The multicultural curriculum should promote values, attitudes, and  behaviors that support ethnic pluralism and cultural diversity as well as build and support the nation-state and the nation’s shared national culture.  “Plurabus Unum” –“out of many, one” should be the ultimate goal of the nation. (10.0)
-Effective Citizenship Training and Other Skills: The multicultural curriculum should help students develop the decision-making skills, social participation skills, and sense of political efficacy needed for effective citizenship in a multicultural democratic nation.  Along with citizenry skills, opportunities for interpersonal, interethnic, and intercultural group interactions should be prevalent in curriculum (11.0 and 12.0)
-Comprehensive and Holistic: The multicultural curriculum should be comprehensive in scope and sequence, should present holistic views of ethnic and cultural groups, and should be an integral part of the total school curriculum. (13.0)
-Continuous Study of Cultures and Experiences: The multicultural curriculum should include the continuous study of cultures, historical experiences, social realities, and existential conditions of ethnic and cultural groups, including a variety of racial compositions (14.0)
-Interdisciplinary and Multidisciplinary Approaches in Designing and Implementing (15.0)
-Multidirectionary Society: The multicultural curriculum should conceptualize and describe the development of the United States as a multidirectional society. (18.0)
-Opportunities for Aesthetic Experiences of Ethnic and Cultural Groups (19.0)
-Language Literacy: The multicultural curriculum should provide opportunities for students to study ethnic group languages as legitimate communication systems and to help them develop literacy in at least two languages. (20.0)
-Assessment Procedures: The Assessment procedures used with students should reflect their ethnic and cultural experiences (22.0)

Culturally Connected Instructional Strategies (Shade et al, 1997) particularly relevant to Native American, African American, Mexican American, and Hmong students:
-Call and Response
-Imagery/Visual Thinking
-Affirmations for Success
-KIVA process
-Mnemonic/Accelerated Learning
-Storytelling











Culturally Responsive Classroom

	According to the 2000 census over 33% of students in American schools are considered “racially diverse.”  Education experts Ana Maria Villegas and Tamara Lucas of Montclair State University only expect that number to rise in the coming years, suggesting that “preparing teachers to teach children of diverse racial, ethnic, social class, and language backgrounds is a pressing issue in teacher education today.”  American schools do a very poor job of accommodating for different cultural backgrounds.  Everything from classroom design to lunchroom food to standardized exams are slanted towards Caucasians.  In other words, the cultural needs of one in every three of our students are ignored.  Currently, most school districts simply implement one or two optional diversity classes into their curriculum, which amounts to slapping a small Band-Aid on the problem.  When the ideas presented in the diversity classes are not reinforced they can lose effect.  If a student is taught in a cultural conscious way in one class but not in five others, it makes sense that this could lead to confusion for the child.  The key, Villegas and Lucas argue, is to “infuse” current curriculum with culturally sensitive material based on your specific classroom.  In the following bullet points, I will outline some basic strategies in which this can be accomplished.  

Strategies and Considerations For a Culturally Diverse Classroom

Note-For this section of the project, our team interviewed Holly Good, who teaches at Gray Elementary School in Balch Springs, Texas.  Mrs. Good teaches fourth grade, and received her Masters in Education from the University of Colorado at Boulder.  Gray Elementary is considered a “Title One” school in Texas, which denotes high economic need is prevalent in the student body. 



Q-Mrs. Good, what are some obstacles that you must overcome teaching in such a low income school?
A-The majority of my classroom lives in a Spanish speaking household, and only learned English recently.  So, English is not their native language.  When I first started teaching, I had a hard time identifying with just how hard it can be trying to learn in a language that is different from your own.  I mean, I guess I knew it academically, but it’s definitely a different thing to truly experience it from the students’ perspective.  After a few years of not meeting my personal expectations in the classroom, I tried to do an honest self assessment.  I began to take classes in Spanish so I could identify more with the culture of my classroom, opened up even more lines of communication with the parents, and began changing some of my teaching strategies to mold the specific personality of my classroom.  

Q-Could you talk a little more about that?  What specific strategies did you use to make your curriculum more culturally friendly?
A-Well, the first step is to gauge each individual classroom.  Obviously, they’re not all going to work the same.  I started with simple steps.  In some of the worksheet books I used, several problems talked about famous American icons like Route 66 or Wall Street.  I found that the significance of some of these famous landmarks was lost on some of my students, and as a result they missed the problem.  When I got them one on one, they understood the math; it was just the cultural barrier I had to get over.  I fixed this problem by simply changing the wording.  For example, I crossed out Wall Street and replaced it with the main street in the business district here in Balch Springs.  Whenever we come across something that may be potentially confusing, I pause the lesson and check the class for confusion.  If an item or historical figure was troubling, I make sure that I explain it to my students.
For example, at the beginning of last year I was looking for an exciting new way to teaching basic division and reinforce addition and subtraction.  From talking to the parents, I found that a surprising large amount of my class played on the Balch Springs Longhorns, a highly successful youth football team.  I spent some time researching online, and I came across a curriculum developed by Dan Flockhart which teaches basic math principals using fantasy football.  At the beginning of the year, each student would draft a team, consisting of (1) QB, (1) RB, (2) WR, (1) TE, and (1) Defense.  The students were responsible for scoring; I provided the box scores and charts, and they transfer those numbers onto a scoring sheet.  I then assign math problems from the scoring sheet.  The “winner” from each week is determined by which team scores the most points.
For example:
Team Brain vs. Team Victor-NFL Week Five
	Team Brian
	Team Victor

	(QB) D. Brees-41
	(QB)  P. Manning-38

	(RB)  C. Benson-20
	(RB)  J. Charles-24

	(WR)  T. Owens-12
	(WR)  A. Johnson-15

	(WR)  S. Moss-5
	(WR)  L. Fitzgerald-19

	(TE)  J. Finley-8
	(TE)  A. Gates-19

	(Defense)  Dolphins-17
	(Defense)  Cowboys-21




Some Sample Questions I Could Ask:
Which team scored the most points during week five, Team Brian or Team Victor?
According to our chart, four different wide receivers (WR) scored points in the matchup between Brain and Victor.  If we average the point totals from all four receivers, what number do we come up with?
Team Brian scored 103 points during Week 5.  However, Team Victor won with 136 total points.  If we know that a touchdown counts for 6 fantasy points, how many more touchdowns did Team Brian need to win Week 5?

Q-Have you found this new approach to be effective in your classroom?
A-Oh yes, very.  I’ve found that when students are genuinely interested in the material and having fun, they grasp concepts much more effectively.  The fantasy football project worked because it taught academic concepts in way that was interesting and relevant to my classroom.  Now, fantasy football wouldn’t work for every single class.  This year, my class is much more interested in soccer, so I’ve switched to fantasy soccer.  I stared out with the British soccer league, but they wanted to do the Mexican premier league instead.  Teaching is all about believing in your students, welcoming and embracing all the cultures in your classroom, and presenting material in innovative ways.  If you can do all three of those things, your kids are going to perform.  



































Outline of Training Program

Our program follows the GIVTAKSTAR outline, which is a research-proven effective training program tool to help get trainees the most actively involved in the professional development session as well as transfer learning to different contexts (ideally in this situation, the classroom.) For more information on the GIVTAKSTAR outline please consult

Introduction:
Movie Clip from “Waiting for Superman”  - for shock value, to get teachers to start thinking and to get the reality of education visibly conveyed to the audience (4 min.)
Discussion Time: (5 -10 min.)
What are some of the key problems you face in the classroom regarding the achievement gap or racial inequality?
What do you think needs to be done? 
(If participants are slow to add to discussion, simply jump to presenting the idea of becoming a culturally responsive teacher as one pro-active way to aid in overcoming many racial inequalities that are seen in the classroom on a daily basis.)
Direct Instruction: Verify that becoming a Culturally Responsive Teacher can aid in being an effective teacher, diminishing possible bias an individual may have due to his/her cultural background and give all students in his/her classroom an equal and equitable education. Share statistics from slides. (5 min.)

Presentation of Information: (Facilitator: Go through Slides and add commentary and questions as you feel fit)
Classroom Environment
Culturally Responsive Classroom Management
Culturally Responsive Curriculum
Culturally Responsive Classroom
Conclusions and Synthesis (15 min)

Team Time:
From teachers into groups of 4, tell teachers they will have 10 minutes to discuss their thoughts on the information that was just shared with them, ask them to discuss any questions they may have. (10 min.)
After 10 minutes, tell teachers to discuss problems that they face in the classroom regarding being culturally relevant and to provide ways to improve current situations in the classroom. Encourage teachers to make goals for themselves and strategically plan concrete ways to implement their learning into their instruction. (10-15 min.)

Final Thoughts:
Conclude
Ask for Questions


Top 10 Must Haves for a Culturally Responsive Classroom:

1) Build a community and have high expectations for students (Weinstein et al, 2004).
2) Make the classroom a safe place (Ford, 2010)!
3) Embrace culture. Don’t sophocate the culture that students bring into the classroom.
4) Incorporate multiple persepctives and voices into the classroom whether through books, teaching strategies or curriculum choices (Banks, 2006).
5) Establish interactive classroom learning environments. Get students working with each other and interacting with information (Montgomery, 2001)!
6) Conduct a self-assessment of yourself as a teacher, to understand your own cultural background and possible biases and how it effects your teaching, attitudes and behaviors towards students (Montgomery, 2001).
7) Survey your students to understand their cultural backgrounds.
8) Be familiar with what is popular with your kids: understanding what they are into, popular athletic teams, etc.. Show students that are invested in the community.
9) Display multicultural posters that display acceptance of all races, cultures and creeds (Ford, 2010).
10) Have students self-regulate their learning and development (Weinstein et al, 2004). 


Do you have additional things you want to incorporate into your classroom to make it more culturally responsive? Add your thoughts and comments below:
























Powerpoint ADD HERE!
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Artifact Two:


ELL Cultural Protocol 

Family Roles:
What is your family’s structure? 
Who do you live with? Is your family considered to have a normal structure?
What are the roles of the different family members?
What is your role in the family?

Languages
What is the primary language you speak at home?
How do people demonstrate that they are paying attention to you when you are speaking in your culture?

Family Celebrations/Holidays
What are the holidays/occasions that are celebrated in your culture?
Does your family participate (follow) in the celebrations?

Religious Beliefs
Does your family have any religious beliefs?
What are the religious beliefs of your culture?
What do you believe?
       
Educational Beliefs/Home Literacy Practices
What does your culture believe about education?
To what extent are you read to at home?
Do your parents like to be involved at your school? Do they like to help you with homework?

Social Norms
What are appropriate behaviors for children in your culture?
What are the different signals of body language? (Question for parents)
What is acceptable and what is not?

Food, Clothing, Music etc.
What is the typical food in your culture?
What do you like to eat?
What is the typical clothing in your culture?
What is the typical music of your culture?

Discipline
How are children disciplined in your culture? (Question for parent/guardian and student)
Who takes responsibility for discipline?
Does school have any place in disciplining children according to your culture? (Question for parent/guardian) 




Draw a picture about your old school: (Attitude towards learning and school)




























Write or draw a picture about what you are good at in school. (Strengths)














Write or draw a picture of what is hard for you at school. (Weaknesses)




















Circle the face that shows how you feel about reading. 

 Happy                          [image: ]Sad                      [image: ] Not sure (will not be in color)


  




Circle the face that shows how you feel about math.


 Happy                          [image: ]Sad                      [image: ] Not sure (will not be in color)



                                   Language (Vocabulary)

	Name 
	Date
	Sight Words
	Missed Sight words
	Words per minutes
	Types of words missed

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	



Math
	Name
	Date
	Addition Facts
	Numbers 1-10
	Numbers missed
	Understanding/Use of  key vocabulary 

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	



Language

	Name
	Date
	Self-Correction
	Repetition
	Complete Sentences
	Paraphrase
	Comments
	Clarification request
	Elaboration Request

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	



















Acculturation Survey
Student Name:
Date of Observation:

	Criterion:
	Rating Scale (1 to 5)
	Anecdotal Notes
	Student thoughts

	Level of affect
	
	
	

	Level of interaction with peers of same culture
	
	
	

	Level of interaction with peers of different culture
	
	
	

	Communication with teacher
	
	
	

	Communication with peers of different culture
	
	
	

	Participation with group (includes body language)
	
	
	

	Level of engagement in all activities
	
	
	

	Overall student attitude towards learning
	
	
	

	Use of L2 (English)
	
	
	

	Use of L1
	
	
	

	Use of other forms of communication to express thoughts
	
	
	




Artifact Three: Below
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I. Introduction to Learner- Learner’s Characteristics 

	For the purpose of this case study, I have chosen to analyze the linguistic abilities of a Vanderbilt Junior, Ying Lee (pseudonym).  One day in 2008 I was sitting in Rand Dining Hall with my friend eating lunch. Ying walked up to us and asked if she could sit with us. My friend and I both found this very odd because it takes a lot of bravery to ask someone if you can sit with him or her, especially in Rand Hall where most people eating lunch together already have established relationships. We said yes to her and we enjoyed our time together. I got her phone number and we ran into each other a couple times from then to now. 
When I discovered I had to do this project, I immediately thought of Ying. When she agreed to help me, she told me that the day she asked me if she could sit down with us and eat (two years ago), it took her such courage to say that one sentence. She said she was terrified. When she told me that, it really made me think about how important it is to be accepting and patient with ELL students in order to help their social confidence. Now I will move forward to discuss Ying’s history and characteristics. 
Ying Lee was born on Feb 26, 1990 in Nanjing, China. She came to the United States (Nashville) two years ago, in 2008 to begin studies at Vanderbilt University. She chose Vanderbilt because she was familiar with its great academic reputation and there were many international students entering the school at that specific time. Ying said to me,  “Nashville is a quiet place to visit, enjoyable, and it is nice to live in the ‘music city’” (Lee, 8/31/10). From that initial conversation, I was able to get an insight as to what her linguistic abilities were. I could see that she knew how to communicate her ideas, but they weren’t syntactically correct in terms of sentence structure.
	Ying stated that the most challenging aspect of coming to the U.S. was that she “was only 18 years old and it was her first time living so far away from her parents”. She had never been away from her parents, not even on a vacation. The culture was so different from hers, and she said it was difficult for her to exchange ideas and speak in the English language every day. When she began taking her classes freshman year, she explained that she went through a “silent period” in which she did not speak but only listened to the conversations and lectures in her class. She eventually decided that in order to better her English, she would have to get over her fears and begin to converse.
	Ying began to learn English when she was eleven years old.  Now in her province in China, it is mandatory to learn English beginning as early as eight or nine years old. She explained to me that the problem with this system is that there are not many opportunities for students to interact with native English speakers. The only interaction with the language that they have is with their teachers who are usually Chinese and have learned the language; the intonations, the speed, and the pronunciations are different when you are speaking with a native English speaker. This was a major problem that Ying identified in the English language instruction she experienced in China. She felt she did not have enough interactions with native English speakers. 
	Ying considers herself to be fluent in English,  “Yes, I think I am now fluent because I can tell what I am thinking about immediately. I don’t really translate anymore” (Lee, 8/31/10). She also considers herself to be fluent in Chinese (Mandarin), “Of course it is my first language, I speak Mandarin. There are different dialects in different areas of the cities, depending on where you live, you speak differently” (Lee, 8/31/10). Ying has also been learning French for two years now and has been enrolled in English writing courses to help strengthen her writing abilities. She said that it is much easier speaking in English than writing because of the grammatical aspect. She believes that writing in English is more “formal” than speaking; because of her belief, she has utilized Vanderbilt’s writing center many times. 
Learning English has been an advantage for Ying because, in her own words, “it is very useful”. She said in China now if you want to find a job, “it is helpful to have an English language background”.  I found this very interesting. I didn’t think that in China knowing English would be as important as Chinese, yet it is. 
	At the beginning of each session with Ying, I asked her to write down her feelings about working with me that day to monitor her English progress. I did this in order to assess any possible Learner Anxiety (Lightbown & Spada, p.61). When she had finished writing, I would tape-record her reading her entry and asked her to make marks on the paper if she identified any grammatical errors. By listening to herself read out loud what she has already written down, she checked her understanding of the grammar processes and syntax rules of the English Language. This has worked really well with Ying. Throughout our sessions, she would ask me questions about why certain rules exist. I could tell from her questions and the journal entries she wrote that she was highly motivated. At the beginning of the first session she wrote, “I am happy to learn with Brittney. I think this will help my English, and I want to help her understand so she can be a good teacher”. 
Ying willingly analyzed her own speech and writing, and had a lot of confidence (she believes that she is fluent in English) in her abilities. She likes to practice speaking English as frequently as possible in order to further develop her English language abilities, regardless of whether or not she makes mistakes. Because Ying began learning English as a child, and has good academic skills, this makes her a “good language learner”. (Lightbown & Spada, p. 55)
The strategy that I used frequently with Ying is called “The Tape, Check, Chart”[footnoteRef:1]. I learned about this strategy in my undergrad courses. It is used to help struggling readers improve their reading fluency.  I adapted the model to better suit Ying’s needs as an SLA student.  [1:  http://www.reading.org/downloads/publications/books/bk9216_TapeCheckChart.pdf] 

II. Learner’s Oral and Written Language Abilities
	After analyzing the oral recordings and transcriptions I had documented of Ying, I came to many conclusions regarding her language abilities. To begin, I will provide background information regarding a particular session with Ying in which I was able to get specific data regarding her grammatical, syntactical, compositional and lexical knowledge of the English language.
Background Information
In this particular session with Ying, I used a wordless picture book called Frog goes to Dinner by Mercer Meyer. I explained to Ying that I was going to record her narrating through the pictures in the story. She was aware that the book only had pictures and her task was to make up a story based upon the illustrations. At first, she seemed intimidated by the task. She asked if she could preview the book by looking at the pictures before hand. I explained that I wanted her to go page by page and just speak as the words naturally came to her. I wanted to conduct the task in this manner so that I could really get a fresh, unbiased sample of her linguistic abilities. 
b. Phonetics and Phonology
Phonemic Awareness is the ability to distinguish between phonemes (small units of sound) in a language.  This includes correct syllable stress and pronunciations of words. In the transcription that I have analyzed, Ying’s phonemic awareness was at a high level. Ying correctly pronounced all of the words she used in order to relay the wordless picture book, Frog Goes to Dinner. She placed the correct emphasis/stress on syllables in words. For example, this is a phrase that Ying created, “There are so many animals in his bedroom”, Ying placed the syllable stress in the following places”, “There are só many ánimals in hís room” (Ying Lee, 9/27/10). Some problems that Ying experienced phonetically were using the correct manner of articulation in certain words. For example, in the word “restaurant”, Ying trilled the “r” at the beginning of the word. She exaggerated consonant (alveolar) stops in words such as “important”.  When she uttered the word, the emphasis was on the “t” in the middle and end of the word. She was able to identify the correct possessive determiners to use in sentences. (Evidence taken from the sentence above, “his room”.) When she talked about the frog in the story, she used relative clauses effectively; for example, she would talk about the frog first, followed by a description about what the frog was about to do. For example Ying said, “The frog, who liked music…”
Ying’s pronunciations throughout her narration of the story remained mostly correct. I believe that Ying’s experience with learning English in China helped her once she got to the United States specifically in terms of pronunciation. Her pre-exposure to the English language from native Chinese teachers allowed her to immediately realize that there was incongruence in the stress that her teachers in China had put on certain syllables and vowels when compared to native English speakers here in the U.S. 
c. Morphology/Morphophonology 
Regarding Ying’s morphological skills and usage, Ying was able to indentify and classify major classes such as nouns, verbs, and adjectives. She would change the intonation in her voice in certain sentences that showed action and enthusiasm. For example, if she used the word “Wow” in a sentence, she would raise the tone in her voice to reflect the enthusiasm of that word. 
Ying had difficulty in the area of subject-verb agreement.  For example, at one point during her story narration, Ying said, “Yea, so they are going to leaving to the dinner together with the boy’s families” (Ying Lee, 9/27/20).  There is an obvious error of ing (progressive plural) in that sentence. The sentence should have been “They are going to leave to the dinner together with the boy’s family. There was also an error in plurality because Ying said “families”, rather than family.  Another error was in this sentence, “The family sit down and start to look at the menu, trying to order the dishes they want to eat for tonight” (Ying Lee, 9/27/10). In the first sentence, Ying might have thought if one verb was conjugated to be in the present-progressive, the second verb in the sentence needed to also be conjugated to match the first verb. In the second sentence, Ying confused the subject verb agreement. The word “family” is plural, so therefore the family should have “sat” rather than “sit”. Later on in the sentence, Ying used the present-progressive form of the word “try”.  Word choice (lexical semantics) as well as conjugational skills are areas in which Ying can further her studies and practice. 
Ying’s usage of pronouns proved to be correct. She used pronouns in the appropriate situations such as in the previously mentioned sentence “There are so many animals in his room”.  Ying’s ability to identify that “his” was the correct pronoun is a positive sign. She also used other pronouns correctly throughout her narration of the story such as him, and they. 
Syntax
Throughout my analysis of Ying’s narration, I noticed that the some of her errors were in the area of syntax. Ying had a hard time distinguishing the appropriate location in sentences to place determiners (articles, quantifiers), and prepositions. For example, Ying said “He is trying to go to dinner for tonight” (Ying Lee 9/27/10). She placed the word “for” after dinner, but the sentence would have been complete with just “dinner tonight” at the end. 
Ying also repeated her incomplete phrases frequently. For example, she said, “…frog is in the boy’s, yeah the boy’s coat” (Ying Lee, 9/27/10). I think she repeated incorrect phrases frequently because she was trying to translate her thoughts into English. 
e. Semantics/Pragmatics
Semantics is the study of the meaning of words. The study of pragmatics allows one to distinguish between sentences and utterances (when a person is speaking orally). (Lightbown & Spada, p. 101 & Bergman, Hall & Ross, 2007) In terms of semantics, Ying had a stronger grasp of compositional semantics than lexical semantics. She made a few errors in this area, but not many. One of her errors was in the sentence “How do you think of that?” (Referring to whether or not I liked the book) when she was trying to ask me “What” (rather than “how”) I thought of the book. 
In terms of lexical semantics, I believe this is the area that Ying struggled with the most. An example of one of her errors was in this utterance “…he is very interesting in instruments and he is like a musician…” (Ying Lee, 9/27/10). The word interesting is used incorrectly (lexically) in this utterance. The word Ying should have used is “interested”. Throughout her narration similar errors were made concerning the lexical use of words. 
	In terms of pragmatics, Ying abided by Grice’s maxims of quality, relevance, quantity, and manner. She remained on topic while narrating the story (relevance), she always stated what was true to the illustrations (quality), never stating anything false. She provided appropriate amounts of information in order for me to understand the story (quantity). Lastly, Ying was brief in her narratives of each page, avoiding ambiguity (manner). I believe that her first language (Chinese-Mandarin) helps Ying to abide by these Maxims because in the Chinese language, native speakers also try to avoid ambiguity, and try to speak truthfully staying relevant to the topic of interest. She also mentioned that in Chinese there is a word that can be translated into “since” in the English language. The Chinese word for “since” is how most sentences in Chinese begin, and this has been beneficial for Ying as well as harmful because she finds herself saying “since” a lot in her conversations with people. For example she said to me, “For the past summer, since I stayed in China with my family, I didn’t use English…” 
Conclusions of Ying’s Oral and Written language abilities 
Overall, Ying’s linguistic strengths were in the areas of pragmatics, phonology (pronunciations), and pragmatics. The areas in which she could use more practice are compositional semantics, morphophonology (subject-verb agreement) and lexical word usage. 


III. Learner’s Current Stage of Second Language Development
	There are many factors that are considered in determining a second language learner’s current stage of language development. For the purpose of this case study I will divide my statements into an analysis of Ying’s receptive skills (section a) and her productive skills (section b).
a. Receptive skills
	Receptive skills are inclusive of reading and listening skills. Regarding Ying’s receptive skills, I analyzed her abilities to be at a level four. Ying was able to read with fluency independently. She only appealed for help with complex vocabulary. She could locate and identify facts as well as “retell” what she had just read. I was able to draw these conclusions because I had her read a passage to me from one of my school text- books about multi-cultural classrooms. Ying read a paragraph and told me in her own words what it was about; her summary was correct, providing evidence that she was able to understand the main facts.  In terms of negation, Ying was also at stage four. When she narrated the wordless picture book, she said, “Boy doesn’t want to leave Frog”, and “Because the boy didn’t want to leave frog”. She did not make any mistakes in the area of negation, therefore I have analyzed her to be at stage four or higher. 
	Regarding Ying’s Listening abilities I came to the conclusion of a level four because she was able to understand most spoken language, give or take a few more complex words (abstract language). She participated in conversations with me, even conversations about religion and faith. She understood most things I said; she only asked for me to explain a couple of words after I had completed some of my sentences when conversing with her. Concerning her questioning abilities, I analyzed her abilities to be more at a level three. This is because she did notice that the structure of question asking was different, but she placed words at the beginning of her questions that weren’t always appropriate for the situational context of the question. For example, Ying asked me, “How do you think of that?” instead of asking, “What do you think of that?” She knows that for this time of question (opinionated), the use of the word “do” is appropriate, and that most questions answer “who, what, when, where, or how”. Through more interactions with native English speakers, Ying will eventually advance to a stage where she is able form all question types correctly. 
Productive skills 
Ying’s productive skills were concluded to be at a level three.  Productive skills are those considered “produced” by the learner. Productive skills are writing and speaking. I will begin by discussing Ying’s writing skills. As I mentioned earlier in this study, at the beginning of every session with Ying, I had her write a journal entry describing her feelings about working with me that day. From her journal entries, I was able to get samples of her writing abilities in order to analyze her abilities. Based upon my findings, I have concluded that Ying is probably at level three in terms of her writing skills. 
My rationale is that Ying could write sentences about familiar topics (she could describe her feelings to me each day), and she had minimal grammar errors.  For example one of her sentences was “I am looking forward to working with Brittney today because she is helping me with my English”.  In that sentence, Ying demonstrated her knowledge of cause and effect in sentences. That was a more complex sentence, and she was able to write it without any errors. Ying had a stronger understanding of syntax in writing (stronger than her abilities in speaking) even though she felt writing was more challenging for her than speaking.  The issues that she had in her writing were mostly with “ing, and plural endings”. For example one of her sentences said, “Right now, I am still trying to get used to thinking and write in English.” Ying didn’t realize that she had to conjugate the word “write” to say “writing” because she was describing two or more actions in the present progressive tense. In terms of negation (in her writing), she was at stage four. A sentence that provided evidence of this was found in one of her journal entries: “I didn’t use English very often”.  Ying understood that the word “didn’t” represented something that she did not do/complete, and she used it in the right context, following an article (pronoun: I). 
After many conversations with Ying, I was able to conclude that she is probably at a level three as well in reference to her speaking abilities. When Ying conversed with me, she used restricted vocabulary (and at times, more advanced vocabulary) and basic sentences most of the time. Most of her explanations and descriptions were simple in manner, stretching more towards an intermediate rather than beginner stage. Ying mentioned to me at the beginning of one session, “ I’m feeling pretty relieved now and very glad to you in such a beautiful afternoon”. This was one of Ying’s more complex sentences that she articulated. She struggled with prepositional use, as well as pronoun use. She said, “I am glad to you” which is an unnecessary pronoun to insert in that sentence following the words “glad to”. She also said “in” such a beautiful afternoon. Ying is not yet at the stage where she can identify which prepositions are appropriate to use in different cases. 
In terms of Ying’s use of negation in her speaking abilities, I believe Ying is at level three. This is because she was able to use words such as “can’t” and “don’t” in her sentences without much error. “I don’t have any negative feelings about working with Brittney today”. 
Ying was also able to use questions appropriately and was analyzed to be at a level three in her questioning abilities. 


IV. SLA Theoretical Framework
	After analyzing Ying’s linguistic abilities, I have chosen the Communicative Theory as the framework that best supports her past and present English language development. This theory best encompasses Ying’s abilities, and the manner through which she learned best as a young child and now as a young adult.
	The four components of the Communicative Language Teaching Model are: grammatical competence, sociolinguistic competence, discourse competence, and strategic competence. These four aspects combine to create the overall communicative theory; they are each equally of great value. In this teaching model, students “learn language as a medium of communication rather than as a curriculum subject” (class power point/Johnson, 2004). Students practice speaking in meaningful contexts in a positive and safe classroom environment. The conversational experiences that students participate in are authentic and all students can share their abilities from their different linguistic backgrounds through engaging in dialogue with one another. 
	This theory best represents Ying because she learned English through communicating with her English teachers in China as well as her peers. Although certain aspects of her English education in China were not positive (I have mentioned the downfall for her regarding the at times incorrect pronunciations her teachers had), she felt that the interactions she had did put her ahead in terms of her English language acquisition. What would have been more beneficial for her were authentic conversational experiences with those teachers rather than just everyday “standard” conversational phrases such as “Hello, How are you today?” 
	The core component of the Communicative Teaching Model that I think is most important and evident (in her abilities) for Ying is “discourse competence”. Discourse competence is an area Ying says she struggled with when she first came to the U.S.  She was nervous to talk, and was scared of making mistakes when engaging in conversations with native English speakers. Discourse competence consists of the students’ abilities to “combine utterances and sentences into a meaningful whole” (Johnson, 2004). Discourse competence is closely tied to the grammatical competence because when a learner feels that he/she has acquired all the grammatical knowledge needed for the learned language, he/she will feel more confident in speaking. This is the same with sociolinguistic competence. A learner needs to understand different how language changes in different social contexts. All of this can be learned through oral practice by means of communication with other students and native English speakers. This leads into teaching strategies that would be effective for Ying to continue strengthen her English Language Development.

V. Instructional Plan
	Ying was able to achieve a higher level of fluency after being in the U.S. for two years because of her willingness to engage herself in authentic conversations with native speakers of English. Without the courage she exhibited, she believes it would have been much harder for her to adapt to the language and learn all of the necessary skills to be fluent in English. 
	Because of Ying’s relentless personality and willingness to engage in conversations, I have chosen the “Let’s Talk” approach for her. In this approach, dialogue with teachers and other students is stressed. “…when learners are given the opportunity to engage in interaction, they are compelled to ‘negotiate for meaning’, that is, to express and clarify their intentions, thoughts, opinions etc. in a way that permits them to arrive at mutual understanding” (Lightbown & Spada, p. 150) Ying felt that the authentic conversations with native speakers was missing for her in her early English education. Further practice with this approach can help to strengthen Ying’s confidence in her oral language abilities, as well as in the four areas of competence of the Communicative Language Teaching Model: grammatical competence, sociolinguistic competence, discourse competence, and strategic competence
VI. Implications
	When this semester began, I hadn’t realized how many factors influence a person’s second language acquisition abilities and overall outcome. I now realize that past experiences/exposures to other languages, personality, IQ, motivation, and many other aspects compile the linguistic profile of a person. Through this case study, I have been able to analyze these different components to see how they work together to produce linguistic skills and ultimately the ability to understand/speak a second language. I am grateful to Ying Lee for allowing me to study her abilities over the course of the semester. I have learned immensely from this project, and I feel I have attained the skills necessary to draw conclusions regarding the language development stages of my students. 
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Artifact Five: 
02/10/11


Content Objectives: Students will be able to identify the meaning of a community, and more specifically define rural, suburban, and urban settings.

Language Objectives: Students will be able to describe what a community is as well as describe rural, suburban, and urban settings using key vocabulary.

Key vocabulary: people, farms, cornfields, shopping centers, buildings, museums, skyscrapers, open spaces, and parks. 

TESOL Standards:
L. 3 Identify important supporting details.
L.5  Understand key vocabulary/phrases.
L.6  Draw inferences, predictions, conclusions.

Timeline and Procedures:
I will begin the class by showing some students pictures of “communities”. I will ask them to look at the pictures and tell me what they think of when they see the pictures.  (5-7mins)
After they have completed sharing, I will tell them that when I look at the pictures, I think of the word “community” 
I will ask them what they think of they hear the word “community”. I will write their ideas on the board in a web diagram.  (4 mins). I will ask: Can communities be different, or do they all have to be the same?
I will define the word community: a group of people living together in one place, esp. one practicing common ownership
Once students have shared, I will read a book that is about different types of communities. (5 mins) As I read, I will ask students to identify the major types of communities the book focuses on. I will write them on the board. 
When I have completed reading the book, I will ask students to work in their table groups and make “target charts” with pictures of each type of area. (7 mins)
When students have completed their charts, they will share them out loud with the class. (5mins) 
 I will collect them, and I will ask them to write me definitions (sentences) describing each community. Differentiation: for some ELL students, I will have them draw me pictures, and use key vocabulary to describe each community.
If time permits, I will teach students the “communities song” that I made up to the tune of “4 little Indians”, “Suburban, urban, rural, communities, suburban, rural, urban communities, suburban, rural, urban communities, all are communities!” (There will be dance motions that students will learn along with the song to help them remember) This is an implementation of “TPR” (Total Physical Response) to help students remember the meanings of the terms. 

Assessment:
Informal Assessment- I will observe students as we begin the lesson to see how background knowledge they have regarding communities.  As the lesson continues, I will observe as the students think cooperatively and use/or not key vocabulary. As I listen to students talking in their groups and participating in discussions, I will take anecdotal notes on their language use and success with the content objectives. 
Formal Assessment- The “target posters” and the student individual responses will allow me to assess whether or not the students are able to identify and define suburban, urban, and rural 
communities. 


Materials:
Book to read to class
Poster paper for students to make charts
Pictures of different types of communities to put up on the elmo

Rural- countryside (less populated)
Suburban- Suburbs basically are populated regions situated moreover within a town or city's outer rim (outskirts)
Urban- city or densly populated area
Ideas for next lesson:
Cutting out newspapers etc. to put up around the classroom that would show the different kinds of communities. 


Part two of artifact two:

Lesson Two

Content Objectives:
Students will be able to the state what things one would smell (implementing use of the senses), what the surroundings look like, what things sound like, and what things smell like. 
Students will also be able to identify what types of transportation, housing, and things there are to do in each location (suburban, urban, and rural settings). 


Language Objectives: Students will be able to describe what a community is as well as describe rural, suburban, and urban settings using key vocabulary. (Smells, looks, transportation. Students will describe this in writing and in concept maps.)


TESOL Standards:
L. 3 Identify important supporting details.
L.5  Understand key vocabulary/phrases.
L.6  Draw inferences, predictions, conclusions.


Timeline and Procedures:
I will begin the class by asking students to write me a sentence or two about each setting (rural, suburban, and urban). They will also be able to draw pictures to support their statement if necessary. (7-10minutes)
In their groups, students will work together to write on posters (in a circle map) what they would hear, see, smell, and do in each setting, as well as what type of transportation would be present. (10 minutes)
If time permits, students will cut out pictures from magazines and put them on poster paper under the categories of suburban, urban, and rural. (10 minutes)
Students will share their responses with the whole class. (5 mins)

Assessment:
Informal assessment: As students work together in their table partners, I will assess their vocabulary use and understanding of the terms as they converse with each other.

Formal assessment: I will use the students’ individual assignment and the beginning of the lesson as a formal assessment, as well as their final poster projects. 

Materials:
Poster paper
Markers
Magazines
Scissors





Artifact Six: Below

6th Grade Lesson Plan- The House on Mango Street


Rationale:
 As future teachers of English Language Learners, we believe in the importance of teaching from culturally relevant texts that our students can relate to. The House on Mango Street by Sandra Cisneros provides a multi-cultural perspective through the lens of an adolescent girl who is trying to discover if her identity can exist outside of her Mexican heritage.  Many ELL students struggle to discover who they are in America while maintaining their cultural values. Since our students are at a similar stage of self-identification, we believe teaching the themes of this novel will help our students create a unique understanding of literature and their personal experiences. 

Learning Goals:
Students will understand literary concepts such as theme, characterization, and symbolism in their second language (English) through personal connection to the text. 
Students will acquire more English fluency by engaging in activities that develop their productive (speaking and writing) and receptive (listening and reading) language skills through response to the text.
Students will develop interest in and ownership of their own culture as well as gain appreciation for other cultures. 

Summative Assessment:
Students will participate in a project in which they interview women in their communities in order to analyze their perspectives of gender and cultural identity after reading The House on Mango Street.  They can choose from women in their families, communities, or teachers. Students need to include:
Introduction to the woman
Cultural Background/Language History 
Family History
If person is an immigrant, provide history of migration 
How does this woman identify with her culture? 

Students’ productive and receptive skills will be assessed through oral presentation and poster board display of their findings.  Students will have one week to complete this assignment. Once they have conducted interview, there will be time allotted in class to work on the presentation of their project. 








Pre-Reading Lesson:

Learning Objectives: 
Introduce students to the connection of gender and self-identity in relation to cultural values. 


Instructional Context
Prior knowledge: Our students are intermediate level English speakers and are able to read with fluency to comprehend the text in English. 
Students have been learning the basic elements of literature such as plot development, conflict/resolution, and setting. 


Procedures and Timelines
Intro: Students will list two women and two men in their lives (or fictional characters) and write about what significance they have to them personally. They will describe whom these women and men are, as well as describe their characteristics.  (10 minutes)
Students will do a “Think, Pair, Share” to discuss their responses with their peers. (5 minutes)
Middle: Students will watch a video clip from the Disney move Mulan. (1:30 minutes) (http://www.youtube.com/watch?v=aRb7JW1Pl6w&feature=related)
The first time they watch the video, it will be without sound so that the students can interpret what kind of conflict the character is dealing with. 
The second time the students watch the video, it will be with sound and students will be given the song lyrics to follow along with. (5 mins)
Conclusion: Students will write a response to the movie clip:
Big Paper- We will have five big papers with the following questions (one on each) (20 minutes)
What do you think the most important phrase of the song is? 
 Use one word to describe Mulan.
What do you think of Mulan’s rebellion? 
How do you think the people in Mulan’s culture responded to her actions? 
Personal Response- In their journals students will respond to the following question, further expanding their ideas: (10 minutes)




If you were Mulan, how would you respond to her situation?  

Assessment Evidence
The personal responses will serve as a summative assessment of the students’ understanding of the connection between gender and self-identity.
Students will be assessed informally throughout the lesson as they engage in discussion and the Big Paper activity.

Materials and Resources
Big Paper and markers
Video Clip of Mulan
Song lyrics for each student
Student Journals for personal responses


 





Artifact Seven: Below




Brittney Fyffe
Midterm- 3560

Question One:
Part A

	The environment of a classroom plays a big role in the academic and social success of students. If students are placed in an environment in which they feel disrespected and inadequate, they will want to flee and never return. When students are placed in an environment in which they are respected as individuals for their unique differences, strengths, and weaknesses, they will feel adequate in the classroom and will thrive. Teachers need to make an effort to ensure that their classroom environment is welcoming for all students, especially those who require ELL services. 
Although educators can- not control the myriad complexities of a student's acculturation process, they can work to ensure that the school environment both values students from diverse cultural and language backgrounds and encourages their successful integration” (Herrera, p.88)

	At Shayne elementary school, the idea of maintaining an environment that is all encompassing and accepting of students’ different cultures is aimed for every day. In the class that I teach in, I have specifically observed strong examples in the areas of educator views of students, and families.

Educator views of Students
According to the “teacher levels of performance” rubric in chapter two of Herrera, students’ cultures should be respected and valued as “sources of knowledge and experiences that advance learning and enhance the cultural climate of the school” (Herrera, p. 110). My practicum teacher satisfies this criterion because she allows all students a fair and equal opportunity to share their knowledge and encourages them to share any cultural connections to content that they may have.  She does not demonstrate any deficit views of students, but rather supports them as they practice use of L2. 
When students go up to the board during morning work review to solve problems, the teacher specifically guides them in terms of vocabulary use by scaffolding their knowledge and use of L2 (English). She does this mostly by implementing “TPR” (Total Physical Response) to help trigger memory of certain vocabulary words and sentence structures. For example, one of the ELL students had to identify what class of word “I’ll” was. The teacher made a hand motion that represented two things crashing into each other. That triggered the student’s memory, and he replied “contraction”. I have not yet seen support of students’ native languages in her classroom yet. The class is conducted in English in all subject areas. Because we are past the middle point of the year, I am not sure if use of students’ L1 was implemented in earlier months. 

II. Families 
Family relations are important in education. The more a family is involved in the academic life of a child, the greater chances they have at succeeding. In my practicum classroom, the teacher takes family relations seriously.  She has a system in which parents are asked to read a classroom notice that is sent home each week, and specifically a behavior rubric for each student everyday. The teacher strives to keep in contact with parents at all times in order to build “classroom community”.  She meets Herrera’s criteria for family communication, which states,  “Teacher (sic) exemplifies a respect for CLD families that is evident through greetings, verbal, and non verbal communication, and overall accessibility” (Herrera, p. 111). Shayne elementary school surveys student opinions regarding the school community and environment. 
On my first day of observations at Shayne elementary, the students were completing a school-wide survey. The questions on the survey related to the physical environment of the school, specifically how clean, safe, and organized the school was, as well as whether or not the students felt respected as members of the school community. The questions regarding the physical environment of the school were formatted with a rating scale. Students had to rate the overall cleanliness of the school, particularly the bathrooms and the cafeteria. The rating was based on a numerical scale of 1 (lowest score) to 5 (highest score). 
The questions regarding personal respect of students was worded as follows, “At Shayne Elementary School, do you feel like your culture is respected?” The question was formatted as an open response in which students had space to write their thoughts. I reviewed the responses that students gave for that answer, and many of them responded with a simple “yes”. Overall, the students felt their individual cultures were respected. Sadly, one student responded “no” yet chose not to elaborate. The survey was anonymous, so I was not able to draw a conclusion as to which student had written that response.  Even though the survey was anonymous, it was still a good way for the administration and teachers to hear from students regarding their feelings about the school. 
That specific school wide survey would particularly be helpful for classroom teachers to know whether or not students felt safe and culturally respected within his/her classroom. Following student completion of the survey, the teacher could then have a discussion with students explaining that “some” of his/her students feel disrespected. This would be an opportunity to break any prejudices that exist in the classroom and initiate an amicable discussion about respect of all people and cultures. 
My suggestions for the administrators at Shayne Elementary School are for them to make the survey non-anonymous so that they can interview students who feel disrespected and further investigate this important issue. By doing this, the administrators and teachers can work with greater and more specified efforts to eliminate future problems for students, and to ensure a safe and nurturing learning community for all. This survey should also be sent home for parents to complete so that families can be involved in the overall assessment of the school and ways to improve the environment. If there is a language barrier, the school might invest in finding a translator to translate those specific documents because they are critical to the overall success of the school in creating a safe place for students and families. 
Question One:
Part B: 
	
	Assessing students’ socio-cultural background and acculturation is a process that takes time, diligence, and great care on the part of teachers. This is a process that should be implemented at the beginning of the school year so that teachers can ensure their classroom environment and all lessons meet the needs of their students and are specifically accommodating to all different levels of English language proficiency.  

Whether they are native speakers of English or another language, it is imperative that teachers become familiar with their students’ backgrounds in order to better understand their feelings, strengths, needs, and interests. This knowledge helps teachers to provide more meaningful learning experiences for students, which in turn leads to a greater chance of academic success. (Brantley, p. 4)

 	Many ELL students have travelled far, leaving their native country and some family behind. Unfortunately, children don’t always have a say regarding the decision to migrate, and thus there are many emotional factors that teachers have to consider when teaching ELL students. “For newly arrived ClD students, stress related to changes in environment, language, and schooling places a strain on their capacity to learn. Educators often overlook these stressors as they scramble to plan for these new arrivals” (Herrera, p. 80). 
	There is a plethora of different assessments and research on how to best assess student acculturation and their personal cultures. "Acculturation is the type of culture change that occurs when an enculturated individual comes into proximity with a new or different culture" (Collier, 2004, p. 6). In order to assess acculturation, a teacher needs to first assess facts about students’ cultures and their personal beliefs and feelings towards their culture.
 The cultural survey examples that are provided in Herrera chapter four and Brantley chapter one include areas of cultural assessment that I believe are important for teachers to know about their students. Some of those areas are, family roles, languages, family celebrations/holidays, religious beliefs, home literacy practices, educational beliefs, social norms, food/clothing/music, discipline, native language of child, and child’s language preference. Brantley believes that through acquiring this knowledge of students, teachers can become “cultural mediators”. Cultural mediators are professionals that encourage “culturally responsive teaching practices, classroom groupings, response strategies, and classroom materials that provide students with a safe and welcoming classroom environment” (Diaz & Flores, 2001). For my personal cultural survey that I have implemented in my practicum classroom, I used a combination of the surveys from Brantley p. 6, and Herrera (ch. 4 p.91 & 93). 
The survey from Brantley chapter one had aspects that were not mentioned in Herrera that I thought were important. For example, Brantley’s questionnaire included an area about discipline and authority. I believe this is important for a teacher to know because it will give him/her a greater understanding when it comes to authority and who is allowed to discipline a child. It could be an older sibling, a grandparent, and in some cases the teacher. If a child is misbehaving in school, the family view might be for the teacher to be the single disciplinarian in that area; clearly that would be an important fact for the teacher to understand and accept. 
The “Identity Survey” in Herrera chapter four (p. 91) included questions about student roles in his/her family, cultural celebrations, cultural beliefs, clothing, and more. I chose to include the areas previously mentioned because they give the teacher a greater understanding of the students’ personal beliefs in relation to their culture and insight into how the teacher might make a more comfortable setting for the child. 
Herrera’s survey of “Student Affect” allows students to reflect on their feelings about school. This is similar to the survey used at Shayne elementary school, but it allows students to use illustrations to express their thoughts. I have used the aspect of illustrations in my survey as a way to create another outlet for students to express their beliefs in case writing creates anxiety for the students because of a language barrier. 
Using a combination of those three surveys has helped me to create my personal cultural survey to use in my classroom. In order to assess the students’ level of acculturation, I have created an acculturation survey based upon criterion in the LOA* (Level of acculturation) rubric found on p. 97 in Herrera chapter four. This is important because acculturation affects a students learning. (Herrera, p. 107). The surveys I have created will be attached to this document. 
As a culminating cultural project for my class, I particularly favored the “cultural quilt”. The cultural quilt allows students to each have their own patch that would describe their personal culture/and or interests. The patch of cloth would have specific relation to the student. Once the quilt I finished, the students would see how they all come together (all the patches come together) to create one big quilt that can bring warmth to a person. I would like to try the quilt with the students in my practicum class. At the end of the year, we could then donate the quilt to a child in need. This quilt would be a way to show students how all cultures are equal and how they individually with their unique gifts can bring warmth to a person in need by remaining true to their cultural beliefs and who they are as individuals. 

Sources
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Latino students. New York: Teachers College Press. 
Herrera, S.C; Murray, K.G. & Morales-Cabral, R. (2007). Assessment accommodations for 
classroom teachers of culturally and linguistically diverse students. Boston: Pearson. 











Question Two:	
In order to draw conclusions regarding ESA’s oral language proficiency, I have relied on criteria from the Tennessee levels of English Proficiency and the protocol that we created in class.  When I began to read ESA’s language sample, my initial thoughts were that ESA was a level one learner (pre-functional). Her sentences demonstrated knowledge of simple sentence structure, but there were many grammatical errors and fragments. For example, the first two sentences of ESA’s sample are “This story is that um this story has a frog and a dog”, and “But he looks sad um has um good room”. Here you can see that ESA understands that to explain the story, her sentence should probably begin with the phrase “This story”. ESA has probably heard that phrase used before by her teacher or a peer. ESA then moves on to describe the illustration that she sees. She mentions that the animal (either the frog or the dog) looks sad and that he/she has a “good room”. There we see that she is able to put her thoughts into phrases, yet they are in fragments and incomplete. 
Later on in the sample, ESA said, “guess that’s all” in reference to the pictures and what she had just described. Like the phrase “this story”, ESA has probably heard “guess that’s all” before; these are phrases that she is likely imitating, and fortunately, using in the right context. Because of this rationale I thought that ESA was at a level one. I referred to Productive skills section (speaking) in the class Language Proficiency Protocol that we edited. In some areas, ESA was more advanced. She did refer to the past, using “ed” (“…he went and looked at the forest…”), and also the present “ing” (“the boy kept looking”). Also, when I compared level one of that protocol to level one of the Tennessee English Proficiency Levels, I noticed that ESA used sentence structures, and not just “short utterances” when speaking. As I continued to read the sample, I started to doubt my original conclusions, and thought that ESA might be at level two instead.
	A level two (beginner) learner, is “beginning to understand language and use it in a limited capacity” according to the Tennessee English Proficiency Levels” document. He/she can understand simple statements, directions, questions, and can compose short informative passages on familiar topics. According to the class protocol, a level two student can use memorized phrases, knows basic social language, and refers to the past although with many errors. 
	An example of a sentence with more complex sentence structure that ESA used is, “ ‘cause the boy was the dog was happy and the boy was sad because he went in the water”. Although this sentence is incomplete, it demonstrates that ESA understands how to use cause and effect sentences. She knew that the boy was said because the dog went in the water. ESA used her best language ability to incorporate the word “because” in order to show the relationship of the boy’s sadness to the dog jumping in the water. 
	ESA demonstrated her knowledge of how to describe a sequence of events. Although many of the sentences were fragments, she listed sequences of events by saying “and then” multiple times. For example there is a section of the sample where ESA describes the interaction of the dog with an owl and she constantly uses the phrase, “and then”. “Then boy was looking at the the tree and fell off then he fell off the lift”, “and ow, and the bees were chasing the dog in the forest and all around and the fell off”. In that series of sentences, you can see that ESA understands sequencing. 
ESA was consistent with verb conjugations, always correctly using the correct forms of the past and present. Because of this evidence and the aforementioned examples, I place ESA at the emergence of level two according to the Tennessee English Proficiency Levels. I have attached the sample with my comments in order for you to follow my thoughts as I analyzed the sample. 
Sources
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Question Three:
Validity

Assessment of students is a critical aspect of education. In order to know what a students’ needs are academically, as well as what he/she knows and can do, we must assess their abilities and knowledge. Administrators of tests and assessments must ensure that the sources they use are valid and reliable. “Considering the significant role of assessments in guiding decisions about organizations and individuals, it is of paramount importance to establish a valid assessment system” (Wolf, Farnsworth, & Herman, 2008). 
	Using the evaluation chart that we utilized in class, I evaluated the BVAT in terms of validity and reliability. I will first discuss the BVAT in terms of validity, which includes purpose, construct validity, content related validity, criterion validity, areas of language, and student response process.

a. Purpose
The purpose of the test is to assess the “unique combination of cognitive/academic language abilities possessed by bilingual individuals”. The BVAT has three tests that measure verbal cognitive abilities. The test consist of, picture vocabulary, oral vocabulary, and verbal analogies. Picture vocabulary measures the ability to name familiar and unfamiliar pictured objects. Oral vocabulary measures knowledge of word meanings. Within the Oral vocabulary test there are two parts, one for assessment of synonym knowledge, and one for antonym knowledge. 
Verbal analogies measures the ability to comprehend and verbally complete a logical word relationship. (BVAT)

b. Construct validity
	Overall the tests remain true to what they highlight in the description. For Picture vocabulary, the assessments are valid, but I feel that some of the questions are a bit easy. This is because the test administrator is prompted to point to the objects as he/she talks about them. For example, when the administrator says, “this is a picture of a cat and a rabbit” (example from BVAT). As the administrator says the words, “cat, and rabbit”, he/she points to them, and then asks the student to point to the cat. The test does become increasingly harder though as it continues.  There is a question that has a picture of a bracelet and a fork, and the administrator says “put your finger on the fork”, so students have to recognize the item without help. The test then increases to become more challenging with questions such as “what is this?” in reference to pictures that are printed on the test material. 
In regards to the oral vocabulary-synonyms tests, the student is given a word such as “small” and asked to “tell another word” for that word. For oral vocabulary-antonyms test, students are asked to give opposites of words such as “wrong”. For the Verbal analogies test, students are asked to complete sentences such as “a bird flies; a fish…” Based upon these examples, it is evident that the BVAT tests what it claims to test. The assessments are connected to content-based standards in Tennessee. Yet, checking this area of validity is dependent on specific state standards.  




c. Other areas of language that are tested
The areas of language that the BVAT specifically tests are: <Picture Vocabulary>oral expression (lexical knowledge), <oral vocabulary >Vocabulary (lexical knowledge), and <Verbal Analogies> Receptive-Expressive Vocabulary (expressive vocabulary, lexical knowledge, language development induction, and sequential reasoning. I agree that the areas mentioned are included in the test. The picture vocabulary test, synonym and antonyms test all assess lexical knowledge and oral expression (ability to use the vocabulary in complete sentences). The response process for students was self-explanatory as well as the scoring. 

d. Fairness related evidence
“Fairness can be interpreted in many different ways, such as lack of bias, equitable treatment in the testing process, equality in outcomes of testing, and equity in opportunity to learn” (Standards; AERA, APA, & NCME, 1999). The BVAT is fair because there is a lack of bias, and it is adaptable for students with learning disabilities. There are different languages for students’ to be tested in. For the student response process there are notes to the administrator to encourage students by repeating instructions. “The BVAT was designed to take account of the realities of bilinguals’ language development by assessing the linguistic and conceptual knowledge that students possess regardless of language source”. (p. 11 BVAT Comprehensive Manual) All of these tests are based from the Woodcock-Johnson Psycho-Educational Battery-Revised. 

Reliability
Once a test administrator is sure that the assessment he/she is utilizing is valid, he/she must also ensure that the test is a reliable source. In order to assess this, administrators must check that the instructions are clear, simple and concise. Reliability coefficients should be assessed as well as inter-rater reliability. The closer a Reliability coefficient is to “1”, the more reliable the test is. (Wolf, Farnsworth, & Herman, 2008). Certain items of the test must be analyzed such as possible discrimination, distracters, language, pictures, and potential bias. The last area that should be analyzed is the scoring procedures and whether or not they are clear, simple, and concise. 

a. Test instructions and reliability co-efficient 
As I mentioned earlier, the test instructions in the comprehensive manual were understandable and clear. I feel that I would be able to assess students having been given the instructions ahead of time. Additional personnel would be able to administer the test as well as long as they received the instructions prior to the test time. As mentioned earlier, the scoring process was also described in detail in the comprehensive manual, they were clear and concise. 
The median reliability coefficient for the BVAT test ranges from .80 to .89 for the tests and is .93 for the ELP cluster. The test reliabilities were calculated by the split-half procedure, using odd and even raw scores, and corrected for length by the Spearman-Brown formula. (BVAT comprehensive manual) There was no section that discussed inter-rater reliability, so unfortunately I was unable to assess that area of reliability. 



c. Item analysis (Discrimination, Difficulty, Distracters)
In terms of learning disabilities, the BVAT provides crucial additional information relevant to identification of learning disabilities among bilingual children. Identification of gifted and talented bilingual students is facilitated through the use of the BVAT. There is a training booklet in the back with training checklists and logs in order for administrators to ensure that they are making the right verbal accommodations in the question asking processes.  
The BVAT was challenging, but definitely doable. Some of the questions seemed very easy, but as previously said, the test became increasingly harder. Depending on student age, the time frame allotted is either longer of shorter for the students taking the test. The time can be up to thirty minutes. If students fail certain parts of the test in English, they are allowed to take it in their native language. (Gindls, 2005)
Although this test is very comprehensive, I believe that it only covers vocabulary, and that is not the only area of language that is critical. A quote from an article I found online sums up my feelings best, 

The BVAT measures only a part of the child's cognitive-academic language (e.g., literacy skills remain beyond the scope of the test) and the content of the test is too narrow to make any long-term instructional planning or an educational placement decision based on this test alone. Item-by-item translation in a particular language may not satisfy some bilingual (in this language) professionals due to the regional variations and possibility of different ways of translating certain items. (Gindls, 2005).

Lexical knowledge is a big part of language assessment, but there are other areas such as syntax, grammaticality, and morpheme development that should also be assessed. 
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Philosophy of Teaching
Upon reflection of the issues that have helped to stem my philosophy of teaching, it is evident that I am passionate about social justice and being a cultural mediator/liberator for my students. It is important for teachers to pursue the best and most effective instructional practices for all students, especially those who are overlooked the most. In the upcoming section, I will reflect upon the experiences that helped to mold my views, as well as the literature that has helped to solidify my beliefs. 
Adventuring into the field of English Language Learner (ELL) education was something that I could have predicted for my future from a young age. Growing up in Miami, Florida I was constantly surrounded by vast diversity and multiple languages. I had the privilege of learning Spanish throughout my schooling and was able to practice it on many service trips to Nicaragua. I knew I wanted to be a teacher, but I didn’t have any particular interest in ELL education. 
When I pursued my teaching career at Vanderbilt, I enrolled in a “Foundations of ELL Education” course that opened my eyes to the discrimination ELL students face, as well as how they tend to be overlooked academically and “fall through the cracks.” I remember watching a video interview with a Malaysian high-school aged student. She said she dropped out of school because everyone around her teased her, and she didn’t have the appropriate language skills to get by. She felt outcast and felt the need to quit school, so she did. What that student needed was a teacher who had a focused instructional skill set, a variety of methods, and passion for diversity. This teacher would need to be well informed in the field of ELL education and would know how to make school a comfortable place for ELL students. I decided that this teacher hypothetically could be me. When I heard the Malaysian student’s story, it ruptured something in my heart. I realized with my second language background and the skills that I had attained, I could further pursue ELL education and become a highly qualified teacher for these vulnerable students. Also, over the course of the semester I was exposed to the statistics of students who needed ELL services and, and the lack of services provided. I realized through this process that there was a great need for highly qualified ELL teachers.
Statistics and Background on ELLs
The statistics that concerned me as a young teacher in training were another critical factor in my decision to enter this field. Some of those statistics are mentioned below. 
Forty-six percent of schools in the United States have students who require ELL services, and certain states need the services for a larger population. (87% of Arizona schools, 90% of California schools and 96% of Hawaii schools have ELL students). “Only 18% of all schools offer bilingual education programs and 43% offer ESL programs. However, 27% of these schools find it difficult or impossible to fill these teaching positions with qualified instructors. Therefore, many English as a second language students are inadequately served…” (U.S. Department of Education, 2010). 
In 2003, 39 % of “white” students achieved proficient levels on the 4th grade reading exam (NAEP), where only 14% of Hispanic students achieved proficient levels. These statistics are appalling and prove that more efforts need to be exerted in order to help these students. ELL students are categorized under special education, but unfortunately there are not many highly qualified, or specialized teachers to accommodate their needs (Achievement Gap, 2004). 
Many ELL students are Hispanic, and their drop out rate is two and a half times that of African-American students, four times the rate of white students, and eight times the rate of Asian students. There is less than a fifty percent chance that ELL students will graduate if they are never retained and provided with quality instruction (Kaufman, Alt & Chapman, 2002). Such inexcusable evidence of academic iniquities impelled me to help improve the educational success of ELLs.  
These statistics prove that ELL students truly need quality instruction in order to motivate them and give them hope that they can succeed in school. They should instill in teachers a desire to expand their knowledge in the field of education, as well as make teachers approach the education of ELL students with high expectations and standards.  Yet having the desire to help ELL students achieve and giving them academic tools is not enough. Teachers need to become aware of the difficulties that ELL students face on a daily basis. 
ELL students face many cultural challenges and discriminations, so they need to be in an environment that supports their individual cultures and unique needs. They need to feel the support of their classmates, “…English learners also struggle with the intolerance of the majority population at the same time that they are seeking a sense of identity, self-expression, and self-worth” (Amato & Snow, p.17). I want to make sure that I am a safe-haven for my students by supporting my students’ personal cultures and creating an environment where they feel accepted, supported, and can grow as individuals. This belief of mine allows me to become a “liberator” for my students. 
Teachers as Liberators
As a future teacher, there are many goals that I have for my students. I have high expectations for them to succeed academically and gain knowledge that goes above and beyond meeting state standards and what is simply satisfactory to “pass”, or get by. Quality teachers seek the best methods and means of instruction for our students in order to help them succeed. By providing my ELL students with the best instruction, vocabulary, and language skills they will need to survive in our nation, they will be more liberated in our society. I believe this quote is an appropriate summary of my belief: “Education is a better safeguard of liberty than a standing army” (Edward E., Quote Garden). In order for my ELL students to achieve high levels of academic success, they will need to be competent and confident in their proficiency of the English language. There are many different approaches to teaching the English language within classroom content areas. As a means to provide my students with quality instruction, I believe that elements from both the Descriptivist and Communicative approaches are effective and support my core beliefs in how language instruction should be embedded throughout the curriculum. 
 The Descriptivist approach helps students to understand the rules of a language, and can be used in all subject areas as a means to connect language practices to content vocabulary. Descriptivist teachers adhere to the idea that “descriptive grammar does not judge linguistic production as correct or incorrect; instead it observes what people say and describes it” (Justice, p. 8). Descriptivism is opposite of Prescriptivism which holds that there is a “prescribed” set of grammar rules to which people must conform. If people do not conform, then they will be considered to be speaking improperly. (Justice, 2004). 
The Communicative approach allows students to practice L2 (Language being learned) through “real life” communication with other students, who are ELLs or native language speakers. There are opportunities for students to communicate with both native speakers and ELLs in different settings, in which the conversations are focused on different topics. “In face- to -face conversations, we can watch the speaker’s mouth, posture, and gestures to help us understand what is being said. When we become confused, we can ask for clarification…” (Horwitz, p. 74)
As mentioned before, quality instruction involves having the best practices for students and taking the time to seek the individual needs of ELLs in order to accommodate and help build their language skills. Having worked in Tennessee schools for the past five years, I have learned much about quality ELL instruction. According to the Tennessee Department of Education, ELL students need to be included in all aspects of school life including the related arts. Modifications should be made in all academic areas in order for ELLs to acquire adequate grade level knowledge and skills. Specifically, quality instruction is  “…engaging, dynamic, intense, focused, based in research, flexible, and relevant” (Tennessee Department of Education, 2010). At the beginning of the school year, students should complete Home language surveys so that teachers are aware of students and their language proficiencies and needs. Home language surveys are surveys that are conducted by teachers and given to students to inquire about students’ native languages, and the languages that they feel most comfortable using. 
ELL class work and instruction should be connected to state standards, and specific content vocabulary for each academic area should be taught so that students are aware of terms as they are introduced throughout instruction. Content taught to ELL students should always be relevant and related to the school curriculum. 
	Native speakers of English have knowledge of the necessary grammar and semantics needed to speak fluent English.  It would be unjust to teach students just the basics and never delve into the wealth of knowledge that native speakers have acquired over the years about the language. Yet, the fact of the matter is that native speakers learned to speak English before having learned the rules. A great amount of learning occurred for them through observation of other native speakers. 
One of the fascinating facts about language is that speakers learn all these subsystems of their first language without realizing it. Thus, native speakers can converse fluently but may not be able to explain a sound pattern, a grammatical point, or the use of a certain expression to get their needs met. To them, that is ‘just the way it is’ (Diaz-Rico & Weed, p. 32). 

As an adult, I was astounded when I learned some of the rationale behind grammatical rules of the English language and I felt cheated that I hadn’t learned them earlier on in my education. If I had learned certain pragmatic rationale, I think English grammar might have made more sense to me as a child. 
From the foundation of the Descriptivist approach, a teacher can then build his/her repertoire of best practices for ELL instruction. Having been involved in an extensive undergraduate teaching program at Peabody College, I know that in a classroom, differentiation is crucial to instruction. Without differentiation in terms of teacher discourse, and implementation of activities that meet the needs of different learning styles and personalities, the chances of overall success for students is low. This is the same with ELL students. What approach works for one student, may not work for the next. All ELL students can’t be placed into the same “box”. Teachers should not make generalizations based upon successful results for one child. For example, using “TPR” (Total Physical Response), which is when a teacher uses physical motions to describe words or directions usually works for most ELL students, but it may not work for all. Students also progress at different paces. This is important for teachers to keep in mind throughout instruction. 
There are different phases of language progression that students achieve, and students can all be at different levels at any given point. This is one the main misconceptions that many teachers have regarding ELL instruction. “Despite predictable patterns and identifiable stages of L2 development, teachers cannot assume that ELLs will progress toward English-language proficiency at the same rate” (Harper & De Jong, 2004). Teachers should find supporting models of language competence that will guide their teaching in all subject areas. 

Supporting models of language competence 
One of the models for language competence that I find to be most in line with my beliefs as an ELL educator is Bachman’s Communicative Language Ability Model of Language Competence. In this particular model, language competence is divided into two separate, but equally important sub-fields: “Organizational competence” and “Pragmatics competence”. Organizational competence includes Grammatical and Textual competence, meaning the understanding and ability to use the language properly within the bounds of its grammatical rules and textual structures. Pragmatics competence includes Functional and Sociolinguistic competence which refers to the students’ ability to speak English in multiple, functional settings, as well as the ability to socialize outside of the classroom, realizing that there are different “formalities” in English that can be left behind in certain situations, such as when conversing with peers of younger children. (Bachman, 1990). 
Throughout this capstone portfolio, I will reveal the research behind specific teaching methods and practices that have proven successful in my classroom experiences, keeping in mind that what worked for my students this year, might not be as effective with a new set of students. It is crucial for teachers of ELLs to be familiar and comfortable with many different instructional practices in order to best meet the needs of all students at different proficiency levels. My stance is that there is no one perfect method that will cover all aspects of language instruction within the classroom context. What teachers need is a practical medley of options to rely on everyday. Within each domain of ELL education, I will elaborate on and provide examples of protocols and instructional practices that I believe to be successful for ELL teachers to use with their students. 



Domain One: Language
Language as we know it is a system of sounds and patterns that combine to form words and sentence phrases that members of a particular culture can comprehend. Language is dynamic, complex, and has structure. Language is dynamic because it changes over time, and is complex because it covers a range of concepts. “All human languages use a finite set of sounds (gestures) that are combined to form meaningful elements or words, which themselves form an infinite set of possible sentences” (Diaz-Rico & Weed, p. 34) 
Every language has its own unique structures in the areas of Phonology, Morphology, Syntax, Semantics, and Pragmatics. Phonology is centered on patterns of speech sounds, and how individual units of sound combine to form words; for example the letter /t/ and /p/ are individual phonemes. For example, in the word cat, /c/ is a single phoneme.  Morphology is the study of word structure: prefixes, suffixes, intonations, and word stress etc.  Syntax is centered on the structure of sentences, and Pragmatics is the study of how language is used in different social contexts. Combined, these elements formulate the aspects of the English language that ELL students will learn.
Learner and Learning
All the previously mentioned sections of language are important in order for ELL students to become proficient in English. ELL students might have a difficult time with these areas because word structures and phonemes are different throughout languages. For example, for a Spanish speaking student, they might have a hard time pronouncing words in English that begin with an /r/ without trilling it. Trilling is a vibratory sound that is made by rolling the tongue against the pallet of the mouth. Artifact three: (ELL student case study) is a demonstration of my knowledge of these areas of language and how they affect students’ language development. In this artifact, I investigate a student’s English language abilities by examining each of these distinct areas of language in detail from multiple natural language samples that were conducted. 
The skills that are necessary for ELL students to learn can be divided into productive skills and receptive skills. Productive skills are those language skills that are produced such as speaking and writing. Receptive skills are those that are “taken in” by the learner such as listening and reading. There are developmental stages that occur as a student learns skills in each of these areas. Sometimes a student can be strong in his/her productive skills, but weaker in his/her receptive skills. Proficiency is not always aligned between these two areas. In artifact three I examined both the receptive and productive skills of the student through my examination of her written language samples as well as oral language samples. 
 In order for students to learn successfully in these areas, students must first feel comfortable in their classroom environment and have a desire to attend and give attention to learning everyday. The overall feeling and climate of the classroom begins with the teacher. Learners will look to the teacher as a source of comfort in the classroom as well as the authority. Teachers need to establish openness with students so that they can come to their teachers with any concerns. 
 Learning Environment
	The are many areas to consider regarding classroom environment. The reason why it is so important for students to be in a culturally accepting environment is because if they feel accepted, they will feel more motivated to learn. “When academic knowledge is delivered in an atmosphere that is positive, accepting, and delivered from the frames of references of the students, the content becomes more meaningful to the students” (Gay, 2000).
	There are practical ways for teachers to create a welcoming environment. I have borrowed an analogy from Donna Ford (2010); preparing your classroom for your culturally diverse students is like preparing your home for guests that are coming to a dinner party that you are hosting. ELL students will speak many different languages. Even though the students come from different linguistic backgrounds, the teacher should still make an effort to make the students feel included. Referring back to Ford’s metaphor, a dinner party host makes sure that everything in his/her home is welcoming, and that anything that could potentially offend the guests or make them feel excluded is out of sight. The host also prepares a meal that suits the liking of the guests adding the right “seasonings” and “spices” so that they will enjoy it. 
I will now direct you to artifact one: C.R.E.A.T.E (Professional Development Program) of my portfolio. This artifact is a professional development portfolio that I created for a course I was enrolled in called “Multi-cultural education in today’s classrooms”.  This professional development portfolio is meant to inform teachers on how to accommodate culturally diverse students in their classroom today. It is evident that ELL students represent different parts of the world, and that is why this professional development artifact connects to creating a learning environment suitable for ELL students. Throughout the artifact you will see documentation of how a teacher can make the classroom environment accommodating for ELLs. I will focus on examples from the section titled “classroom environment”, which I developed for that specific portfolio. 
The learning environment should have content vocabulary words posted around the room as well as visual aids that help students draw connections of words and their meanings. The environment should be set up in a manner that is conducive to rich language interactions between students and teachers. A suggestion that would meet this criteria is to have ELL students dispersed throughout the classroom and seated at table groups with native speakers to promote interactions. 
This section will refer to artifact one which is the C.R.E.A.T.E professional development program that I was a part of creating. Referring to the analogy from Ford 2010, preparing the physical classroom can be compared to cleaning and tidying one’s home. Teachers should also display multi-cultural motivational posters and literature in the classroom that promotes diversity and an acceptance of all races, cultures, and creeds worldwide. When a student walks into a classroom and sees something that reminds him/her of his/her culture and/or cultural values, the classroom will become a place that is like “home” to him or her (Ford, 2010). Once there are the obvious classroom “extras” that will promote diversity, a teacher can then move onto the heart of a positive classroom environment, which will be focused on classroom discourse, student-teacher relations, and instructional practices. 
Brown (2007) provides five practical steps for teachers to implement to create a culturally responsive classroom. Those five steps are:
1) Conduct a self-assessment to determine the knowledge base of self and other’s cultures. 
2) Use varied culturally responsive methods and materials in the classroom.
Establish classroom environments that respect individuals and their cultures. 
Establish interactive classroom learning environments
Employ ongoing and culturally aware assessments.

Conducting a self-assessment is very important as a teacher of ELL students. Teachers must first ask themselves what they know about their own culture, as well as what they know about other cultures.  “Teachers who are able to identify their own cultural lens (or way of viewing the world) are generally much better able to recognize how that lens colors or distorts their perceptions of other people and events” (Herrera, p. 83). By completing a personal cultural survey, teachers can check whether or not they have any biases or have succumbed to any cultural stereotypes that exist in our society. 

Learners and Learning
Along with teachers conducting a self-assessment, students should also complete a “cultural protocol”/home language survey. Artifact two: (Cultural Protocols) includes samples of cultural protocols that I have created to assess my ELL students this school year. 
A cultural protocol for students would include questions in the areas of family roles, languages spoken, holidays, cultural celebrations/rights of passage, religious and educational beliefs, social norms, food/clothing/music, and discipline. The acculturation protocol at the end of artifact two is an example of an observational form I have adapted areas of assessment from Herrera (2007), and Brantley (2007). Cultural protocols should cover many different areas of a culture so that the teacher can have a strong understanding of certain practices within each student’s culture. A cultural protocol should also be sent home for parents to complete. If there is a translator at the school, he/she can translate the protocol into the necessary languages, otherwise the questions can also be answered through illustrations that the student might draw. As mentioned previously, a home language survey will ask the students and parents about their native languages, and their comfort with the English language. Examples of these protocols are provided in artifact two. 
Second Suggestion:
The second suggestion made by Brown (2007) says to use culturally responsive methods and materials in the classroom. Some examples of culturally responsive methods would be implementing open-ended projects in the classroom, and establishing cooperative learning groups. By allowing students to do projects based upon their abilities and strengths, a teacher is able to assess what the students know. The teacher can assign a specific vocabulary or sentence structures that he/she would like for students to use in order to assess students’ language development. Cooperative learning groups are culturally responsive because they allow for all ELL students of all ELP (English Language Proficiency) levels to interact with their classmates and use the language in a realistic way. Materials are also very important to be used as supplements during instruction. In terms of choosing other materials to be used in class with ELL students, Diaz-Rico and Weed (2006) suggest some of the following check points: materials used should be engaging, diagrams, charts, and graphs should be clearly labeled and complement and clarify the text. The key is constant modifications of materials. Multiple materials should be used in each lesson. 
Third and fourth suggestions:
Steps three and four of Brown’s suggestions can be accomplished with much ease at the beginning of the school year. The teacher must talk about inter-cultural respect. Students should be involved in the classroom “rule-making” process. The teacher can use pictures and images to demonstrate what certain rules might be and have the students use a physical response to show their consent or dissent towards the rule. The use of visual aids will help ELL students especially at the beginning of the year when transitions are difficult. If teachers are going to use visual aids, they must make sure that they are explained with multiple types of support such as oral description, as well as a written description; that way ELL students have at least three ways to interpret the information provided from the visual aid. “Visual aids (graphs, maps, charts) may be unique to each discipline, and although certainly valuable for English learners, can cause interpretation difficulties if not specifically addressed” (Diaz-Rico & Weed, p. 109). 
Teachers can create opportunities for student interaction and discourse on a daily basis. This can be implemented throughout instruction, or in collaborative cultural groups in the classroom, where the teacher allow students to meet and discuss different issues in the world or society in small groups. Also, literature circles and book clubs can allow for ELL students to practice simple language use when discussing literature that is read in class, keeping in mind that ELL students might not understand some of the material.  If that is the case, teachers can have ELL students listen in on the conversation and possibly illustrate an interpretation of what they understand from what their peers have discussed. 
Brown’s fifth suggestion to use culturally aware assessments should be implemented throughout the course of the school year.  Teachers can give surveys to students to receive feedback on levels of comfort with their personal (student) language abilities in subject areas, their comfort with peers in class, as well as their knowledge in content areas. 
 Curriculum
	The curriculum used to teach ELL students should come from state standards. The content for the curriculum should be culturally relevant. Instruction should be culturally responsive and interesting for students. Each school will have their own curriculum that aligns with state standards, and each grade level will have specific check- points that should be addressed over the course of the school year. Within each set of state standards, there is a set of standards for ELL students for each specific grade level. 
	It is important that those who create the curriculum keep in mind that students will be at different levels of language proficiency.  One of the questions that Diaz-Rico & Weed (2006) raise in their discussion on curriculum has to do with language use. The question to be considered by those creating a curriculum is, “Is the language used in the materials inclusive, or are biased terms used, such as masculine forms (mankind, mailman)?” (Diaz-Rico & Weed, p. 289). The reason why it is important to avoid using biased terms is because we do not want ELL students who are just learning the language to learn such biases. Those terms can be introduced to students, but teachers should try to stray away from using them frequently. They key to creating opportunities for ELL students to learn the language and practice using it is for teachers to adopt of one the theories of second language acquisition (SLA). One of the theories that is particularly successful is the Communicative Language Teaching Model.
	The Communicative Language Teaching Model focuses on the forms and structures of language and the functions that it serves in different settings (Lightbown & Spada p. 196). It has four components, which are: grammatical competence, sociolinguistic competence, discourse competence, and strategic competence. Each of these areas is equally important (Johnson, 2004). As mentioned previously, teachers should provide opportunities for students to have discourse with one another. All four of the components of this theory are touched on as students converse with one another because students are addressing grammar structures that are used, the sociolinguistic aspect (formalities of the language context), and the ability to speak naturally abiding by syntactical guidelines. Artifact three of this portfolio is an example of a language case study that I performed on a Vanderbilt student. The SLA framework that I chose for the student in the case study was the Communicative Language Teaching Model. This model is particularly successful for students who come from a culture where face-to-face conversations are of value to the society. The student I observed over the course of that semester was familiar with a pattern of face-to-face conversations.  These curricular adaptations are included in C.R.E.A.T.E professional development. [footnoteRef:2] [2:  Can be found in Artifact One: (C.R.E.A.T.E  Professional Development Program)] 

Assessment
	ELL students need to be assessed in terms of their productive and receptive skills. Each state has a set of expectations for levels of English language Proficiency. Assessments should be authentic and should be intertwined in everyday classroom activities. There should be a variety of both formative and summative assessments. 
	According to Brantley (2007), there are five stages of language development that ELL students will be categorized under. The stages are (in order): Preproduction, early production, speech emergence, intermediate fluency, and advanced fluency. Most states also have five different levels of proficiency; the only difference is that they have been assigned different titles. 
In the pre-production stage, there can be a silent stage where students refrain from speaking, and simply listen to the interactions that are occurring around them. Students might interact with teachers and peers through gestures and illustrations. During this stage, teachers can begin to assess early vocabulary emergence. In the early production stage, students begin to respond orally and have a stronger vocabulary base. Students shouldn’t be corrected much during this phase because they are just developing confidence in speaking English and it takes them great courage to make even simple utterances.  In the speech emergence stage, students begin to use more complex sentence structures and phrases.  During this stage, it is important for teachers to use assessments that focus on different uses of language. For example, oral project presentations, mini-essays, and journal entries are different activities that teachers can implement to assess students.
  In the intermediate fluency stage, students have a strong vocabulary set and are able to abide by most grammatical and syntactical structures of the language. Teachers can assess students through questioning processes, graphic organizers, essays, etc.  In the final stage, advanced fluency, students have acquired all skills necessary to be proficient in the English language. All forms of assessment can be used at this stage, and it is important to continue to vary so that students can demonstrate their strengths and knowledge in different ways (Brantley, 2007).  Formative assessments and Summative assessments are two categories of assessments that should be used in the classroom. 
Formative assessments are ongoing and occur throughout a unit of instruction. They allow teachers to monitor student progress periodically. Summative assessments are used at the end of a content unit to assess the students’ knowledge of all the content objectives of a unit; they are like a “summary” assessment. Teachers need to implement formative assessments in order to decipher what content and language objectives their ELL students need to work on throughout the unit. Summative assessments of students will provide teachers with evidence of what students have accomplished, as well as what areas need to be worked on in terms of content and language objectives. The assessments should make sure to observe productive and receptive skills of ELL students. 
Artifact four: (ELL Proficiency Levels chart) of the portfolio is a chart that was created in an ELL course that I took. We combined as a class to create this assessment guide for productive and receptive skills of ELL students. It is broken down into reading and listening (Receptive skills), and writing and speaking (productive skills). I have used this chart to help me assess the proficiency level for many students. Artifact seven: (Midterm) is an example of how I have used this chart to help me determine the proficiency level of a student. 
	


Domain Two: Culture
A culture represents many different aspects of a human being. According to Scupin (2000) a culture is, “the knowledge, beliefs, arts, morals, law, custom, and any other capabilities and habits acquired by man (sic) as a member of society (Scupin, 2000) Students are unique and are members of their culture.  Many times students are expected to adhere to the practices of his/her culture, other times students are estranged from their cultures. For example, students may represent the culture but not practice its traditions. Practices and traditions of cultures are learned by its’ members through the phase known as enculturation.
Learner and Learning
	According to Gollnick & Chin (2002), Enculturation is the process of acquiring the characteristics of a given culture and generally becoming competent in its language and ways of behaving and knowing (p. 7). Enculturation can happen consciously as the person is aware that he/she is being taught by other members of the culture, and it can also happen subconsciously through other daily activities and interactions. Usually, when ELL students have come to the U.S., they are aware of the cultural practices that they have left behind, as well as those they will continue. Students may go through cultural shock as they continue to be immersed into the new culture. 
Cultural shock commonly occurs as the novelty of the unfamiliar evolves into a frustrating reality for which there is no quick or easy remedy. In addition to sudden changes in language, recently immigrated students are often dealing with issues of loss associated with the friends, family, and community left behind (Herrera, p. 85). 

This can create the aforementioned silent period in which students remain very quiet and simply observe.  After some time, if the student feels comfortable, the process of Acculturation might begin. Artifact two contains an acculturation survey that I created to assess the acculturation progress of my students. 
	Acculturation occurs when an already en-cultured person comes into contact with a new culture and begins to learn its practices. It is important for teachers to assess students and observe for different phases of acculturation. The different phases of acculturation are: euphoria (willingness to learn), culture shock (anguish, and sometimes depression), anomie (individual begins to find his/her place in the new culture), adoption (individual accepts and adopts the new culture as his/her own). Krashen’s affective filter explains this phenomenon. The learner’s affect (feelings and emotional state) effect his/her ability to learn.  
“The ‘affective filter’ is a metaphorical barrier that prevents learners from acquiring language even when input is available. ‘Affect’ refers to feelings, motives, needs, attitudes, and emotional states. A learner who is tense, anxious, or bored may ‘filter out’ input, making it unavailable for acquisition” (Lightbown & Spada, p. 37).

The different phases of acculturation can determine how a student participates in the classroom. As mentioned previously, if the student is in the cultural shock phase, he/she is going to be more difficult for that student to participate in class with his/her peers.  “To be effective with CLD students, teachers must consider and build on the emotional states and experiences of their students” (Herrera, p. 92). 
	There are many different ways that a teacher can assess a student’s level of acculturation. There are formal assessments of student’s acculturation levels such as the AQS (Acculturation Quick Screen) that can help teachers to determine student’s levels. . The AQS is used prior to a teacher making instructional plans. It is a series of questions that determine how many years a [footnoteRef:3]students has been in the district, how many years of bilingual education he/she has had, his/her English language proficiency, bilingual proficiency, ethnicity/nation of origin, and finally, the percentage of students in the school that speak his/her native language (Herrera, 2007).  [3:  Reminder to refer to artifact two for an example of an acculturation survey. ] 

Some informal examples are looking over school records, student/parent conferences, home visits, and observational surveys. “Understanding how acculturation affects student performance is key to recognizing how inadequate traditional assessments are for measuring what we really need to know: Is the student learning?”  (Herrera, p. 107). If teachers pay close attention to learner choices such as individual vs. group work, interactions with other students, and language preference, they will be able to get a stronger understanding of the student’s level of acculturation. From that point, teachers can become cultural mediators, and make environmental adjustments as well as instructional modifications for ELL students. 
Learning environment
	According to Diaz & Flores (2001), cultural mediators are teachers and other educational professionals who promote culturally responsive teaching practices, classroom groupings, response strategies, and classroom materials that provide students with a safe and welcoming classroom environment. 
	Based upon information gathered through acculturation surveys, teachers can make sure that the items they have around the room embrace all cultures. There should be a wide variety of multi-cultural literature displayed in the room. Literature can bridge a gap of displacement that ELL students might feel at some point. “Literature becomes a means to initiate these powerful conversations and eliminate cultural misunderstandings while developing a sense of community among members of the classroom” (Brantley, p. 8). 
Curriculum and Assessment
	Once a teacher has the complete understanding of his/her students’ cultures, he/she she can take the school set curriculum and adapt it to the needs of the students. In the subject areas, it is important for teachers to be culturally relevant and allow ELL students to refer to their personal cultures. This allows there to be a variety of cultural perspectives in the content areas and helps students to feel that knowledge they have acquired from their cultures is valuable. In math, ELL students might already be familiar with concepts; they might have learned them in a different way, with different formulas. Depending on a student’s language proficiency, he/she might not be able to verbally express that they are familiar with certain topics, but if the teacher provides an opportunity for the student to solve problems individually they might be able to! This can happen in other subject areas as well. 
	In all aspects of curriculum, including instruction and assessment, teachers should vary their discourse with “linguistically adapted instruction”. Some examples would be to teach content vocabulary before beginning a lesson and possibly performing “read alouds” of literature in students’ native languages. (Herrera, 2007). This will help the students to see that the classroom is not just centered on one culture but rather embraces all cultures with open arms. 
	Teachers can then assess students in multiple ways (formal and informal), focusing on the language skills students have acquired in the academic content areas. A teacher cannot just expect a child to drop his/her culture and become completely immersed into dominant U.S. culture. If that were the case, students would feel a lot of dissent towards the teacher, students, and the dominant culture overall. That is one of the reasons that many ELL students drop out of school by the time they reach high school. The more a child feels comfortable in the classroom, the more positive his/her learning experience will be, and stronger too will be the chances of closing the achievement gap. 



Domain Three: Planning, Implementing, and Managing Instruction
All schools have a set curriculum that follows pre-set standards based guidelines that have been pre-appointed by the school district. Each grade level has a specific set of benchmarks that students must accomplish by the end of the school year. Teachers have to adapt the content of the curriculum into lessons that address the individual learning needs of students as well as to accommodate the cultural and linguistic diversities that exist among students. One of the first questions that administrators and teachers must ask about the curriculum is, “Does the curriculum foster appreciation of cultural diversity?” (Diaz-Rico & Weed, p. 289). If the curriculum does indeed foster this appreciation, then teachers can move forward with instructional implementation, otherwise, adjustments need to be made to the curriculum so that it becomes more inclusive. The curriculum should be able to identify the strengths that ELL students bring to school as well as their needs (Brantley, 2007). 
 Learners and Learning:
Before a teacher can plan a lesson, he/she needs to first discover the content objectives. Content objectives support district and state standards and are used as a guide for the lesson. Once the content objectives have been discovered, the teacher can then plan for the language objectives for ELL students. “An effective lesson plan focuses on products and learning, directly related to these objectives” (Echeverria, Vogt, & Short, p. 19). 
Each state, depending on population and need for ELL instruction, has a unique set of standards for ELL students regarding language skills. Language objectives take into account the vocabulary for the content area, but also the language functions (reading, writing, speaking, listening) necessary to have successful discourse that demonstrates student knowledge. Teachers must embed these language objectives within all content area lessons. According to Diaz-Rico & Weed (2006), teachers should keep the following questions for language objectives in mind while planning:
What is the concept load of the unit and what are the key concepts to demonstrate and illustrate?

What are the structures and discourse of the discipline and are these included in the language objectives?

Are all four language modes included in the planning (listening, speaking, reading, and writing)? 

(Diaz-Rico & Weed, p. 108). 

	Teachers need to keep in mind the cultural backgrounds of the students in the classroom to ensure that the lesson is culturally responsive and not exclusive. Lessons should have opportunities for students to practice their productive and receptive skills through the implementation of different activities. 
Once the content and language objectives have been established, the teacher can then begin to plan their lesson procedure, literature, and materials. Artifact five: (Lesson Plans) has examples of lesson plans that I have used to teach in my third grade ELL practicum at Shayne elementary school. I used ELL standards from Tennessee State. Artifact six: (6th grade lesson plan) is a sixth grade lesson plan that I created for a “Print and New Media” course that I took. The guidelines that I provide throughout the sections of this domain were at the forefront of my lesson planning and implementation. The first aspect of the domain to be considered is the learning environment. 
Learning Environment
	The learning environment is where learning occurs, therefore it is crucial that the environment support language development. Content vocabulary words should be displayed around the classroom so that students have multiple opportunities to learn the words. Language posters such as “question asking” phrases, and sentence structure patterns should also be displayed so that students can always look around the classroom to help them as necessary.
	ELL students should be spread out around the classroom so that they are not grouped together. Throughout lesson instruction, ELL students should be able to interact with native speaking students so that they can practice speaking and learn from the native students language abilities. 
	Dictionaries and thesauruses should be present throughout the room so that students can refer to them. Directions with visual aids should be next to these items so that students are able to use them properly. Lastly, in all areas of the classrooms that involve procedures, instructions should be provided with visual aids so that ELL students know what is expected of them in each section. 
Curriculum
	When the instructional activity for the content objectives has been planned, the teacher should have an idea for appropriate materials to be used in the lesson. It is important for teachers to have many different supplementary materials for ELL students in every lesson. Some examples of supplementary materials are: hands on manipulatives, demonstrations, related literature, adapted text, and graphic organizers, multimedia, visuals, pictures, and realia. Realia are objects that are actually used on a daily basis and might be talked about in lessons such as checkbooks, money, dictionaries, etc.  Visuals can be anything from maps, timelines, graphs, charts, etc. The visuals should supplement the lesson content (Echeverria, Vogt, & Short p. 32-33). Along with the use of these materials, teachers should also make sure to model use of the materials with demonstrations to ensure that students are aware of the proper uses and make the necessary connections to the content. Every lesson should have at least one or two of these supplementary materials. 
	Any literature that has been chosen should be culturally relevant and open to different interpretations in order to foster open and positive discourse between students. Once teachers have taken careful consideration in planning these aspects of the lesson, then they can focus on the implementation of different teaching strategies and specific instructional methods that would be successful for the content and student needs. 
	All activities and teaching strategies that are implemented should be meaningful and authentic for all students, not just ELLs. 
These meaningful experiences are often described as ‘authentic’, because they represent a reality for students. That is, classroom experiences mirror that which actually occurs in the learner’s world. Authentic, meaningful experiences are especially important for ELLs because they are learning to attach levels and terms to things already familiar to them. Their learning becomes situated rather than abstract when they are provided with the opportunity to actually experience what they are learning about. (Echeverria, Vogt, and Short, p. 36). 

According to Harper and De Jong 2004, teachers should provide many outlets for students to learn English, not just one. When teachers give instructions for example, they should write them out, speak them, and possibly use TPR (Total Physical Response) to demonstrate what is expected.  (Harper & De Jong, 2004, p. 155). In Artifact five, lesson one is an example of how I have used TPR in my classroom instruction. 

 Assessment

As teachers teach, they should be sure to check for student comprehension frequently. Some instructional strategies that teachers should ensure they implement are: expansion of ideas, providing direct definitions, reinforcing key concepts repetitively, sum up content and review it on a frequent basis while teaching, allowing enough time for students to respond to questions, and providing frequent models of class work and concepts explained in class. Teachers should allow opportunities for students to self-evaluate their understanding, as well as question the teacher (Echeverria, Vogt, and Short, 2000). Activities should not be centered on American culture only, but rather incorporate the cultures of all students when possible. 
	As students learn content related vocabulary, it is helpful for students to have personal dictionaries in which they can write the definitions down in their native language and English. Consistent patterns should be established so that ELL students can have a routine to follow each day. Having a routing will help students become accustomed to the classroom environment (Diaz-Rico & Weed, 2007). Teachers should always make sure to speak clearly and annunciate their words. ELL students should not be forced to speak at any time, but rather encouraged to respond, knowing that their input counts. 
It is crucial to remember that all students absorb comprehensible input throughout lessons that are taught. Comprehensible input is all language that an ELL student can understand. Teachers must ensure that all comprehensible input (what a student “takes in”) is relevant and demonstrates good practice of the English language. There are many task-based language instruction activities that teachers can incorporate in lessons that will focus directly on language acquisition. One example of an activity is “Let’s Talk”. The teacher will directly ask a student what a word’s meaning is and a conversation will begin between the teacher and the student. The teacher can take anecdotal notes to track the student’s abilities and language progress.  Through this process, students will learn question/answer formats, vocabulary, as well as other grammatical structures of the English language (Lightbown & Spada, 2006). 
Overall, planning, implementation, and managing of instruction needs to be geared towards second language acquisition in all academic areas. ELL students should be paired with other students in the classroom as much as possible in order to build classroom community and to help strengthen their language skills (Herrera, 2007). Making all content relevant to students and their cultures as well as personal experiences, will allow the knowledge gained to be more meaningful and will help students to better retain the information (Echeverria, Vogt, & Short, 2000).  The lesson in Artifact six is an example of how I have related a literature study in a sixth grade classroom to the cultures and experiences of the ELL students who were present. 










Domain Four: Assessment
Domain three focused on facets of planning, implementing and managing instruction. In domain four I will discuss the final aspect of instruction, which is assessment. After lessons have been taught, students must be assessed. Yet, there are many issues that come a long with assessment of ELLs. Assessment is a crucial aspect of education. Today, there is a large push for standardized assessments because of the No Child Left Behind Act. Although standardized assessments have a good intention in aiming to equalize assessments for students, ELL students need to have other outlets for demonstrating their knowledge. Students may not be able to understand language that is written on standardized tests, but they may be able to show their knowledge by conversing with the teacher, or through other projects. “The heavy emphasis on high-stakes testing- and the attendant punitive consequences for schools with low test scores-places English learners at risk of failure (August, Hakuta, & Pompa, 1994).
Many times, standardized state and national assessments have cultural and political biases. When teachers create their own classroom assessments in subject areas including language development, they must be careful to avoid cultural and linguistic bias. Teachers should take into account the emotional and psychological factors that are involved with assessment. I will discuss these factors in the upcoming section. 
Learners and Learning
Many ELL students have anxiety about being in school, let alone being tested in subject areas in a language that is not native to them. Due to this anxiety, assessment results can be faulty because students can be affected emotionally. Teachers should get to know their students really well so that during assessment, they can make sure to make the students feel as comfortable as possible (Alvermann & Phelps, 2002).  
Assessment is embedded in instruction. Throughout instruction, teachers are constantly assessing student knowledge. When teachers assess as they teach, it gives the teacher insight into student knowledge so that they can make important instructional decisions regarding content and learning activities. According to Brantley (2007), assessment is an ongoing process that helps teachers to  “ help provide appropriate classroom instruction” (p. 31). Because ELL students have different linguistic backgrounds, it is important that teachers take this into account. For example, there is a student in my practicum class who is from Honduras who has trouble pronouncing the English pronunciation of the phoneme /u/ like in the word “urban”. One of the reasons why he has such a hard time pronouncing /u/ is because in his native language (Spanish), the phoneme /u/ is pronounced more like the double consonant /oo/ in the word food. I am working on this sound with the student in class, and he is also receiving aid from a speech therapist in school. “It is widely believed that the degree of difference between the learner’s native language and the target language can lead to greater difficulty” (Lightbown & Spada, p. 105). Because of linguistic differences such as these, it makes it difficult for ELL students to learn new sounds and morphological structures of words. Students acquire language skills differently based upon different factors such as: intelligence, motivation, attitudes, personality, age of acquisition of L1 (native language), and individual learning styles. As teachers assess, they must keep all of this information in mind. 
When teachers evaluate assessment results and proceed to discuss with students areas that need more work, they should always be sure to focus first on the student’s areas of strength. “By building on a student’s areas of strength, a teacher can augment the student’s foundational skills while introducing new materials” (Brantley, p. 30). The language surveys that are included in artifact two can help teachers to keep track of student language usage. 

Learning Environment:
	Assessment can be completed in different learning environments. Teachers can adapt assessments to meet the needs of the student as well as the bounds of the physical place where the assessment is taking place. The environment in which a student is being assessed plays a big a role in the level of comfort that ELL students will feel. 
For example, if the learning environment is positive and supportive of the student’s culture, the student will overall be more relaxed when being assessed. If the administrator is a stranger who doesn’t speak the learner’s native language, the student is more likely to become nervous. “When testers and students do not share the same language or dialect, the success of the testing may be reduced. Students may not freely verbalize is they are shy or wary of the testing situation” (Diaz-Rico & Weed, p. 198).  If assessments are being conducted in a space that is unfamiliar to the student and an unfamiliar person is administering the assessment, the student might become nervous and not respond as well to the assessments as they might have in a familiar environment. 
Curriculum:
	Within a curriculum there are many different areas to assess ELL students in. Those areas are: vocabulary development, stages of language development, listening abilities, oral speaking abilities, written language abilities, and of course content standards (math, science, language arts etc.) 
	Regarding assessment of vocabulary development, there are two types of vocabulary that are taught within a curriculum. They are receptive vocabulary, and expressive vocabulary. Receptive vocabulary is those words that students read and listen to. Expressive vocabulary is the words that students use in writing and speaking. Some examples of assessments for vocabulary are The Peabody Picture Vocabulary Tests-III, and The BVAT (Bilingual Verbal Abilities Test). Both of these standardized tests assess students’ vocabulary knowledge. 
	Within the curriculum, there are opportunities for teachers to assess listening abilities, oral language abilities, written language abilities, and student knowledge of content standards. Assessments in these areas can be conducted through anecdotal notes, observational protocols, and classroom activities. Artifact two, contains examples of language observational protocols that created to assess lower elementary ELL students’ abilities. Along with assessments that occur within instruction, teachers need to assess students’ current stage of L2 development. Artifact seven, question two is an example of assessment of an ELL student’s stage of L2 (second language) development. I conducted the assessment as a part of a midterm for an Assessment of ELLs course. In the following section, I will discuss the stages of L2 development and the criteria that are used to determine levels. 
Assessment
	As mentioned in domain one, the five stages of language development are, Pre-production, Early production, Speech emergence, Intermediate fluency, and Advanced Fluency.  (Brantley, 2007).  As I said earlier, artifact four is a detailed language development document that I have used to help me assess student’s L2 stage. There are also many other assessments that can be implemented to assess student’s abilities. Assessments that are centered on student interests and strengths can create a more comfortable opportunity for students to demonstrate their knowledge. I will expand on some of these assessment opportunities shortly.
	According to Alvermann & Phelps (2002), assessments should draw on multiple sources of information, result in information that is useful to both students and teachers, give students optimal conditions for showing their capabilities, involve students in self-assessment, and admit the potential of fallibility. 
	In order to check for fallibility, all assessments should take into account potential linguistic biases, cultural biases, class biases, content biases, and the validity and reliability of the assessments. Linguistic biases can range from test items being specific to certain geographical regions, to dialect biases when for example; a test administrator pronounces words slightly different based upon the region they represent. Cultural biases might be in the form of test questions surrounding food and music. For example, there could be a picture of “Mc Donald’s” on a vocabulary section of a test with the question “What is this”. Depending on the ELL student’s country of origin, he/she might not know that Mc Donald’s is a restaurant. In this case, the student might call the picture a building. Students might look at pictures and call them different names because in their culture the items are called something else. 
Class bias is also usually seen in the form of vocabulary questions. For example, one of my ELL students does not receive newspapers at home and does not go to the library. When I was assessing his reading abilities, he had difficulty with the phrase “comic strip” where as other students read the word with ease. I told the student what the phrase meant and I asked him if he had ever seen one. He proceeded to inform me that he had never seen one. I then asked him if his family gets a newspaper at home. He also responded “no”, and I realized that this was a bias in this reading assessment because the student’s family (I know they are from a low-socio economic background) does not receive newspapers at home. Students should be familiar with content vocabulary so that they are able to demonstrate their proficiency in content areas. Content bias would exist based upon using vocabulary that ELL students might not be familiar with at a given point in time. For this reason, teachers must ensure that their ELL students are familiar with content-based vocabulary before they are assessed. 
There are some formal and standardized assessments that are given to students throughout the course of the school year to assess their knowledge. These standardized assessments vary by state. Some examples of these assessments are the ELDA (English Language Development Assessment), and the BVAT (Bilingual Verbal Ability Test). Standardized tests can have many flaws, and it is important that they are assessed very carefully to check for biases and testing flaws. Standardized tests have two different forms, Norm-Referenced tests and Criterion-Referenced tests. Norm-Referenced tests compare student scores against a set population of students who were the “test set” of students. Criterion-referenced tests have a set of criteria that usually has been created through research on standards and curriculum objectives. Student scores are measured against a set standard for performance (Diaz-Rico & Weed, 2007). 
Validity and reliability refer mostly to standardized tests such as the ELDA and the BVAT. Validity assesses the test’s purpose; construct validity (does the assessment assess what it says it will?), criterion validity (is there a positive correlation?), and student response process (cultural bias and fairness related evidence). Reliability assesses the test administration instructions, the reliability coefficient, scoring instructions, and item analysis (discrimination, difficulty, and potential distracters). Artifact five, question three is a demonstration of how I have assessed the BVAT according to the components of reliability and validity.
The acceptable validity and reliability scores for these tests vary depending on the type of test and its criteria. Any type of assessment tests such as these are considered formal Before using these tests to assess students’ language proficiency, administrators need to assess the tests’ validity and reliability. 	
	Some informal assessments that teachers can use to assess students are: interviews, fill-in-the blanks, portfolios, prompt writing, demonstrations, open-ended questions, visual presentations, dialogues, and work folders. The overall goal of assessment is to improve and focus further instruction as well to collect data on student progress. If assessment materials and activities do not meet this goal, then new assessments need to be implemented and/or developed. 


















Domain Five: Professionalism 
	I believe that teaching is a vocation that passionate people who care about the education of youth. Teaching in the field of ELL calls upon people who care about creating a just educational system for ELL students. In order to be a successful teacher of ELL students, a teacher must be first and foremost a professional. Professionals are experts in their field and care deeply about their work. They are continuously seeking further personal development in order to enhance their daily performance. “Expertise in particular areas continue to grow along with teaching experience. One can envision a more just and equitable society…as today’s new reap the harvest of the support for linguistic and cultural diversity that they have promoted” (Diaz-Rico & Weed, p. 310-311). In the field of ELL education, this relates to teachers who are constantly seeking means to acquire more knowledge of teacher practices and methods to help students to be successful. In this domain, I will discuss what teachers can do to expand their knowledge and practices in the areas of learners and learning, learning environment, curriculum, and assessment. 
Learners and Learning
	Some important qualities that professionals in this field will embody are: understanding of cultural diversity, appreciation and respect for student diversity, instructional adaption in order to support students’ cultures, and maintaining high expectations for students always (Diaz-Rico & Weed, 2006). ELL students will add diversity to classrooms. All ELL teachers should appreciate diversity of students; this is a part of being a professional in the field. As mentioned throughout this document, students will need a positive and comfortable learning environment. This should be of utmost important to teachers. Teachers should get to know learners as individuals. In doing so, it will help inform instruction. The next section will discuss how as professionals, ELL teachers can seek ways to improve the learning environment. 
Learning Environment
As mentioned previously, artifact one of this portfolio is a professional development workshop series that I was a part of creating for a class called “Multi-cultural Education in American Classrooms”. The first section of the portfolio discusses the classroom environment and what teachers can do to make it more positive. In order to learn more about this, teachers can attend workshops, and read professional development materials focused on the topic of the classroom environment. There are professional development programs that occur throughout the school year and teachers should make sure to attend those that are offered in their area. For example, if a teacher is not from an urban environment yet teaches in one, he/she can learn the culture of that environment in order to better reach their students and meet their needs. When teachers attend Professional development programs, they should be sure to take down notes especially in the area regarding classroom environment. They should also make sure to learn about the environments in which they teach as well as student’s individual cultures. Overall, this will help teachers to make sure the environment feels safe and affirming for students (Noel, 2010).	
Curriculum
	Teachers should become experts in the curriculum that their school adheres to as well as how to adapt the curriculum to meet the needs of their ELL students. Learning how to adapt curriculum instruction is a skill that comes with time. Teachers need to first take into account the cultures of their students and how they can make the material more culturally relevant. Once the teachers have done that, then there are specific lesson adaptations that can be made for each student based upon his/her language skills. 
Some students might need more vocabulary support than others. Some ELL students might need more practice with oral language skills, while others may need to practice writing more often. Each ELL student is unique and has specific strengths and areas that need more support. Teachers can attend curriculum workshops where they will learn how to adapt the curriculum to their students’ needs. Unfortunately much of the curriculum in public schools today is “Western-centric”. Teachers need to shift this view in order to create more culturally inclusive curriculum instruction. 
The “Culturally Responsive Curriculum” section of artifact one provides suggestions and research on culturally responsive curriculums.  One of the researchers, Banks (2006), provides curriculum guidelines that can help teachers with curricular adaptations.  Some of the guidelines include: The curriculum should reflect the cultural learning styles and characteristics of the students within the school community (5.0), should provide students with continuous opportunities to develop a better sense of self (6.0), The curriculum should help students understand the totality of the experiences of ethnic and cultural groups in the United States (7.0), The curriculum should help students to identify and understand the ever-present conflict ideals and realities in human societies. (8.0), and should promote values, attitudes, and behaviors that support ethnic pluralism and cultural diversity as well as build and support the nation-state and the nation’s shared national culture. 
If teachers discover that their school’s curriculum is not supportive of a multi-cultural environment, as professionals, they should address this concern with school administrators. Teachers need to be the voice for students. “Attending district or regional professional conferences is a beginning step toward developing one’s own expertise on linguistic and cultural issues and teaching practices. Successful teachers may be able to join with colleagues to develop school-level or district-level presentations about a particular area of instruction” (Diaz-Rico & Weed, 2006). If teachers take the time to seek professional development in these different educational areas, then they can make a difference for the education of ELL students.  
Assessment
	As we know, assessment is a very critical aspect of instruction. The only way for a teacher to know whether his/her students have accomplished content objectives is through assessment. Assessment is also the means through which teachers can inform their practice and discover what instructional adaptations need to be made. In domain four, different modes of assessment were discussed, both informal and formal. They point is that teachers need to have a repertoire of informal assessments that they can rely on to assess students everyday. 
	Teachers may feel from time to time that they have run out of ideas for assessment, or that certain assessments do not work with every child. That is why it is important for teachers to continue to develop themselves professionally by attending workshops and collaborating with other ELL teachers to exchange ideas and strategies. 
	Once teachers have become successful in the areas of learner/learning, learning environment, curriculum, and assessment, they can actively seek leadership positions in the community that will effect educational decisions for ELL students in a positive manner. These teachers can speak at other schools and professional development programs and inform other teachers. Once all teachers can have access to the top research and instructional practices in this field, the education of ELLs will begin to improve for the better. 

Reflection on the domains and artifacts
	Over the course of the ELL program I have learned so much pertinent information that has informed my teaching and my personal professional development. Artifact one: (C.R.E.A.T.E Professional Development Program) demonstrates my knowledge of professional development in the areas of multi-cultural curriculum and ability to create a supportive classroom environment. Diversity, justice, and inclusion have always been personal interests of mine, and I have demonstrated my knowledge of how to create a safe environment for the learner and how to make adaptations to the curriculum. 
	All ELL students bring unique strengths, talents and abilities to the classroom it is important that teachers build a learning environment and a support system for students that enables them to grow academically and as young people, still embracing their personal cultures and learning about the new. 
	It is important for teachers to find out information about ELL students’ cultures so that they can ensure that their teaching strategies and classroom environment are conducive to successful learning and language development. Artifact two: (Cultural Protocols) demonstrates my knowledge of how to research student’s cultures and seek feedback from students regarding their culture.  Included in artifact two is a cultural protocol, language survey, and an acculturation survey.  All three of these documents are important to use in a class of ELL students to assess these very important areas. Having data in these areas will help teachers to monitor student progress in the areas of acculturation and language development.
	Language development and progress happen in many different learning contexts. ELL students learn language skills through a variety of activities such as oral language dialogues, vocabulary word walls, language used in content areas, listening exercises, writing exercises, and presentations (examples). It is important for teachers to use a variety of strategies within these activities such as TPR (Total Physical Response), reinforcement of key concepts and vocabulary, and the implementation of visual representations and demonstrations. Throughout the school year, teachers must assess students’ content knowledge as well as language development.
	Artifact three: (ELL student case study) is an example of a case study that I conducted on a student to determine her language level according to TESOL (Tennessee English/Speaker of other language) standards. My knowledge of the stages of language development and theories such as the Communicative Competence theory are demonstrated throughout the artifact as I discussed the student’s abilities and areas that need support. Artifact four demonstrates my understanding of the areas of language that ELL students are assessed in: productive skills and receptive skills. This artifact has helped me to assess student language abilities and levels of L2 proficiency. It is important that teachers have a set of researched criteria by which they use as a guideline to assess ELL students’ language abilities.  
Keeping in mind student’s language abilities and levels of proficiency, teachers need to be able to write content and language objectives that are clear and relevant to the curriculum and are true to the learners’ needs. Artifact five: (Lesson Plans) contains samples of lesson plans that I have implemented in my ELL practicum at Shayne Elementary School. These lesson plans represent my ability to write clear content and language objectives based upon TESOL standards and Tennessee State content standards. Artifact six: (6th grade lesson plan) is a lesson plan that I created with peers in the ELL program in an Literacy through New Media course at Peabody. That particular lesson plan demonstrates my knowledge of how to choose quality literature that is relevant for ELL students and the issues that they deal with as new members of a new culture and create a lesson plan that is conducive to learner needs and abilities as well as the inclusion of authentic assessment. 
	Artifact seven: (Midterm) was a midterm from an Assessment of ELLs course that I completed this spring. The midterm provides another example of my ability to assess a student’s level of language development as well as my ability to assess standardized language assessments according to criteria of validity and reliability. 
	All of the artifacts referenced in this portfolio have helped me solidify my personal philosophy of teaching with different theories. As mentioned in my philosophy of teaching, Bachman’s Communicative Language Ability Model of Language Competence is a theory that I believe is cohesive enough for ELL teachers to follow and influence their instructional practice and decision making in a successful way. If teachers allow opportunities for students to become competent and confident in their oral language abilities and allow them to socialize (regarding content) in academic contexts, student motivation will be higher. The socio-cultural theory is also related to Bachman’s Communicative Language Ability Model of Language Competence theory. The socio-cultural theory holds that languages can be learned successfully through social communication and face-to-face interaction. I firmly believe that this is one of the areas that teachers of ELLs should strive for more of in the classroom. Face-to-face interactions can be exercised in all academic areas. 
	Throughout this portfolio, I have focused on research that I have acquired and believe is worthy of being apart of my knowledge base in this field. The strategies and suggestions that I have included are apart of my teaching practices and will continue to be. I know that I will continue to develop professionally as a teacher in this field, and I hope to one day be a leader. I will conclude this portfolio with this quotation, “Education is a human right with immense power to transform. On its foundation rest the cornerstones of freedom, democracy and sustainable human development” (Camillagram). ELL students have the right to a quality education, the same right as native speakers of the English language obtain. The evidence that I have provided is a “medley” of strategies, guidelines, and research are the cornerstone for me to help ELL students achieve in the classroom and break through walls of injustice that they might feel have been created for them. 
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