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[bookmark: _Toc115383744]Abstract
This Teaching Portfolio reflects my understanding of effective English language instruction based on my learning and practical experience at Peabody College of Education and Human Development. Firstly, I present my Teaching Philosophy that reflects my core values of language teaching. These values include active learning in a supportive environment; importance of prior knowledge and learning strategies for developing students’ autonomy; boosting motivation for learning, and purposeful instruction. In the following section, I analyze various Artifacts from my coursework in 4 domains: Learner, Learning Context, Curriculum, and Assessment. Specifically, I examine strengths and weaknesses of the Artifacts, and their alignment with my philosophy's pillars. Finally, I discuss Applications to Practice reflecting on my achievements and challenges as a language instructor, ways to tackle those challenges in the future alongside future considerations of the areas to explore and professional development opportunities.
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When I first started tutoring children and teenagers in my sophomore year at university, I could not imagine becoming so passionate about language teaching and learning. My passion for language teaching stems from my experience as a language learner. In hindsight, my foreign language learning experience was diverse. I started learning English in an elementary school in Russia, and a vivid memory of my classes is endless grammar gap-filling exercises and reading activities. Such approach offered me a great foundation for language learning. However, what I lacked was communicative competence, proposed by Bymes & Wasik (2019), to effectively use the language in various social contexts (Bymes & Wasik, 2019). My awareness of lacking communicative competence became even more salient when I first arrived in the US at the age of 15. I came here as an exchange student to study for ten months in an American high school and stayed with an American host family. My main challenge was learning how to communicate with people whose language I could barely understand or speak. Back in 2008, the only language-learning tools I had were a paper dictionary, my host family, my school, and those around me. Not being able to communicate properly was one of the most formidable obstacles that I had to overcome. Luckily, I achieved a tough goal through linguistic and cultural immersion. This immersion was critical for my quick acquisition of academic language in only three months, even though my pre-existing receptive skills and good command of grammar also contributed to the learning process. This immersive experience was a milestone in boosting my linguistic skills and becoming passionate about languages and cross- cultural communication.
Consequently, besides using English as a medium of communication daily, I decided to take up a new challenge and started learning Spanish. I took two Spanish courses in my 10th grade at Camden County High School as an exchange student. What surprised me the most was how I was using both Russian and English to learn Spanish, a second foreign language to me. Our Spanish classes were always full of laughter, opportunities for pair work and practicing the language right away. I vividly remember reading exciting short stories and Ms. Cano’s (our teacher) jokes. This makes me think of the teacher’s role and their impact on students’ motivation for language learning.
Prior to coming to Vanderbilt, I had been teaching for about eight years in the EFL context. I started teaching English to kids and teenagers during my sophomore year at a private language center in Russia. Afterward, I switched gears and taught General English, Academic English, and Test Preparation classes (IELTS, TOEFL) to teenagers and adults. I have always cared about my students and tried to assist them in achieving their goals. However, the classes I took at Peabody allowed me to widen my horizons and gain a more holistic perspective on teaching and learning. I started thinking of immensely important aspects that have never occurred to me previously, such as the importance of students’ cultural and linguistic backgrounds and the learning context. More importantly, I began visualizing practical application of these aspects in my future career. While I was reading Gay’s article “The power of culturally responsive caring: Theory, research and practice” and the story of Paw (Townsend & Fu, 2001), one idea stood out the most to me: the importance of making actions. According to Geneva Gay, “caring is grounded in attitudes but must exemplify actions” (Gay, 2010). There are a lot of caring teachers; however, many do not know how to adapt curriculum and learning activities to meet the needs of multilingual/ethnically diverse students. Gay suggests educating teachers by giving opportunities to communicate and discuss the topics of cultural diversity with experts & colleagues, as well as engaging in cultural therapy and self-reflection. Paw’s teachers were indeed caring, but they did not really try to implement different techniques and explore whether they would work or not for Paw. Certain strategies might not work, but it is possible to learn from this experience and try again. This correlates with the idea of self-fulfilling prophecy and Dweck’s concept of growth mindset (2007). The latter stipulates that we should take on challenges and learn from them. I believe it is vital for teachers to see differences as strengths and act upon this belief in their classroom to ensure more effective learning for all the students.

In my teaching philosophy, I will outline the basis for making decisions as a teacher in the classroom related to classroom environment, curriculum adaptation and implementation, and the educational process when teaching ELs and EFL students. To provide my students with high- quality language instruction, I will ensure learner-centered environments where students are actively engaged in co-construction of knowledge and skills development in a supportive and safe environment. In addition, I will be cognizant of students’ motivation and take necessary actions to either maintain or boost it. Finally, I will tailor the curriculum and choice of activities to my students’ needs, goals, and interests to ensure purposeful learning.
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The first pillar of my teaching philosophy lies within Vygotsky’s social constructivism learning theory (Vygotsky, 1978). I believe that students should be active participants in the learning process, while the teacher’s primary role is the one of a facilitator who provides appropriate scaffolding for students to achieve their goals. As a teacher, I will provide the necessary level of support and instructional tools to help each student succeed. Some examples of such tools include but are not limited to providing visual aids, modeling, or appropriate pairing. Pair work and group work activities are organized to maximize learning and students’ communication, problem-solving and collaboration opportunities. When I was studying Spanish in a language school in Madrid, we had multiple opportunities for pair work. This was a great way to apply linguistic tools in a conversation and learn from my classmates. This type of learning, called “active learning”, has proven to yield better academic results (Freeman, 2014 in Miller- Cotto & Shunn, 2020). In addition to better assessment scores, such environment provides opportunities for development of essential soft skills, such as teamwork and critical thinking.
Another essential concept of Vygotsky’s theory I, as a teacher, should keep in mind is the zone of proximal development (ZPD). ZPD is defined as a distance between learner’s current developmental level demonstrated by independent tasks’ completion and the potential level that can be achieved with the assistance of a teacher or peers who are at a higher level (Vygotsky, 1978, p. 86). Adherence to this principle enables providing high-quality instruction that meets

individual students’ needs. It allows me as a teacher to provide students with the necessary amount of support either through scaffolding or appropriate pairing. In addition, learning becomes efficient as students are intellectually challenged. However, the level of challenge does not exceed the benchmark at which a task becomes too complex to complete, and students are likely to get demotivated or unengaged quickly. If teachers are aware of students’ ZPD, they receive different levels of support and feedback based on their individual needs and progress. This allows for personalized learning even in classrooms with a big number of students.
Cultural context is considered by social constructivists as well. Using culturally-responsive pedagogy (CRP) as a baseline will allow me to care-in-action and build relationship in the classroom (Gay, 2010). The ability to build and nurture relationships in the classroom is vital for effective learning (Cunnigham et al., 2020; Hemmeter et al., 2021). And I believe that as a facilitator in an ELL and EFL classroom, one of my goals is to ensure supportive environment where students have multiple opportunities for learning. In addition to building relationship in the classroom, CRP makes learning more relevant and effective for students as their cultural backgrounds and prior experiences are being validated in the classroom. As Geneva Gay (2018) emphasizes, “It teaches to and through the strengths of these students” (Gay, 2018, p. 36).
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The second pillar that will guide my teaching choices and activities lies within the realm of cognitive constructivism theories that considers teaching a variety of learning strategies to make students more autonomous learners.
One example of applying this practice is seeing students’ first language as an asset (De Jong, 2011) and priming students’ existing knowledge. In my classroom, differences and diversity will be seen as strengths rather than a challenge, and students’ native language - as a valuable asset for further development of language skills. Bilingual education has empirically proven to be an effective strategy for English learners. According to August et al. (2010), bilingual instruction results not only in academic achievement, but it also improves cognitive flexibility, family cohesion, self-esteem & identity (August et al., 2010). As a language instructor, I want to ensure my students not only demonstrate progress on various forms of assessments but also grow as an individual and enhance the skills mentioned by August et al. To do that, I can use such an approach as “translanguaging” (Goodwin & Jimenez, 2016) in my classroom that will allow me to acknowledge the linguistic repertoire of each learner and use this knowledge to create effective classroom practices. Translanguaging space allows bi/multilingual students to use their cultural and linguistic repertoires creatively and critically (Wei, 2011). 
Moreover, high-quality language instruction has to support learners’ metacognitive skills, such as planning, monitoring and evaluating, for students to become more autonomous. Metacognitive skills development was a really helpful tool for me during TOEFL preparation, and as a result, my learning became more efficient. Applying these self-regulated strategies is critical for effective learning and achievement in the academic environment (Zepeda et al., 2015). Thus, incorporating activities to help students develop those skills will be a part of my lesson planning. For instance, such approaches as translanguaging (Goodwin & Jimenez, 2016) or reciprocal teaching (Palinscar &Brown, 1986) will be a part of my instruction alongside opportunities to practice the use of learning strategies in the classroom.
[bookmark: Motivation][bookmark: _Toc115383748]Motivation

Another essential aspect of high-quality instruction for me is motivation which is tightly related to the concept of growth mindset. From my experience, teachers play a huge role when it comes to learners’ motivation. Dornyei (1994) provides multiple strategies teachers can implement to boost students’ motivation on language, learner, and learning situations levels, which incorporate teacher’s empathy, congruence, and acceptance (Dornyei, 1994). Another principal aspect that directly influences motivation is providing constructive and ongoing feedback. As a teacher, I will not only consider what to say, but also how and when to do that to ensure its effectiveness for the learning process. My other consideration for error correction and feedback will be related to mitigating language anxiety and language barrier. In order to be successful in doing this, I will continue working on my cultural self-awareness and consciousness-raising (Gay, 2010). These concepts are also closely tied to Dweck’s concept of growth mindset (2007), so as a teacher, I have to constantly reflect on my beliefs towards learning and success, and provide feedback based on students’ efforts rather than intelligence.

[bookmark: Purposeful_Language_Teaching][bookmark: _Toc115383749]Purposeful Language Teaching

Understanding students’ short-term and long-term goals for language learning and choosing the objectives of the course and each lesson accordingly is crucial for effective and engaging language instruction. In my classroom, I envision incorporating four strands: meaning- focused output and input, language-focused learning, and fluency development (Nation & Macalister, 2010). The distribution between them will depend on the learners’ goals, needs, and interests. Overall, this approach allows us to have balanced instruction and develop a variety of skills: receptive and productive skills, such as reading & listening, writing & speaking, alongside higher-order thinking skills from Bloom’s taxonomy, such as analysis, evaluation, and creation. One of my take-aways from completing an analysis assignment in the Educational Linguistics class is shifting my assessment-based perspective to a more holistic view of language skills development because learning outcomes are not constricted by the classroom.
In my future classroom, I will strive for active learning and fostering supportive relations in the classroom. Moreover, providing students with opportunities for developing their autonomy and boosting their motivation for learning will help them achieve better academic results and provide space for personal development. Finally, high-quality instruction will be purposeful and reflect students’ goals, needs, and interests. I am confident that as I continue my teaching journey, I will have opportunities for self-reflection and evaluation. In addition, new research-based practices will appear, and I will keep looking for new concepts of high-quality instruction that I can add to my current views.
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As stated in my Teaching Philosophy, students should be actively engaged in the learning process for efficacious learning. Learner-centered instruction appreciates every learner’s uniqueness, and it emphasizes “facilitative relationships”, student success and engagement that leads to achievement (Cornelius-White & Harbaugh, 2010, p. 33). To build classroom instruction using this approach, we have to get to know our students, validate their prior experiences and heritages, and use this knowledge to facilitate an effective learning process. Prior to my journey at Vanderbilt, I was teaching adolescents and adult learners of English in Russia. At Vanderbilt, I had an opportunity to work with children and adults in the ESL context. This experience made me realize the importance of the context we are teaching in and how the learning process can differ based on students’ identities and goals. In the following section, I will reflect on the importance of identity and context (TESOL Domain 4) alongside understanding the processes of language acquisition (TESOL Domain 6) for effective instruction by analyzing two artifacts: Artifact A - Community Literacies Investigation Project and Artifact B - Final Report for the Case Study of an English Learner.
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Teachers understand the importance of who learners are and how their communities, heritages and goals shape learning and expectations of learning. Teachers recognize the importance how context contributes to identity formation and therefore influences learning. Teachers use this knowledge of identity and settings in planning, instructing, and assessing.
The main pillars of this TESOL domain for me are understanding my learners’ identity and implementing this knowledge in all stages of learning. To do the former, a teacher should get to know the communities their students come from alongside students’ personal stories. This approach allows for implementing culturally responsive pedagogy in the classroom. According to Gay (2010), “culturally responsive caring teachers cultivate efficacy and agency in ethnically

diverse students” (Gay, 2010). In order to do this effectively, understanding students’ communities, heritages, and consequently their funds of knowledge is one of the first steps a teacher should take.
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One of the ways to understand learners’ identity and context is by conducting a community literacies investigation. According to Jimenez et al. (2009), integrating community literacies into classroom instruction allows teachers to understand “the life worlds of their students” (Jimenez et al., 2009). This, in turn, facilitates building meaningful relationships. In addition, community literacies are a valuable resource for building classroom instruction by considering students’ prior knowledge.
The Community Literacies Investigation project aimed to explore local immigrant communities during a group fieldtrip and by doing additional research. During our group fieldtrip, we obtained artifacts depicting texts in immigrant communities around Nashville. The purpose of this project was to explore, interpret and apply knowledge from those local communities. We visited Casa Azafran, Plaza Mariachi and Fall-Hamilton Elementary school for this project.
Visiting Plaza Mariachi and places nearby is a great way to learn more about immigrant families from Latin America, see a place enriched with culture, and find examples of community literacies for further use in the classroom. Such a place is an excellent source to learn about students’ cultural and linguistic backgrounds as well as about a part of their everyday life. The paper offers Plaza Mariachi’s description with its aisles of different stores that sell casual clothes and dresses for special occasions, such as for a Quinceañera. The paper also offers examples of conversations in English and Spanish, as well as instances of multiculturalism and cross-cultural communication (p.5). One of the conclusions I made in the paper based on what I saw at Plaza Mariachi is the following: “…cultural and linguistic backgrounds are essential for students’ self- identification; they can contribute so much to the learning process if these backgrounds are appreciated”. I also make a connection with “language-as-resource orientation” (De Jong, 2011, p.105).  This is precisely what I would expect to conclude because this kind of cultural immersion is a great tool for becoming a more culturally aware teacher.

We also visited Fall-Hamilton Elementary school as part of the Community Literacies Investigation project. Not only does the school support its students, but also families. While visiting the school, I could get a feeling of cultural diversity being appreciated and promoted thanks to the classroom resources, such as bilingual books or posters in the hallway devoted to famous Hispanic Americans and salutations in different languages. One shortcoming of such visits is the inability to see how these resources are being implemented in classroom practices to support learners from various backgrounds.
In Artifact A, I make plans to incorporate cross-cultural and multilingual activities in the classroom and get to know my students’ stories by having field trips like the one to Plaza Mariachi or Casa Azafran and incorporate this knowledge to improve my instruction. Even though I did not provide specific examples of those activities in the paper, I can envision doing this in my future setting, be it an ESL or EFL context. According to the TESOL Domain 4, knowledge of context and identity should be used in planning and instruction. So, if I am to do this project in the future, I will extend it to classroom instruction by incorporating texts about traditions and celebrations in the communities my students come from. I can envision students sharing their cultural heritage in class by making presentations about their traditions and celebrations as well or even organizing a cultural fair in school. Another way to appreciate multilingual students’ cultures and identities is by creating “dual-language identity texts” (Cummins et al., 2005). In this collaborative activity, students create identity text on any topic relevant to them. As a result of such activities, students may be more engaged and enthusiastic about learning (Jimenez & Rose, 2010). Jimenez et al. (2009) argue that using such literacies will benefit students from all backgrounds as they will learn more about how diverse their communities are (Jimenez et al., 2009). An example of an instructional activity presented in the article I envision incorporating in my classroom is translation of texts in different languages in a cooperative learning activity (Jimenez et al., 2009). This kind of task not only fosters interpersonal mode of communication, but also allows for active learning and engagement as students’ identities are appreciated. In the EFL context, however, I would change my approach and put a bigger emphasis on how students’ goals shape learning in addition to understanding who my learners are. The rationale behind this alteration is based on my previous experience as an EFL teacher in Russia. Students’ goals can vary significantly from learning English to converse when traveling to exam preparation classes for study abroad or immigration purposes. Thus, as an EFL teacher, I would have to consider my students’ goals and decide whether such cross-cultural and multilingual activities will benefit my students.
This paper is a good start to learning about community literacies; yet, it does not give me a full picture of my students’ cultural and linguistic backgrounds. To have a more comprehensive overview, in the future, I would explore more places in the community and have conversations with people in these communities. In addition, having conversations with parents and students seems to be a great way to learn about my students’ identity and make some personal connections that, in turn, will help cultivate relationships in the classroom. Finally, further exploration through culturally responsive instructional tasks that allow for personalization and creativity should be performed to get a more comprehensive understanding of students’ cultural heritage and identity. For example, students can make presentations about their culture or language. One of my favorite activities that works well with students of different age groups is “Show and Tell” when students bring an important possession and tell the class about it. Using their native language for these presentations, translation and translanguaging can also be encouraged to appreciate students’ cultural and linguistic backgrounds.
As stated in my Teaching Philosophy, I believe in the importance of considering cultural context to foster relationships. I think understanding and valuing students’ cultural and linguistic backgrounds can create a safe and supportive environment, which, in turn, is essential for effective learning. Learning about my students’ cultural traditions and heritages can help me nurture caring
relationships in the classroom. If, as a teacher, I appreciate students’ heritage and background, person-centered education (Dornyei, 1994) will take place and boost students’ motivation for learning.
Such Community Literacies Investigation project is an effective way to get to know my learners, their communities, and their background. The next step, as mentioned in TESOL Domain, would be using this knowledge of identity and context in the classroom at all levels of instruction. To ensure effective classroom practices, in addition to appreciating students’ identity and context, teachers should understand language acquisition processes. In the following section, I will analyze Artifact B – Final Report for the Case Study of an English Learner to illustrate that understanding language acquisition processes is a prerequisite for effective instruction.
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Teachers draw on their knowledge of language and adult language learning to understand the processes by which learners acquire a new language in and out of classroom settings. They use this knowledge to support adult language learning.
Knowledge of educational linguistics and second language acquisition theories, in particular, is fundamental for a teacher as it allows to better structure classroom instruction that supports the learner in achieving goals. One crucial aspect in this respect is having comprehensive knowledge of the English language as a system. In addition, understanding the development of both receptive (reading and writing) and productive skills (speaking and writing) is fundamental for language instruction. What also stands out to me in this domain is the importance of both in and out-of-classroom contexts for successful language learning.
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The Case Study of an English Learner is aimed at analyzing oral and written samples of an English Learner, assessing learner’s current level of second language acquisition and outlining a specific instructional plan for the EL. For this project, I met with Enriqueta – an EL from Mexico, three times in Zoom to get to know her, her experience of learning English and obtain oral language samples for further analysis. Enriqueta was also kind to provide her writing samples of an email and an academic essay she wrote for one of her English classes.

Artifact B facilitated me in obtaining knowledge of how to view the English language as a system. This can be observed in Part II “Description of the learner’s oral abilities”, which includes an analysis of Enriqueta’s pragmatic and phonological skills alongside morphological, syntactic, and semantic abilities in oral samples. For morphological, syntactic, and semantic abilities, I also included an analysis of Enriqueta’s writing samples and compared the development of those abilities in written and oral modes. This analysis allowed me to shift my assessment-based perspective towards language learning to a more holistic view of language skills development and helped me evaluate Enriqueta’s oral and written language abilities more holistically. However, understanding the development of Enriqueta’s reading skills is lacking in this analysis. Literacy instruction and literacy skills development are integral to adult language learning. I think that effective language instruction should be balanced. Thus, it should provide multiple opportunities for both receptive and productive skills development. (Nation & Macalister, 2010).
In addition, this assignment reminded me of how important it is to consider learner characteristics and appreciate students’ linguistic and cultural repertoires. Understanding my learners and using this knowledge allows me to better support adult language learning. I could also see how prior experiences and linguistic background influenced the development of Enriqueta’s oral and written language abilities. Such Case Study helped me understand the role of L1 in the development of L2 in adult learners. I also came to realize how I can use “language-as- resource orientation” (De Jong, 2011) in my future teaching context. For me, as an instructor, it will be essential to understand the factors that influence students’ language development and use this understanding to build instructional practices. For instance, when I teach multilingual learners, I might consider including the tasks that will raise students’ metalinguistic awareness, leading to more effective learning. Based on the analysis and recommendations for Enriqueta’s instructor, examples of such tasks might include noticing similarities and differences in Spanish and English pronunciation to develop Enriqueta’s phonological skills. Another factor that has to be taken into account is students’ motivation. Enriqueta demonstrated “integrative motivation” (Yule, 2020) to learning the language and positive attitude towards learning and making mistakes alongside a high level of self-awareness as a learner. The abovementioned learner’s characteristics are important to consider as they directly influence language acquisition process and thus require instructor’s close attention and consideration.
This Case Study also helped me be more conscious about academic and general English development, specifically BICS & CALP (Lems et al., 2017). According to Lems et al. (2017), “BICS and CALP are key constructs in the field of teaching English as a new language” (Lems et al., 2017, p.38). Every educator should be aware of this distinction and use this knowledge to provide students with the proper support based on their performance and goals. Analyzing Enriqueta’s language acquisition process confirmed the idea that acquisition of BICS & CALP does not have to be a linear process for effective learning. For instance, Enriqueta acquired strong academic reading skills back in Mexico. However, the learner struggled with basic conversations when she first arrived in the US because she had no opportunities for sufficient communication practice.
Artifact B touched upon language learning in the in- and out-of-classroom contexts, as noted in the TESOL Domain 6. This was done by interviewing Enriqueta about her learning experiences and connecting them with language skills development. For example, Enriqueta frequently communicates with her grandson in English. This contributes to developing oral proficiency, specifically aspects such as fluency and semantics. Enriqueta sees taking language courses as a way to improve her pronunciation skills. This makes me think of how critical a thorough needs analysis is and how instructors can adapt their curriculum based on students’ needs and goals. This idea correlates with one of my Teaching Philosophy’s core principles, which posits purposeful instruction that reflects students’ goals, needs and interests. Overall, the Case Study of an English Learner is a comprehensive analysis of the learner’s oral and writing abilities. Such analysis allows to create a specific instructional plan for the EL (Artifact B, Part IV). I also learned a lot about my student, her personality, and interests. This knowledge can be used to plan and implement purposeful learner-centered instruction.

Understanding second language acquisition processes and multiple factors influencing them, including contexts, is fundamental for language instruction. Not only is this essential for the learning process, but it also allows building a learner-centered classroom with empathy. This happens as you get to know students’ cultural and linguistic repertoires, their stories, and goals and adapt your instruction accordingly. In the following section, I will focus on implementing this knowledge to create supportive classrooms for all learners by analyzing Artifact C – Investigating Schools.
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Professional Knowledge Area 2 focuses on learning environments. This aspect plays a significant role in the learning process, and as teachers, we have to utilize all the resources we have at hand to create a safe, welcoming and productive learning space. Nowadays, learning does not only happen in the classroom; it also occurs in virtual and hybrid contexts. In my future teaching, I aim to make the best use of the environment my students and I will be in. In addition, out-of-classroom learning contexts affect learning outcomes, and I would like to use this tool as well to nurture relationships with my students, get to know them better, and create additional learning opportunities. In the following section, I will use Artifact C – Investigating Schools to analyze the learning context in Glencliff High School classrooms.
[bookmark: TESOL_Domain_2:_Instructing][bookmark: _Toc115383757]TESOL Domain 2: Instructing
Teachers create supportive environments that engage all learners in purposeful learning and promote respectful classroom interactions.
Classroom instruction is an essential component of students’ learning path. What stands out to me in this domain is the teacher’s role in creating safe and engaging learning environments for all students. In addition, teachers are responsible for respectful classroom interactions, be it interactions between students themselves or communication between students and teachers. As a result of such an environment and interactions, students benefit the most from the learning process. Using culturally responsive management strategies (Brown, 2004) is a great way to create a caring learning community that sees the classroom as a safe place to learn and take risks. Brown (2004) also mentions the importance of establishing and communicating high expectations for successful learning (Brown, 2004).  And I agree that doing that is an integral part of purposeful learning.
[bookmark: Artifact_C_–_Investigating_Schools][bookmark: _Toc115383758]Artifact C – Investigating Schools

Investigating Schools paper aimed to analyze and synthesize what we know about local practices for multilingual students’ learning. To do that, I went to Glencliff High School to observe instruction in three different classrooms and talk to educators about supporting multilingual learners. The paper includes an introduction to the school site with an emphasis on support for ELs, an analysis of three observed classrooms based on the following focus questions I formulated: 1. “How are the four principles of pluralistic discourse (De Jong, 2011) being implemented at the school & classroom levels with the particular emphasis on the Principle of Promoting Additive Bi/Multilingualism in practice? 2. What are the interaction patterns in the classroom, and what effect do they have on students’ participation?” The latter question is directly related to a part of TESOL Domain 2 that mentions respectful classroom interactions and purposeful learning. Finally, for each topic of focus questions, I provide research-based recommendations that could be applicable to Glencliff High School.
I will use Artifact C to analyze whether and how teachers in Glencliff High School create supportive environments for all the students with an emphasis on the EL population. I will also use this Artifact to analyze classroom interactions, learning activities, and students’ engagement in the learning process.
Firstly, I had a chance to observe and compare two classrooms implementing the same curriculum. As the EL coach mentioned, “Students’ cultural background and knowledge are taken into account when the curriculum is being implemented with an emphasis on various scaffolding strategies.” Indeed, each teacher approached the given content differently and made various adjustments considering students’ background knowledge for better learning outcomes. This is precisely what I would expect to see because such adaptations result in a safe classroom environment that allows students to take risks. I could see how the teacher in Classroom 3, working with SIFE students, skillfully scaffolded students learning to ensure the tasks were within their Zone of Proximal Development (ZPD). Scaffolded instruction provides students with the necessary amount of support that enables learners to accomplish tasks. As a result, students are able to internalize new concepts and apply them independently in the future (Hammond & Gibbons, 2005). At the same time, the teacher clearly set high expectations of students’ academic lift. Scaffolded instruction and setting high expectations for learning directly relate to the part of TESOL Domain 2 that emphasizes purposeful learning in a supportive environment.

Secondly, Artifact C provides examples illustrating the Affirming Identities principle (De Jong, 2011). If this principle is implemented, students’ identities are validated in the classroom, and teachers build up their instruction based on students’ cultural and linguistic backgrounds. Hence, students’ engagement and motivation to learn increase. Most importantly, students' experiences outside school are seen as a resource for learning rather than a barrier (De Jong, 2013). The choice of reading passages about Malala and Islam alongside a story from Mexico reflects teachers’ cultural awareness and implementation of culturally responsive activities as a result. I believe that this choice of materials is an instance of “multicultural curriculum content” (Gay, 2018) that shows teachers’ care for students as they can relate to some of the stories or learn more about other cultures.
Third, I wrote my observations on students’ native language use in the classroom and adherence to the principle of Additive Multilingualism. In Classrooms 1 & 2, students’ native language (s) were used to primarily provide oral or written instructions for the tasks or explain some concepts students could not grasp in English. In addition, there were bilingual posters in both classrooms. The abovementioned tools are examples of using a “co-languaging” (Lewis et al., 2012) technique. Someone with a different perspective might say that these tools account for a supportive environment and purposeful learning, but I believe co-languaging practices should be extended to the “language-as-resource” orientation. In Artifact C, I suggest implementing translanguaging techniques to ensure this. According to Garcia (2009), translanguaging includes “multiple discursive practices in which bilinguals engage in order to make sense of their bilingual worlds.” (Garcia, 2009, p.45) Translanguaging space allows bi/multilingual students to use their cultural and linguistic repertoires creatively and critically (Wei, 2011). Given what I have said about the importance of creating supportive and safe learning environments for students, translanguaging seems to be a great way to do that as it empowers both students and teachers and transforms the power relations in the classroom (García, 2009). In addition, the use of translanguaging correlates with purposeful learning as it accounts for “language & cognitive development, content understanding” (Lewis et al., 2012) and raising metacognitive & metalinguistic awareness of students as mentioned in Artifact C.
Finally, I describe the interaction patterns in the observed classrooms. Teachers in Classrooms 1&2 were mainly using the initiation-response-evaluation (De Jong, 2011, p. 187) pattern. This is problematic because such patterns do not provide many opportunities for collaboration and interaction between students to co-construct knowledge. As a result, students’ level of engagement might decline. I also made a note of how willing students were to help each other with translation when they were asked to work independently. This is precisely what I would expect to see in a classroom with respectful interactions between students, students & teachers. In Artifact C I recommend including more deliberate classroom practices when students work in small groups and collaborate with each other. A reciprocal teaching activity (Palinscar & Brown, 1996) is given as an example. In this activity, students are provided with guided practice to learn comprehension skills. Students are taught four strategies: summarizing, posing questions about a text, predicting, and clarifying parts they do not understand. At first, teachers model, and then they help students learn to guide small group discussions in their assigned role as a predictor, clarifier, summarizer, or questioner. This activity indeed ensures students’ active engagement in the learning process and collaboration between students. If I were to provide my recommendations again, I would specify how to adapt this activity to be implemented in a multilingual classroom and ensure engagement of all students. It will be necessary for a teacher to think of appropriate grouping in a way that will benefit every learner. For example, students can be grouped based on their L1. Moreover, teachers can think of additional support, such as adding visuals to the text.
Creating a supportive classroom environment where all students are engaged in purposeful learning is closely connected to my Teaching Philosophy. I believe that the best learning outcomes can be achieved if students are actively engaged in the learning process with a teacher acting as a facilitator and providing the appropriate amount of support. I especially like the idea of “cultural scaffolding” (Pawan, 2008, p. 1452) when teachers use their knowledge of students’ cultural and

linguistic backgrounds, including “funds of knowledge” (Moll et al., 1994), to provide more effective instruction and build relationships. The ability to build and nurture relationships in the classroom is vital for effective learning (Cunnigham et al., 2020; Hemmeter et al., 2021). In addition to scaffolding, collaborative learning activities that involve pair work and small group work can be used to yield students’ engagement. However, as a teacher, I have to make educated choices of when and how to organize such activities as there is a chance of “collaborative inhibition” (Nokes- Malach et al., 2015). Finally, purposeful language teaching that reflects students’ goals, needs, and interests is one of my Teaching Philosophy’s pillars, and it also ensures purposeful learning as stated in TESOL Domain 2. Thus, creating a supportive classroom environment that results in purposeful learning (TESOL Domain 4) will be one of my goals in future classrooms. To do this effectively, I will have to plan my lessons thoroughly. In the following section, I will analyze Artifact D – Observation Lesson Plan and Materials to illustrate the importance of lesson planning for successful language instruction.

[bookmark: Professional_Knowledge_Area_3:_Curriculu][bookmark: _Toc115383759]Professional Knowledge Area 3: Curriculum

Professional Knowledge Area 3 focuses on the choice of instructional materials used for effective language learning. Curriculum is a vital component of learning, as it is used to help students achieve their learning goals. Moreover, it can affect learners’ motivation and engagement and influence learning outcomes. In this section, I will examine a Unit Plan alongside a Lesson Plan to illustrate how I approached curriculum design projects while having my Teaching Philosophy’s values in mind.
[bookmark: TESOL_Domain_1:_Planning][bookmark: _Toc115383760]TESOL Domain 1: Planning
Teachers plan instruction to promote learning and meet learner goals, and modify plans to assure learner engagement and achievement.
Planning is an integral part of the learning process. From my experience as an EFL teacher and a master’s student at Peabody, I came to realize the importance of setting appropriate goals, be it goals for the whole curriculum, a particular class, or a task. These goals also have to be intertwined with students’ specific needs, goals and interests. Another critical aspect of TESOL Domain 1 is flexibility when implementing planned instruction. I feel passionate about this part as the curriculum does not “know” our students’ background & performance, but the teacher does. This understanding allows teachers to make educated decisions and adapt lesson plans accordingly to ensure students’ engagement and achievement. According to Echevarria, Vogt & Short (2010), careful planning results in meaningful and relevant learning as teachers can incorporate motivational activities that allow for real-life application of the studied concepts (Echevarria et al., 2010).
[bookmark: Artifact_D_–_Observation_Lesson_Plan_and][bookmark: _Toc115383761]Artifact D – Observation Lesson Plan and Materials

This Lesson Plan was created for my ELL Practicum at J.E. Moss Elementary School. After designing this lesson plan, I implemented it to instruct a group of 10 ELLs in grade 3 with levels of English proficiency varying from 1.0 to 3.6. Students attended this class daily during Personal Learning Time to improve their language skills with the help of an EL coach. To plan this class, I adapted a SIOP lesson plan by including the Into-Through-Beyond framework (Brinton, Goodwin & Ranks, 1994) template to ensure effective instruction.

This Artifact illustrates the focus on students’ goals. The lesson’s objectives were clearly outlined in the lesson plan using student-friendly language and presented to students on Slide 2 during the class with visual aids as an additional support tool: “Content Objective of Lesson (on the slides): I can compare & contrast school systems in different countries using a Venn diagram. Language Objective of Lesson (on the slides): I can use language for compare & contrast in writing.” The compare & contrast topic was chosen for this class as this discourse had already been presented to students in their main ELA class. Thus, the chosen language objective was aimed to further scaffold students’ understanding and the ability to use compare & contrast structures. When conducting the lesson, I explicitly introduced the objectives to students at the beginning of the class and reviewed them at the end to promote learning. Extensive research links mastery goals with an intrinsic motivational pattern that, in turn, leads to deeper level of engagement and achievement (Moeller, Theiler & Wu, 2012). Moreover, Artifact D states objectives for each task to help the teacher see connections between the tasks and how they relate to lesson’s objectives. Finally, the backward design of Artifact D that started with identifying content and linguistic goals correlated with my Teaching Philosophy, specifically with the purposeful learning pillar.
Lesson’s activities are sequenced in a way that promotes learning and ensures goals’ achievement. For example, to set the stage and activate students’ background knowledge, students watched a video about a typical Elementary school in China. Afterward, as a class, we wrote things that students noticed on the flipchart and compared these facts with J.E. Moss Elementary school. I also had a chance to bring realia (Chinese textbooks, notebooks) for students to compare. These activities were engaging for the students as they could relate to their personal experiences in school and simultaneously analyze how these experiences can differ in American and Chinese schools.
Moreover, the lesson plan includes a column called “Interactional Focus” that specifies the mode of instruction for each activity. Changes in interaction patterns from classwork and individual work to small groups and pair work ensure classroom dynamics, which in turn assures

learner engagement. This change in interaction patterns directly correlates with my Teaching Philosophy as it provides opportunities for active learning where each learner is engaged in the learning process. Also, appropriate pairing for the Venn diagram activity serves as an additional element of support for students with lower language proficiency. This type of scaffolding allows all students in the classroom to achieve learning objectives.
One area where Artifact D falls short of the TESOL Domain 1 is the space for flexibility and lesson’s plan modification. It would be a good idea to include different possible scenarios for such tasks as Venn Diagram completion and the “Beyond” task where students write compare/contrast sentences. Providing different scenarios for some of the tasks will allow the teacher to make appropriate choices based on learners' performance and level of engagement. For instance, when I was teaching this class, I realized that the pairing for the writing activity did not work as I had initially planned. If I were more flexible, for the last task I would regroup students based on their language proficiency to provide differentiated instruction: students with higher levels would work together and complete the task, while students who have just started learning English would have benefited from teacher’s support.
Thoughtful and thorough lesson planning is an integrative part of the learning process. Nevertheless, as a teacher, I should always remember that modifying those plans based on my students’ performance and engagement can foster learning and yield even better outcomes. I will ensure that the tasks are delivered to maximize students’ engagement and potential. In the following section, I will examine the importance of learning content with the help of Artifact E – Unit Plan Design.
[bookmark: _Toc115383762]TESOL Domain 7: Content
Teachers understand that language learning is most likely to occur when learners are trying to use the language for genuine communicative purposes. Teachers understand that the content of the language course is the language that learners need in order to listen, to talk about, to read and write about a subject matter or content area. Teachers design their lessons to help learners

acquire the language they need to successfully communicate in the subject or content areas they want/need to learn about.
Choosing content for the language course depends on multiple factors, such as students’ goals and needs, time, and environmental constraints. However, there are some principles to keep in mind when choosing or designing content for the language course. Two aspects stand out to me in TESOL Domain 7: Content. Firstly, it is importance of teaching the language that allows students to communicate in different contexts and for different purposes. This aspect correlates with Communicative Language Teaching (CLT). The definition of CLT is not set in stone; however, most educators agree that CLT is an approach to L2 instruction with an emphasis on communicating meaning. The debate is mainly centered around the balance between fluency and accuracy (Spada, 2007). Secondly, students need to learn the language that allows them to read, listen, talk about and write about a subject matter. This reminds me of how important it is to develop both receptive (reading and listening) and productive (speaking and writing) skills in a subject or content area where students need to utilize those skills. I will use Artifact E – Unit Plan Design to examine the content of a language course in relation to the TESOL Domain 7.
[bookmark: Artifact_E_–_Unit_Plan_Design][bookmark: _Toc115383763]Artifact E – Unit Plan Design

This 7-week Unit Plan was designed for novice adult ESL immigrants and refugees from different linguistic backgrounds with three guiding principles in mind: depth of processing; balance of meaningful input & output, language-focused learning and fluency activities (Nation & Macalister, 2010); and motivation, specifically the choice of relevant topics & attainable subgoals (Nation & Macalister, 2010; Dornyei, 1994). The Essential Question for this Unit was: “How can I communicate effectively in different situations?” and the choice of topics for each class was determined by the most common encounters adult ESL immigrants and refugees have once they arrive in the US.
I will use Artifact E to analyze whether the curriculum helps learners acquire the language to successfully communicate in everyday situations and whether it provides sufficient 
opportunities for using the language to communicate in these situations. In addition, I will examine whether the language introduced in the Unit Plan correlates with the language students will need to listen, to talk about, to read and write about in everyday situations they encounter upon arrival to a new country.
The curriculum is designed to allow learners to acquire language for successful communication in a café, bank or at a doctor’s appointment. For example, vocabulary input is provided using authentic reading and listening activities. Afterward, graphic organizers are used to record newly acquired words or collocations. For instance, in “Lesson Plan with Materials Adaptation” section, students watch a video and fill out this graphic organizer with the phrases they hear (Artifact E, Fig. 2 on p. 9). Then the teacher fills out the graphic organizer on the board by asking students what they have written down. Alternatively, volunteers write down the phrases on the board, and the teacher checks for spelling. Such approach assures that students learn authentic collocations they can use afterward in real-life contexts. In addition to vocabulary input, situation-appropriate grammar is provided as well. In Lesson 5 “Banking” (Slide 4), modal verbs “can”, “need”, and “have to” are introduced for successful communication in a bank.
Moreover, Artifact E was designed with communicative goals in mind. One of the goals states that “By the end of this unit, students will be able to engage in conversations to provide and obtain information in familiar contexts (see Unit’s topics) using high-frequency vocabulary, simple sentences & questions.” Each lesson in the curriculum provides opportunities to practice acquired language for various communicative purposes. To illustrate, Handout 2 on page 14 is used to provide practice and role-play a conversation in a bank. The same opportunity is provided in Lesson 4 Activity (slides 11 &12), where students practice ordering food and expressing satisfaction or complain about the order.
Another strength of Artifact E is focusing the content on subject matters students need to learn about. To ensure that curriculum’s topics are relevant to students’ experiences, I conducted needs’ analysis. This resulted in the choice of relevant topics. In addition, the Unit Plan provides

space for a “partly negotiated syllabus” (Nation and Macalister, 2010). In week 2, students will vote for the topic of Lessons 11-13.
Also, based on the needs’ analysis I decided to focus primarily on teaching language for speaking and listening in different contexts. Even though students have an opportunity to acquire the language necessary to fill out banking or medical documents, this does not fully correlate with the domain’s part of teaching “the language that learners need in order to listen, to talk about, to read and write about a subject matter or content area.” I think students will need to have more activities that focus on reading and writing in typical everyday situations.
Another concern about Artifact E I have is the scope of language introduced to students. When designing the Unit, I doubted whether the number of words and collocations introduced in each lesson would be sufficient for successful conversations. The lesson plans in this Unit Draft provide examples of acquiring vocabulary and grammar implicitly from videos or written artifacts, such as a conversation or a bank’s website. In the future, I will adapt this curriculum by making sure students are provided with the appropriate scope of language input and opportunities to use it in a real-life context.
Overall, Artifact E exemplifies a curriculum that was designed to meet learners’ goals with the content relevant to newly arrived immigrants and refugees. From the course overview and lesson plans, we can also see that learners will acquire language for various communicative purposes and practice it during the course of each class. In addition, this Unit Plan correlates with my purposeful learning pillar of the Teaching Philosophy as it is based on students’ needs and goals, and in terms of content, it aims at providing meaning-focused output and input, language- focused learning, and fluency development (Nation & Macalister, 2010). In the following section, I will focus on assessment of students’ performance and giving feedback in class as a part of the learning path.

[bookmark: Professional_Knowledge_Area_4:_Assessmen][bookmark: _Toc115383764]Professional Knowledge Area 4: Assessment

Assessment can be defined differently, yet it is an essential instructional component that teachers have to use. I personally see assessment as a tool to enhance learning as it allows me to adapt my instruction better and thus benefit my students’ learning. Before coming to Vanderbilt, I tutored students for high-stakes tests, such as IELTS and TOEFL, and I got used to evaluating learners using specific assessment rubrics and assigning scores. With the experience I got in my Practicum, and in the Educational Linguistics class, I came to realize that while this approach is not necessarily a bad thing, it cannot be the only instructional tool. Now I see assessment as a learning tool and have a more holistic view of language skills development.
[bookmark: TESOL_Domain_3:_Assessing][bookmark: _Toc115383765]TESOL Domain 3: Assessing
Teachers recognize the importance of and are able to gather and interpret information about learning and performance to promote the continuous intellectual and linguistic development of each learner. Teachers use knowledge of student performance to make decisions about planning and instruction “on the spot” and for the future. Teachers involve learners in determining what will be assessed and provide constructive feedback to learners, based on assessments of their learning.
Assessment’s purpose, which is “continuous intellectual and linguistic development of each learner,” seems to be the key element of TESOL Domain 3 for me. I see assessment not as an end result of learning but rather as a tool for continuous learning as in formative assessments. In addition, teachers should use assessment for educated instructional decision-making by adapting lesson plans’ activities on the spot and also using students’ performance data to plan further instruction and adapt the curriculum based on students’ needs. Finally, it is exciting for me to think about students’ involvement in the assessment process in which they not only get feedback, but also actively participate in deciding what will be assessed. The latter ensures students’ active engagement at every stage of the learning process.

[bookmark: Artifact_B_-_Part_III:_Assessment_of_the][bookmark: _Toc115383766][bookmark: Part_IV:_Specific_instructional_plan_for]Artifact B - Part III: Assessment of the learner’s current stage of SLA & Part IV: Specific instructional plan for the EL

The first artifact I will analyze for TESOL Domain 3 is Parts III & IV of Artifact B - Final

Report for the Case Study of an English Learner. This part of the case study provides Phonological, Grammar, and Semantic Assessments, using such tools as SOLOM and MLU, as well as an overall evaluation of linguistic development based on my observations and data analysis. Finally, in Part IV of the case study, I provide a specific instructional plan for my EL based on the analysis and assessment.
Firstly, Artifact B exemplifies my skills in gathering and analyzing data on my EL’s performance and previous learning experience. For example, I used our Zoom recordings to analyze Enriqueta’s phonological skills, such as pronunciation, fluency, and comprehension, and assign a corresponding score from the SOLOM Teacher Observation sheet. I used MLU to assess EL’s morphological ability in speaking and writing, and various tools, such as CEFR checker and Type-Token Ration to evaluate semantics.
Most importantly, based on this assessment and my observations of spoken and written samples, I provide a specific instructional plan for Enriqueta, including areas for further improvement and examples of activities that can enhance her linguistic skills. For example, I suggest using the 6R approach (Martinez-Flor & Uso-Juan, 2006) to get practice with positive and negative face (Yule, 2020). What seems to be missing in this part, though, is an additional focus on continuous intellectual development of the learner. The recommendations I provide in Part IV of Artifact B purely focus on the linguistic development. When doing such an assessment in the future, I will ensure that the content I use for linguistic skills development also benefits learners’ intellectual development. To do this, content-wise, I will choose meaningful input materials on the topics that foster development, such as advances in technology, well-being, self-development, professional development etc. 
Finally, this assessment does not entail providing the student with feedback on the spot and implementing the instructional plan in the classroom. If I were to do such an analysis in my future classroom, I would have an opportunity to do that. The assignment also does not provide space for

either on-the-spot feedback or constructive feedback. Nevertheless, this is something to be implemented in the actual classroom by providing on-the-spot corrective feedback or evaluating students’ strengths and areas for development based on a summative or formative assessment. 
Artifact B – Parts III and IV gave me an opportunity to analyze my “EL’s language abilities using a variety of tools (SOLOM, MLU, Type-token ratio) and simultaneously reflect on aspects that might fall beyond the rubrics.” In my future classroom, I will supplement this type of assessment with on-the-spot feedback alongside a greater variety of assessment tools, such as formative assessments (or assessments for learning) and summative assessments. The choice will depend on the classroom context and students’ goals. And some of these tools will be negotiated with my students to ensure engagement and a more comprehensive approach to evaluation. Such assessment and instructional plan also illustrate the “purposeful language teaching” tenet of my Teaching Philosophy. They serve as a tool for planning future instruction that corresponds with my learner’s goals and needs.
[bookmark: Artifact_F_–_Observation_Lesson_Plan][bookmark: _Toc115383767]Artifact F – Observation Lesson Plan

In addition, I would like to analyze Artifact F – Observation Lesson Plan to reflect on the various components of TESOL Domain 3, emphasizing providing feedback. This lesson plan was implemented in the 3rd grade PLT classroom on 22 March 2022 with 5 ELs whose WIDA levels varied from 2.7 to 3.6. The Lesson plan states the following related to assessment: “Feedback: Both corrective & motivating feedback is provided when appropriate (both content and language- related).” According to Brown & Abeywickrama (2019), “Whenever a student responds to a question, offers a comment, or tries a new word or structure, the teacher subconsciously appraises the student’s performance.” This is precisely what I was doing when implementing the lesson plan in the classroom.
Artifact F exemplifies two aspects of TESOL Domain 3: making decisions about the further course of the class on the spot and providing learners with constructive feedback. To illustrate the former aspect, I will use the second “Through” activity, where students were instructed to create questions and interview their classmates. The lesson plan suggests modeling the first two questions

and giving students a chance to practice creating the rest of the questions in their small groups. As students started working independently, I noticed they were having difficulties formulating the questions. Consequently, I made an on-the-spot decision to get together as a class and write the questions together on the board.
Artifact F also provided space for constructive feedback. As I was monitoring students’ work in small groups, I provided informal assessment by providing unplanned comments and coaching (Brown & Abeywickrama, 2019, p. 6). For example, I used encouraging phrases, such as “Well done!” or “This is a great example!”. Moreover, I was using some coaching techniques, such as asking questions. For instance, I would ask students to double-check the spelling when filling out graphic organizers or ask whether the detail they included should go under the heading of Challenges or Solutions. These kinds of questions allowed students to refine their answers based on the text, thus promoting their learning.
As stated in my Teaching Philosophy, providing ongoing and constructive feedback is a tool to boost students’ motivation. Artifact F illustrates that as a teacher, I considered what to say, and I was mindful about how to say it and when to ensure students feel supported and the learning process is effective. Involving students in choosing what will be assessed or the format of assessment is an area for me to consider in my future classroom.

[bookmark: Applications_to_Practice:_Implications_a][bookmark: _Toc115383768][bookmark: TESOL_Domain_8:_Commitment_and_Professio]Applications to Practice: Implications and Future Considerations 
[bookmark: _Toc115383769]TESOL Domain 8: Commitment and Professionalism
Teachers continue to grow in their understanding of the relationship of second language teaching

and learning to the community of English language teaching professionals, the broader teaching community, and communities at large, and use these understandings to inform and change themselves and these communities.
[bookmark: Analyses’_Implications][bookmark: _Toc115383770]Analyses’ Implications

Artifact analyses I performed in the previous section allow me to see how my Teaching Philosophy values are reflected in my journey at Vanderbilt. As a language instructor, I advocate for student-centered instruction and foster supportive relations in the classroom. Moreover, I believe in the importance of students’ backgrounds and prior knowledge alongside developing metacognitive skills and boosting their motivation for learning. Finally, high-quality instruction should be purposeful and reflect students’ goals, needs and interests. Some artifacts live up to my Philosophy’s pillars. However, some of them fall short of those values and need to be refined in my future practice.
Several artifacts exemplify how I have connected a tangible experience during my program at Vanderbilt with my Philosophy’s pillars. For example, understanding and valuing students’ cultural and linguistic backgrounds is reflected in Artifact A and my Practicum experience (Artifact D, Artifact F). Such Community Literacies Investigation project is an effective way to get to know my learners, their communities, and background. The next step would be using this knowledge of identity and context in the classroom at all levels of instruction. And even though for my Practicum experience I did not have a chance to perform a similar Community Literacies Investigation, I obtained data on students’ backgrounds from their EL teacher, and I was able to expand upon this information with the choice of lessons’ topics and activities. For instance, in one class, we explored the differences and similarities between American and Chinese schools, and in another class, our lesson was centered around this Essential Question: “How do stories help us understand immigrants’ experiences?” Such choice of topics and lesson materials alongside

genuine curiosity about my students’ cultural and linguistic backgrounds helped create a safe and supportive environment for learning.
Valuing students’ cultural and linguistic backgrounds is interconnected with creating safe and supportive environments for students. Artifact C shows how creating supportive environments was actualized during my observation of classrooms in Glencliff High School, and Artifacts D and F illustrate my own implementation of this pillar in the classroom at J.E. Moss Elementary school. During these experiences, I realized that nurturing relationship in the classroom may take some time as both students and teachers learn about each other. As I got to know my students better over time, it became easier for me to connect classroom activities with students interests and backgrounds and nurture our relations. This, in turn, resulted in a supportive environment with students actively participating in the learning process and collaborating with peers.
In addition, I expanded my understanding of purposeful language teaching when I was doing The Final Report for the Case Study of an English Learner (Artifact B) and applied some of those principles in my Unit Plan Design (Artifact E) and my Practicum experience (Artifact D, Artifact F). While doing the Case Study and working on my Unit Plan, I realized the importance of a thorough needs analysis and subsequent adaption of a curriculum based on students’ needs, goals, interests, and progress. Luckily, I had quite a lot of flexibility with lesson planning for my Practicum experience. For instance, I was free to choose topics for our classes based on my knowledge of the school’s curriculum and students’ interests and goals. Moreover, having information about students’ cultural and linguistic background as well as their English proficiency levels helped me formulate content and language objectives for the lessons and ways to achieve them engagingly. I also made educated choices of how to balance four strands of language instruction: meaning-focused output and input, language-focused learning and fluency development (Nation & Macalister, Ch. 6, 2010). Implementing the SIOP model was a helpful tool to do that. As students' level of English proficiency varied, I tried to be conscious about grouping students for some activities to ensure every learner benefits from either pair work or group work.

Nevertheless, in my future contexts, be it an ESL or EFL environment, I envision having a set language curriculum. Whereas having a set curriculum provides structured learning that meets existing standards and correlates with required assessments, it often lacks opportunities for individualized learning. I hope that in my future classroom, I will have at least some amount of flexibility when I can alter some of the activities to ensure every student in my classroom benefits from instruction. This is especially important in school settings or General English courses in private centers. Yet, I would like to have a certain extent of freedom in curriculum implementation, even in test preparation classes, such as TOEFL or IELTS. Such an approach will give me an opportunity to make necessary changes that will benefit my students’ learning as I get to know more about them as learners. Nevertheless, if I am not given a lot of freedom, I can still put some of my core beliefs into practice. For instance, during my internship experience at the Institute of Reading Development, I had to follow the provided curriculum to ensure that all students receive the same reading and writing instruction. However, I was still able to personalize my classes with the help of small talk conversation, creating supportive environment in an online classroom, and nurturing relationship with students during individual sessions or while providing on-the-spot feedback and encouragement. I also had a chance to tailor follow-up discussion questions based on students’ responses to ensure they are challenged (to the right extent) and motivated. 
Motivation is an integral part of language learning, and as a teacher, I should be aware of this factor and structure my instruction to maintain or boost students’ motivation. Artifacts E and F show how I actualized this belief in designing a Unit Plan and providing feedback in the classroom. Artifact F illustrates that as a teacher, I considered what kind of instant feedback to provide, and I was mindful about how to say it and when to ensure students feel supported and the learning process is effective. Furthermore, in my Unit Plan Design, motivation, specifically the choice of relevant topics & attainable subgoals (Nation & Macalister, 2010; Dornyei, 1994), was one of the top design principles. I would be curious to see how this curriculum is implemented in the classroom and how a teacher makes necessary changes to maintain motivation and help learners meet their goals.
However, there are some areas where my instruction or practical experience have fallen short of the Teaching Philosophy’s pillars. In addition to outlining those aspects, I would also provide considerations for my future instruction.
Promoting students’ autonomy in the classroom and facilitating metacognitive skills development for effective learning are a part of my Teaching Philosophy. Even though I made some attempts to do this in my Practicum experience (Artifact F) when I presented objectives and

made connections to those goals in the course of the lesson, or when students worked with a Venn diagram in class and discussed strategies to differentiate between main ideas and details in the text, I think many more activities to develop metacognitive skills should be a part of my future classroom. For example, one of the ways to develop these skills is to prompt reflection by building the habit of asking questions, such as “What are three things you’ve learned or are excited about from this class?” (Son L. et al., 2020). I also think that translanguaging is one of the strategies that can be used in the classroom to raise students’ metacognitive awareness of their linguistic repertoires. During my Practicum experience, I could observe code-switching and the use of L1 when students were working in pairs, and I would like to implement this strategy in my future classroom and reflect on this experience. I am also curious to see how this strategy can benefit EFL students.
Moreover, I would like to keep nurturing relationships in my classroom that validate students’ backgrounds. I attempted to do that during my Practicum and in my Unit Plan Design (Artifact E), but I think these attempts should be extended further. For instance, even though I could speak a bit of Spanish (enough to have a conversation), I did not feel comfortable doing so with students whose L1 was Spanish. I assume this might be my own insecurity of being a language learner, which prevented me from feeling comfortable communicating in Spanish. On the other hand, nurturing relationships might take time, and I am excited to further explore this aspect in my future classroom.
[bookmark: Future_Considerations][bookmark: _Toc115383771]Future Considerations

Some areas I want to explore further in my work environment are: application of various strategies and techniques in the classroom and curriculum design and lesson planning. Thanks to the courses I have taken at Vanderbilt and practical experience that I got along the way, I could outline my Teaching Philosophy’s pillars and reflect on how those pillars were actualized in the artifacts. Nevertheless, there are various aspects that I want to explore further.

Firstly, I am curious about practical application of the concepts I learned about in both ESL and EFL contexts. As I have mentioned previously, I would like to further explore the topic of bilingual practices, specifically “translanguaging”. It would be inspiring for me to see how it can be applied in the EFL context. I think the appropriateness of such activities will depend on the students’ language learning goals, as translanguaging pedagogies seem to be beneficial to developing students’ academic language skills, such as academic reading, and developing a more comprehensive knowledge of syntax and morphology. In my future classrooms, I will try to make educated choices on using different strategies that better assist my EFL learners. I might try out implementing a translanguaging activity, reflect on the process and outcomes, and adapt it for the further use. 
In addition, I found Artifact B assignment to be very insightful as it provided me with a comprehensive understanding of my learner’s language development. However, I wonder how viable such a thorough analysis is in a real classroom where I work with 20-30 students. To address this challenge, I will prioritize certain parts of Artifact B and create a condensed version of each student’s profile. For instance, I will consider students’ goals, strengths, and needs and choose only 1-2 areas to evaluate and consequently develop an instructional plan. This process will be ongoing and can be used as a formative assessment for learning.
Finally, I was excited and challenged at the same time when creating lesson plans and the Unit Plan. Learning about approaches to curriculum design was a new aspect for me as an educator. The biggest challenge was to outline the goals of my course and objectives for each lesson. I think in my future context, I will struggle less with this, as now I know which factors to consider for designing those goals. I also hope to not only create a curriculum but implement it or see it being implemented and make necessary adjustments based on students’ and teachers’ feedback and my own observations.
As an educator, I strive for constant professional development, which was one reason to enroll into the English Language Learners program. In the future, I envision being a part of a community where teachers and mentors conduct observations and share their constructive feedback. I found this part of my program to be extremely helpful during my Practicum experience,

and I hope to have the same opportunity for mentor, peer-to-peer feedback and self-evaluation in the future. Moreover, I plan to keep myself up-to-date with current empirical-based research on teaching and learning and try out new strategies in my classroom. Finally, I am getting more curious about informal learning spaces outside the classroom and how they can be beneficial to language learners, so this is an area I would like to explore concerning language learning.
Creating this Capstone Portfolio allowed me to formulate my core beliefs as a language instructor and analyze how I have already implemented these beliefs in my Practicum classroom or assignments for the classes I have taken. Moreover, I had a chance to reflect on the areas that still require improvement in my teaching practices. In the future, I hope to continue growing as an educator, and create growth opportunities for my learners in a supportive and safe environment. 
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Community Literacies Investigation
Focal question: School’s role in facilitating EL’s path to success and community resources for immigrant communities.
Fall-Hamilton Elementary School: first impressions
Image 1
[image: ]
Image 2
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The Fall-Hamilton Elementary School is an elementary school in Nashville that focuses on student achievement, leadership, well-being & support. Not only it supports its students, but also families: Image 1 is a screenshot from the main page of the school’s website. This tool is one of the indicators that shows care and support for students and families from different backgrounds. Image 2 shows posters that are aimed to inform families and students of their right to receive free public education and necessary educational services even if they are in a challenging situation at the moment. These are just a couple of the many examples of how Fall-Hamilton supports families. 
The school provides EL services to students: one EL teacher works full-time and instructs EL classrooms. In addition, this teacher comes coteach to the classrooms. This approach benefits not only EL learners but also other students in the classroom. For EL learners it is beneficial as they do not miss a part of their class; this gives ELs opportunities to interact with their classmates and build relationships. Simultaneously, through such co-teaching practices, other students in the classroom have an opportunity to expand their horizons and also learn more about cross-cultural communication and different languages. Although this type of EL services is considered to be an example of a monolingual approach, ‘push-in second language model’ (De Jong, 2011, p.117) can still benefit ELs tremendously. A lot depends on how an EL teacher builds a curriculum for these students, and whether their language and background are seen as an asset to the learning process. 
Image 3                      Image 4                          Image 5
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In addition, in some of the classrooms it was possible to see some artifacts that allow to make assumptions on how support is provided to students in the classroom by a particular teacher. This is an example of broader definition of advocacy when teachers make decisions in their classrooms (de Jong, 2011, p.3). For instance, Image 3 is displayed on a classroom door to promote cultural awareness of different salutation types in various languages. Image 4 is a good example of adding cross-cultural elements to a reading skills development class. This type of activity can raise cross-cultural awareness and make some students in the classroom feel more comfortable as they can relate to the cultural content and make connections. In Image 5 there are various bilingual (English-Spanish) books that are used in the EL classroom. These are great sources to promote literacy by taking into account students’ ‘Funds of knowledge’ (Moll et al., 1992). This kind of caring for multilingual students is one of the key features of culturally responsive pedagogy (Gay, 2010). 
Moreover, the school promotes cultural diversity awareness by having resources and posters, such as ‘Learn about famous Hispanic Americans’ wall with the pictures and brief biographies of artists, writers and athletes. These posters are an example of cultural appreciation and diversity. 
Casa Azafran
Casa Azafran is a unique place in Nashville as it offers a variety of services to different immigrant communities, such as immigrants and refugees from Latin America and Middle East. Consequently, a lot of signs are tri-lingual in English, Spanish and Arabic:
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	This organization is famous for its holistic approach towards assisting Nashville’s immigrant population. Such services as a healthcare clinic, immigration lawyer services, educational and language service, employment opportunities are provided by ten non-profit organizations. The main values of Casa Azafran are creating a sense of community and promoting multiculturalism and cross-cultural exchange. The motto ‘Nuestra casa es Tu casa’ (www.casaazafran.org) is a great reflection of these values. 
Plaza Mariachi	
As we were driving to Plaza Mariachi, we could see a lot of small businesses, such as fast food cafes, immigration lawyer & financial services, pawn shops, tires & garages, international food markets. Mostly the signs were either in both English and Spanish or in Spanish only. These kinds of areas as well as Plaza Mariachi would be a great source for teachers to learn more about their EL’s cultural and linguistic background.
	Plaza Mariachi itself is a fascinating place that is enriched with culture. As we were walking in, the first thing I saw was a music performances schedule. One of the employees in the Plaza told us that the Sunday’s concert was to start in one hour. Shops displayed a variety of casual clothes and clothes for special occasions, such as dresses for Quinceañera that looked gorgeous. We also went inside a small shop full of sweets and snacks to buy lollipops with chili. A girl with her mom were at the cashier, politely speaking to me in English, and in Spanish between themselves. The same happened when I was ordering coffee: a teenager who took my order spoke in English with me and in Spanish with his mom, who was preparing some food in the kitchen. This made me think about bilingualism and linguistic diversity right away, the whole place was full of multiculturalism and bilingualism with English and Spanish being heard everywhere. One of my classmates started to speak in Spanish when she was ordering some food, the employee was pleasantly surprised as he started smiling. This example illustrates the importance of cross-cultural communication, and the role of language in forming relationship.   
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	In Plaza Mariachi we also saw Nashville Noticias Breaking News in Espanol and information about bus services to Mexico. Interestingly, COVID-related information was presented in a bilingual flyer as well as various posts about culture. For instance, there was a post about Mariachi classes in Wright Middle and Glencliff High School. This is a great initiative aimed at cross-cultural exchange and communication. We also saw bilingual signs in the playground:
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	The artefacts we observed in these places reminded me of an important concept and an educational theory, namely ‘language-as-resource orientation’ (De Jong, p.105) and Sweller’s Information Processing theory of learning. The former concept views immigrants’ native language as a useful resource that contributes to successful learning. In addition, cultural and linguistic backgrounds are essential for students’ self-identification, they can contribute so much to the learning process if these backgrounds are appreciated. Students can get a sense of belonging and community, and as a result demonstrate better academic performance as well. The Information Processing theory posits that priming existing knowledge is essential for successful learning (Sweller et al.,1998); thus, students’ cultural and background knowledge should be taken into account for effective classroom instruction. 
	Finally, as educators we should take advantage of various resources available to us to support ELs. In addition to incorporating cross-cultural and multilingual activities in the classroom, we can consider getting to know our students’ stories by having such field trips as the one to Plaza Mariachi or Casa Azafran and incorporating this knowledge to improve our instruction. 
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Educational Linguistics/Second Language Acquisition Final Report

Part I: Introduction to the Learner
Enriqueta is from Mexico, and her native language is Spanish. She started learning English in Mexico, mainly by reading academic articles while she was studying at university. Thus, the learner had basic knowledge and good reading skills prior to moving to the US. Enriqueta has been living in Nashville for 18 years now, but only recently started formal instruction with Conexion Americas. The main goal of taking classes is to improve her pronunciation. Enriqueta also frequently communicates in English with her grandson and practices English in everyday settings and at work/for training purposes. One of the learner’s characteristics is “integrative motivation” (Yule, p. 225) to learn the language and positive attitude towards learning and making mistakes alongside with a high level of self-awareness as a learner.  Enriqueta herself mentions age as a hindering factor for language learning, (Visit 1, line 53), yet she is very determined and showcases growth mindset. 
Part II: Description of the learner’s oral language abilities
Pragmatics
Overall, Enriqueta demonstrates solid pragmatic skills in the conversations. Her utterances reflect adherence to various types of context and Grice’s Maxims. The EL’s utterances reflect adherence to situational context; for instance, in Visit 1, lines 7-27 the EL talks about her actions, such as an attempt to turn on the camera, or the necessity to go to her house to charge the phone. This illustrates that the student understands that Zoom is being used and that the interviewer is also aware of technical aspects. Enriqueta demonstrates adherence to the linguistic context throughout all 3 visits. She consistently stays on topic and responds to the questions that are asked by the interviewer. For example, in Visit 3, lines 34-35 the interviewer asks Enriqueta whether she prefers an online or offline job, and she expresses her preference of having an offline job and provides details in lines 36-39. The EL always makes connections to what has been previously asked or said by the interviewer. The example of the latter can be found in Visit 3, lines 55-60 where the interviewer says that being a translator is challenging, and Enriqueta continues talking about these challenges. In terms of social context, Enriqueta shows awareness of our relationships and throughout 3 visits we can notice how conversations become more informal. For instance, in Visit 3 the EL feels more comfortable sharing some personal information about work compared to Visit 1. One exception of adherence to social context can be seen in Visit 1, line 27 ‘Okay, you can start’. This seemed to be too direct for the interviewer. However, with the hindsight, this impression is more likely the result of word choice rather than a violation of social context because throughout the rest of the conversations Enriqueta is skillful with utterances that serve as requests (Visit 1, line 197: ‘Excuse me, what is your question?’, or using the phrase ‘Excuse me?’ in Visit 3, line 41). 
In addition, Enriqueta’s utterances adhere to Grice’s Maxims. She adheres to the Maxim of Quantity throughout the conversations by providing informative examples, and at the same time does not provide unnecessary information. For example, in Visit 1, lines 209-224, the EL does not have enough information about the interviewer’s background knowledge of Nashville. Instead of going into details to describe the location of the neighborhood she lives in, the EL gives just one piece of information at a time, checks with the interviewer’s familiarity with these areas, and then moves on, based on the responses and reactions. Another example is observed in Visit 3 when Enriqueta describes the celebration of the Day of the Dead. At the same time the EL demonstrates a good judgement in regulating how much information she provides on personal topics and this tendency changes from Visit 1 when she was not ready to share a lot about her classes in Conexion Americas or about her job to Visit 3 when the EL provides much more personal information about her job and unpleasant experiences in winter. Enriqueta also adheres to Maxims of Quality as she always provides evidence suitable in the context of conversation to support her claims. The student mostly provides details about her previous experiences, and uses her own experience to support claims (Visit 1, lines 122-125), to talk about the weather in Nashville (Visit 3, lines 150-182) or to describe her job training experience (Visit 2, lines 23-64). The EL adheres to the Maxim of Relevance throughout the conversations. One of the most illustrative examples is in Visit 1, lines 41-42, where the interviewer clarifies the type of context and the level of formality by saying and the EL picks up by starting to introduce herself. This example also illustrates understanding of “implicatures” (Yule, p. 175) and “social context” (Dawson & Phelan, p. 277). The interviewer does not directly ask for an introduction; however, the utterance in line 41 implies that the conversation partner is being treated equally in terms of the power relationship and has freedom to initiate conversation and ask questions. The EL quickly picks up this implication and continues the conversation without being asked a question. In Visits 2 and 3 Enriqueta continues to provide responses and comments relevant to the topics of conversations. The Maxim of Manner differs from the previous three as it assesses how information is presented (Dawson & Phelan, p. 282). For instance, the EL tells a story in a chronological order (Visit 1, lines 56-58) and keeps building her responses from general to specific by adding details when necessary (Visit 3, description of the Day of the Dead, lines 86-95). 
Other areas of strengths include the use of “pragmatic markers” (Yule, p. 155) such as ‘you know’ (Visit 1, line 102) and ‘right?’ (Visit 3, line 125). Moreover, the EL successfully uses references and presupposition to maintain a conversation (Yule, p. 153, 155). For example, in Visit 1, line 57 ‘there’ refers to Mexico, in Visit 3, lines 37-38 ‘he’ refers to ‘my son’. Another example is the use of implicature in Visit 1, line 72 ‘I got my pronunciation and everything’. The EL takes the listener’s background knowledge and linguistic context into account and assumes that the interviewer will understand that by ‘pronunciation’ challenges with pronunciation are meant. There are also examples that illustrate the EL’s understanding of various communicative goals, such as being humorous (Visit 1, line 95) and the appropriate use of speech acts such as asking questions (Visit 1, lines 15, 33; Visit 3, line 160), giving advice (Visit 1, line 159; Visit 2, line 177), making requests (Visit 1, line 197).
Areas for improvement include making requests in different contexts with the appropriate word choice. In addition, the learner might benefit from instruction on positive and negative face because this aspect of pragmatics varies in different cultures (Yule, p.156).
Phonology
During the 1st conversation Enriqueta mentioned that pronunciation is the biggest challenge for her, and oftentimes people do not understand what she is saying. And in Visit 3 the EL also expressed her surprise that the interviewer understood het pretty well. However, it is important to analyze various aspects of phonological ability. 
Strengths: Enriqueta puts the correct stress in the words she uses with the exception of the word ‘desert’ (Visit 2, line 155). In addition, she demonstrates awareness of prosody level features/suprasegmentals such as intonation (Visit 2, line 12, Visit 3, line 2) and sentence stress (Visit 2, lines 95-96). Moreover, she demonstrates fluency by using coalescence in informal phrases: (lemmi (‘Let me’) Visit 1, line 11, kinda (‘kind of’) Visit 2, line 24, donwanna (‘don’t want to’) Visit 3, line 73). Enriqueta’s speech is also fluent and coherent for the most part, she is willing to speak at length. However, in rare cases there is certain hesitation or self-repetition (Visit 1, lines 56-58, Visit 3, lines 29-31). Even in this example in Visit 1, the EL was trying to retrieve some memories about the past, so the hesitation seems to be not language-related. The change of this pattern occurs when the EL is asked to talk about a more abstract topic in Visit 3 (describing a holiday celebration on lines 97, 102-103) The speed of Enriqueta’s speech was usually quite fast. Coherence is ensured by the use of linking words to present the logical relationship of ideas. For example, in Visit 1, lines 69-74 she uses transition signals such as ‘but,’ ‘also,’ and conjunctions ‘because’ and ‘so’ to show cause-effect logical connections. This pattern is consistent throughout all 3 visits. 
Areas for improvement: Pronunciation seems to present the biggest challenge for intelligibility of speech as it is hard for the listener to understand certain words or phrases (see Appendix A). Pronunciation patterns that may hinder understanding include tendencies such as insertion of /e/ before consonant clusters (Visit 2, line 41 eslow (‘slow’), Visit 2, line 56 especific (‘specific’), Visit 1, line 78 eSpanish (‘Spanish’).  This can be explained by the theory of L1’s phonology influence on L2 pronunciation as in Spanish there is always a vowel before a ‘consonant cluster’ (Yule, 2020), for example, ‘escuela’. Thus, ‘permitted phonotactics’ (Yule, 2020) for consonant clusters vary significantly in English and Spanish. However, this pattern only occurs if the preceding word ends with a consonant sound. For example, ‘ready to sleep’ (Visit 3, line 12) does not include insertion. Another pattern is substitution of a voiceless fricative with a voiceless stop (Visit 2, lines 48, 122 tim (‘theme’), tree (‘three’). However, Enriqueta pronounces ‘thank you’ (Visit 2, line 18) correctly. This might happen as ‘thank you’ is a commonly used phrase. Mispronunciation of /dʒ/ phoneme hinders understanding as well in words such as yast (‘just’), yoint (‘joined’) (Visit 2, lines 41, 124), yob (‘job’) (Visit 1, line 95). This can also be explained by patterns of L1 pronunciation and popularity of the /j/ sound. However, in Visit 3 this feature is not consistent and the /dʒ/ is once pronounced correctly in ‘just busy’ (Visit 3, line 4). The EL also pronounces /r/ sounds as they appear to be pronounced in Spanish. However, this does not impede intelligibility of what is being said. In addition to the abovementioned errors, another area that deserves attention is dropping consonants at the end of words (fain (‘find’) Visit 2, line 24, chein (‘changed’) Visit 2, line 14 – in this case it might be a grammatical error as well) and mispronunciation of vowels: unable (‘unable’) /u/ instead of /ʌ/ Visit 1, line 9, population with /u/ instead of /jʊ/ Visit 2, line 127, mOney  (‘money’)  Visit 1, line 97.
Grammar (Morphology)
	Overall, Enriqueta demonstrates solid knowledge of morphology, especially in writing samples, but there are a couple of exceptions in oral utterances. 
The use of inflectional morphemes to indicate grammar tenses is somewhat inconsistent in Enriqueta’s spoken utterances. She skillfully uses -ed inflectional morpheme in the construction ‘used to do something’. However, there is no consistency in the use of Past Simple forms. For example, in Visit 3, lines 173, 175 the EL skillfully uses -ed and -ing morphemes for Past Simple and Past Continuous tenses as well as irregular Past Simple verbs ‘went’, ‘said’. Simultaneously, in Visit 3, line 170 the verbs are used in the present tense rather than the past tense, so the use of past tenses in speaking requires more attention. The same pattern is seen in the use of -s inflectional morpheme for 3rd person singular: he translate vs. he translates. I think this difference might be explained by phonetic patterns rather than morphological skills. The use of derivational morphemes can be seen in such words as ‘translator’, ‘celebration’, ‘respectful’, ‘co-workers’ in Visit 3. However, the adverb ‘accurately’ is not formed correctly, so the use of adverbs seems to be the area for further improvement. The use of derivational morphemes, such as articles and prepositions alongside with the auxiliary verb ‘to be’ (Visit 3, line 87) in speaking seems to be another area for improvement. For instance, ‘another people’ is consistently said instead of ‘other people’, articles are rarely omitted as in ‘this is old, old tradition’. The EL oftentimes omits prepositions (Visit 2 ‘they pay you this training’, Visit 3, lines 33, 86, 104) or uses Spanish pronunciation of the preposition ‘in’ (pronounces as ‘en’: ‘Visit 2 ‘en Zoom’, Visit 3 ‘to, en Mexico’). On the contrary, Enriqueta demonstrates quite advanced morphological ability in writing  by appropriately using inflectional morphemes (-ed suffix for Past Simple & Past Perfect tenses; -s suffix for 3rd person singular in Present Simple; -er suffix for comparative forms of adjectives), derivational and functional morphemes (see specific examples in Appendix B, Tables 1a & 1b). Enriqueta uses a number of derivational morphemes in the essay to form nouns (happi ness, un certain ty), adverbs (dai ly) and adjectives (econom ic), while the number of inflectional morphemes reduces compared to the email sample. This prevalence of morphologically complex words (Nagy & Townsend, 2012) illustrates the EL’s high level of academic English skills. The use of functional morphemes such as a conjunction ‘since’ and prepositions that go together with adjectives (‘contingent on’) illustrate a high level of student’s morphological writing ability. Thus, morphological patterns in writing and speaking vary significantly as oral speech is unplanned, while writing allows for corrections and the use of additional resources.
Grammar (Syntax)
Enriqueta shows awareness of certain syntactic features; however, this area also requires further attention in oral communication. 
In oral communication Enriqueta adheres to English Subject-Verb-Object word order rules with rare exceptions (Visit 3, line 160), and at times she omits subjects (Visit 3, line 49). This might be explained by challenges constructing sentences with dependent clauses in speaking. The logical linking devices used by Enriqueta are connectors such as ‘because’, ‘so’, ‘but’ and ‘and’. These are the most typical connectors in oral communication. (Crosson & Lesaux, 2013). However, at times we can see an incorrect use of cause-effect logical connectors ‘because’ and ‘so’ in one sentence (Visit 3, lines 29-33). Syntactical ability can be further improved by adding more logical linking devices for cohesion. Generally, Enriqueta skillfully uses pronominal phrases to replace noun phrases ‘my son’  ‘he’. However, this might also be an area for improvement in dependent relative clauses (Visit 3, lines 94-95: ‘they’ have to be replaced with ‘who’). An area that deserves attention is a tendency to begin a phrase, hesitate and start the sentence/phrase over (Visit 2, lines 60, 89; Visit 3, lines 36-37; 124). This might be a feature of spontaneous speech and/or lack of experience using a variety of sentence structures to express ideas in oral communication. In addition, the use of gerunds requires attention in a phrase: ‘Sorry for cannot answer before’. In written samples Enriqueta uses a variety of sentence structures, such as complex, compound and complex-compound sentences. However, at times the sentences consist of too many clauses (5-6) and it is difficult for the reader to understand the connections (Sample 1, Sentence 2: ‘When I arrived…’). Sample 1 contains positive examples of using Past Perfect tense and Reported speech. In Sample 2  positive syntactic features such as the use of dependent clauses (Sentences 1, 2), compound sentences (Sentence 3), parallel structures ‘possibilities of findings a job, having a better quality of life…’, Passive voice (‘economic issues were contingent on’) and past tenses, demonstrate a high level of syntactic ability. Sample 2 is an example of a well-written academic essay that can further benefit from using more appropriate academic linking devices and differentiating verbs in past tenses. 
	To further elaborate on syntactic ability, it is important to describe Enriqueta’s word order of statements, questions, the use of negation and complex clauses. Firstly, Enriqueta adheres to the word order of statements and negation in the standard English language both in writing and speaking (Visit 3, lines 56-57, 69, 73). In addition, ‘I no longer live there’ example from writing Sample 1 illustrates an advanced way of making negative sentences. ‘I did not know anyone’ and ‘And the language was unknown to me’ are also examples of using negation for past tenses and using negative prefixes instead of a regular negation ‘was not known’. One exception is the phrase ‘it’s no snow’ in Visit 3. Here ‘it’ has to be substituted with ‘there’ or ‘is’ has to be replaced by an auxiliary verb ‘doesn’t’. From my experience, words such as snow and rain are confusing for ELs as they can serve both as a noun and a verb, this leads to confusion. The types of questions Enriqueta asked in Visit 3 were the phrases such as ‘you know?’ and ‘right?’ for pragmatic purposes. Another example is ‘Lots of snow we have snow in what is the? February?’. This question uses the right word order; however, the EL could find the answer herself and she did not finish the question. An example from Visit 1 ‘So, are you Russian?’ also demonstrates the use of correct word order in a question. In writing samples Enriqueta uses complex clauses ‘I told them that I had called…’, if-clauses and other types of dependent clauses with ‘when’ and ‘with whom’. The same level of complexity is seen in the oral utterances as well with the use of dependent clauses that are connected with ‘because’, ‘when’ but with a much lower frequency compared to the writing samples. However, as mentioned earlier, some sentences in the writing samples would benefit from being separated into 2 different sentences. 
Semantics
To analyze Enriqueta’s semantic ability, a part of Visit 3 where she talks about her job training (informal conversation) and describes celebration of the Day of the Dead (more abstract topic) was chosen (Visit 3, lines 27-148). 
Word choices: Overall, Enriqueta uses both general everyday vocabulary alongside some examples of more sophisticated vocabulary. She demonstrates her awareness of the ‘register’ (Richards, 1976) by using informal words and collocations, such as ‘back to the normal’ (misuse of the article), ‘don’t wanna do’, ‘keep saying the same thing’. Simultaneously, the EL chooses more formal and more advanced words when she wants to express an abstract idea. For instance, when Enriqueta describes the Day of the Dead and its history, she uses such words as ‘to conquer’, ‘deny’, ‘celebration’, ‘custom’, ‘altar’, ‘pray’. 
Word knowledge (González-Fernández & Schmitt, 2017): Overall, Enriqueta demonstrates solid word knowledge with just a couple of exceptions. In terms of form, the EL pronounces the words correctly with the exception of certain sounds presented in Appendix A. She is also aware of the word parts: ‘celebration’ vs. ‘celebrate’. However, forming adverbs seems to be challenging. The EL uses the word ‘accure’ instead of ‘accurately’, but the meaning is still clear as the part that presents the meaning is said clearly. In terms of meaning Enriqueta also uses such lexical relation as synonymy to make a more appropriate word choice: ‘conquer’ is replaced by ‘come to America’, ‘custom’ and ‘tradition’. Finally, the EL skillfully uses the words and collocations in context: ‘they give you advice’, ‘pay respect’, ‘apply for jobs’, ‘talk to another people’. The latter contains a grammar error in the use of ‘another’, yet, the colocation ‘to talk to people’ is used appropriately. These examples are also indicators of Enriqueta’s depth of word knowledge as she is for the most part aware of word class, collocations and the use in context. An interesting semantic feature we can observe in this sample is using description to convey the meaning of the word form that the EL has forgotten. That means that the word ‘cemetery’ is a part of receptive word knowledge but not a part of productive knowledge yet (Nagy & Townsend, 2012). This also indicates the EL’s breadth of knowledge. Enriqueta knows quite a lot of words, but sometimes it is difficult to retrieve them in spontaneous speech. 
	Academic language: Enriqueta skillfully uses topic-specific vocabulary in her utterances about jobs and celebration of the holiday. Even though the conversation is mostly informal, Enriqueta uses some complex words and sentence structures (Ucelli & Phillips Galloway, 2017) occasionally. For instance, the use of ‘celebrate’ – ‘celebration’ and collocations presented in the section above shows EL’s awareness of nominalization and knowledge of advanced collocations. As Nagy & Townsend state, the use of morphologically complex words that are longer due to the use of prefixes and suffixes is a feature of academic language. Approximately 13% of words in the chosen oral sample have 3+ syllables. This seems to be a good number for an informal conversation. The use of complex sentences with ‘because’ seems to be a common feature of Enriqueta’s speech. 
To analyze lexical diversity of utterances in Visit 3 (624 words), I used the usingenglish.com. This sample contains 50 sentences with 225 different words and 12.5 words per sentence on average. Eight percent of the words used are considered to be hard words and almost 13% - long words. The number of words with 3+ syllables is 44. Examples include words such as ‘understand’, ‘celebration’, ‘decorate’, ‘completely’, ‘sometimes’ etc. Lexical density is 36.06 and the Gunning Fog Index equals 8.20. To analyze this data, the same analysis was completed for a more informal writing sample of Enriqueta (an email). The lexical density for the writing sample is 61.42. This difference can be explained by the fact that oral speech is spontaneous, while in writing we have opportunities for revision and time to make a more appropriate word choice. The Gunning Fox Index is a measure of a text’s readability, and the score of 8 is considered to be ideal (https://readabilityformulas.com/gunning-fog-readability-formula.php). This score means that the text is neither too easy, nor too complex. I think this supports the claim that Enriqueta’s semantic ability is at a good level with appropriate word choices for a combination of an informal conversation and a slightly more abstract discussion. 
Strengths & Areas for improvement: Overall, Enriqueta demonstrates a good breadth of vocabulary and depth in some instances. She uses topic-specific vocabulary to talk about jobs and celebrations. EL’s needs include further enhancement of vocabulary’s breadth and depth, especially the use of common idiomatic expressions and adverbs as well as incorporation of synonymy for even greater lexical diversity. Also, attention should be paid to productive word knowledge and its quick retrieval in context. 
Part III: Assessment of the learner’s current stage of SLA 
Overall, Enriqueta demonstrates solid pragmatic & semantic skills as well as morphological awareness. Her speech is generally fluent and she has no difficulty comprehending the interviewer. Areas that need further improvement include pronunciation and syntactic ability. 
Phonological Assessment (SOLOM)
Pronunciation (3): At times it took the interviewer extra effort and concentration to understand Enriqueta. However, by Visit 3 it was much easier to understand the EL as I was already aware of certain pronunciation patterns. The interviewer asked the EL to repeat a sentence or a part of a sentence in Visit 2 (lines 41-47, 122-126), in Visit 3 the interviewer sometimes rephrased the EL’s utterance to double-check its meaning (Visit 3, line 5). However, there were no such attempts in Visit 1 as the interviewer was afraid to offend Enriqueta or make her feel uncomfortable. 
Fluency (4): Enriqueta’s speech is generally fluent; however, at times hesitation can be observed (Visit 2, lines 191-194, Visit 3, lines 29-31). It seems that this hesitation is more extreme than native speaker’s speech. Also, this hesitation is more noticeable when Enriqueta is talking about the Day of the Dead (Visit 3, lines 109-110), as this communicative task requires not sharing personal experiences, but rather talking on a more academic/abstract topic. 
Comprehension (5): Comprehension is a receptive skill that requires understanding of main phonological components. Enriqueta understands the interviewer’s questions, comments and stories with ease.
Grammar Assessment (MLU) 
Enriqueta’s morphological ability in both writing samples is high with 7.53 MLU (143/19) for the email and 9.47 (161/17) for the academic essay. Each clause served as an utterance as typically in oral communication we make pauses after each clause. To calculate oral MLU 110 consecutive utterances marked by a phrase-final intonation from Visit 3 were used. The oral MLU = 9.89. It is similar to the academic writing sample’s MLU as the length of utterances in oral speech is relatively long. 
Grammar Assessment (SOLOM):
Writing (4); Speaking (3)
Syntax: Overall, Enriqueta uses her knowledge of word order to effectively build sentences both in writing and speaking, including negation. She also attempts to build complex sentence structures, especially in writing, but she does not always do it appropriately. Occasionally, sentence structure in speaking and omission or misuse of prepositions slightly obscure the sentence meaning (Visit 3, lines 104, 165-166). Deepening knowledge of the use of cohesive devices can be beneficial for both speaking and writing practices.
Morphology: Enriqueta’s morphological awareness is at a very high level; this knowledge is reflected in her academic writing with a variety of derivational morphemes being used. In informal writing and speaking she uses mostly inflectional morphemes. However, the correct use of suffixes such as -ed for past tenses, -s for 3rd person singular is not consistent in the conversation and at times obscure the meaning as it is not clear for the listener whether the EL is talking about the present or the past. 
Semantics Assessment (SOLOM)
Vocabulary (4): Enriqueta rarely misuses terms. However, at times word choice can be slightly inappropriate or it might take quite a long time to formulate the thought. The EL makes a good use of collocations at different levels: from simple ones to more complex ones (‘pay respect’, ‘different costumes’). Nevertheless, she does not use idiomatic expressions at the level of a native speaker. 
Semantics (CEFR Checker https://languageresearch.cambridge.org/wordlists/text-inspector): B1 
Based on an online CEFR checker tool, vocabulary from the chosen oral sample (Visit 3) is at the Intermediate level of proficiency. Some examples of B1 CEFR level vocabulary include ‘celebrate’, ‘completely’, ‘custom’, ‘decorate’; B2 – ‘costumes’, ‘go over’, C1 – ‘conquer’, ‘respectful’. The majority of words are the A1-A2 level words. 
Semantics (Type-Token Ratio): 250 words from Visit 3 were used for this assessment. The token count is 251 and the type count is 120. Thus, the type-token ratio equals 0.48. For Writing Sample 1 (email) the type-token ratio equals 0.61 and for Writing Sample 2 (essay) – 0.66. This illustrates a greater lexical diversity in writing samples. 
Theoretical Framework
One of the factors that contributes to the EL’s ability to demonstrate a relatively good communicative competence, word knowledge and certain phonological features is the context for acquiring the second language (Lightbwon & Spada, 2013). Enriqueta had basic knowledge and good reading skills prior to moving to the US, then she practiced English in everyday settings in the US: at work, talking to grandson, running errands, and lastly started taking classes to improve pronunciation. More importantly, Enriqueta is a highly motivated student with positive attitude and self-awareness. Factors that might be hindering the development of language skills is the student’s age (Visit 1, line 53) and only recently having formal instruction. The latter might explain the inconsistent use of inflectional morphemes in speaking to form tenses. These kinds of mistakes might be ‘fossilized mistakes’ that are challenging to eradicate.  L1 influences EL’s pronunciation patterns, such as insertion of an /e/ sound. At the same time, it might have positive transfer to L2 in terms of semantic & morphological abilities. 
Part IV: Specific instructional plan for the EL
Pragmatics: The EL can benefit from direct instruction on such speech acts as giving orders and making requests by being provided with sufficient examples and subsequent extensive oral practice in different contexts. In addition, the learner might benefit from instruction on positive and negative face with subsequent oral/role-play practice as well because this aspect of pragmatics varies in different cultures (Yule, p.156). This can be done with the help of 6Rs approach introduced by Martinez-Flor & Uso-Juan as it provides opportunities for extensive practice and feedback. Taking Enriqueta’s personal characteristics into account, development of non-literal tools, such as idioms and humor will help the EL feel more confident in expressing herself.
Phonology: To improve Enriqueta’s phonological skills, her instructor should focus on pronunciation skills development in particular. The EL will benefit from ‘explicit correction’ that gradually transforms to ‘self-correction via prompts’ from the instructor (Shaofeng, 2013). Enriqueta attends group classes, and in this type of class, choral drills can be beneficial for the students. Although, this might be quite challenging with adult learners as they are more self-conscious about their image in class. So, the role of the instructor will be to promote a supportive environment that encourages risk-taking. Another suggestion for the instructor is to first focus on those pronunciation patterns that impede communication instead of focusing on certain accent patterns that lead to ‘mutually intelligible pronunciation’ (Nair et al., 2017). Finally, metalinguistic awareness activities led by the instructor, such as noticing similarities and differences in Spanish and English pronunciation, can benefit EL’s phonological skills.
Grammar: One area for improvement is the use of connectors in writing and speaking to convey ideas more precisely and to comprehend more complex texts. As an instructor, I can use ‘probing questions’ (Crosson & Lesaux, 2013) when encountering a common connector in a job-related text. As a follow-up activity, I will ask Enriqueta to write a semi-formal email paying attention to the use of connectors to ensure logical connection between ideas. To further improve EL’s syntactic knowledge, the same job-related text can be used to teach various types of sentences and clauses in English using the explicit-inductive approach (Dhiorbhain & Duibhuir, 2017) followed by practice tasks related to sentence structure and a production task to apply newly acquired knowledge in speaking or writing with specific constructive feedback from the instructor. In addition, the use of -ed and -s suffixes can be improved if the teacher raises Enriqueta’s metalinguistic awareness by discussing the differences of forming Present Simple and Past Simple tenses in English and Spanish. 
Semantics: To enhance EL’s word knowledge it is important to provide authentic contexts and ensure that we provide multiple opportunities to understand how the target words are used and how they interact with other words (Nagy & Townsend, 2012). The topics should reflect Enriqueta’s interests and needs. Also, at the current stage of EL’s semantic ability most likely she encodes vocabulary in memory on the basis of meaning. Thus, Enriqueta might benefit from exercises on synonyms and antonyms and further application of this knowledge in oral practices (Richards, 1976).
Part V: Critical reflection
 	One of my biggest take-aways from completing this analysis is shifting my assessment-based perspective to a more holistic view of language skills development. As a TOEFL & IELTS instructor, I got used to evaluating my students using specific assessment rubrics for speaking and writing skills and assigning a score that correlates with CEFR level. While this approach is not necessarily a bad thing, it definitely cannot be the only instructional tool. This case study helped me evaluate my EL’s oral and written language abilities more holistically. Also, now I understand my own biases I had during the first visit related to the EL’s language abilities as I was quick to estimate her level in terms of exams’ rubrics. This analysis was eye-opening as I realized that language skills and competences incorporate so many aspects and all of them are essential to develop for communicative achievement. Thus, conducting a thorough analysis is the first step towards effective instruction. 
I enjoyed analyzing EL’s language abilities using a variety of tools (SOLOM, MLU, Type-token ratio) and simultaneously reflecting on aspects that might fall beyond the rubrics. I also started thinking about such aspects of language learning as pragmatics and viewing grammar as a more comprehensive component. The curriculum I was using in Russia with EFL students was developed with the communicative approach in mind, yet, little attention was paid to pragmatics, especially the social context and the use of pragmatic markers. In terms of grammar, I realized the importance of developing students’ syntactic ability. 
	In addition, this assignment reminded me of how important it is to appreciate student’s linguistic and cultural repertoires and their specific needs related to language learning. This kind of analysis will be really helpful for tracking student’s progress and scaffolding activities within their zone of proximal development. It is also important to provide constructive feedback by outlining strengths and areas for improvement alongside with a specific instructional plan that I as instructor can implement to address challenging aspects. One aspect in this respect was new to me. Previously I was not really thinking about possible factors that might be affecting student’s language development. And now I see the connection between understanding these factors and being able to build instructional practices based on them. For instance, I realized how raising metalinguistic awareness can benefit a multilingual adult learner. 
In my future teaching practices, I will try to be aware of my own biases I might have and work with those biases, so that I can assist my students more effectively. I will also gain information about my students’ cultural & linguistic background as well as their needs and goals for language learning. This case study also made me think of keeping some kind of journal/log for each student that we can both use to track their progress and mend the learning path when necessary (Appendix C).
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Glencliff High School 
Glencliff High School is a highly diverse school with 1,100 students, 600 of them are active ELs, while a vast percentage of the rest 500 are students who either have already exited from the EL program or speak English as a non-native language. The school website mentions that there are students of 37 different nationalities with 27 different languages spoken at home. These are impressive numbers, and the EL coach has mentioned that the EL population is growing each year with Spanish, Kurdish, Turkish, Somali, Swahili & Arabic being some of the most popular languages spoken by the student population. The school website provides translation in these languages and many others. 
	While observing 3 classes at Glencliff high school, I kept the following questions in mind:
1. How are the four principles of pluralistic discourse (de Jong, 2011) being implemented at the school & classroom levels with the particular emphasis on the Principle of Promoting Additive Bi/Multilingualism in practice?
2. What are the interaction patterns in the classroom and what effect do they have on students’ participation?
Question 1: 
The principle of Educational Equity seems to lie in the heart of educational programs for ELs at Glencliff High school. According to the school’s EL coach, one of the primary goals of EL instructors is to ensure equity by making content accessible to ELs. Students’ cultural background and knowledge are taken into account when the curriculum is being implemented with an emphasis on various scaffolding strategies. For example, in Classrooms 2 and 3 the same curriculum was used, even though the student population was different: in Classroom 2 there were around 20 students in grade 9 form various cultural backgrounds, while in Classroom 3 SIFE students were taught. In both classrooms, students had only a very basic knowledge of English with Level 1 or 2 being assigned to them. Despite the fact that the content was the same in both classrooms, the way teachers approached it differed significantly. This difference in the way the curriculum is being implemented shows that teachers take into account students’ background knowledge and build their classroom practices in a way that benefits their students the most. This approach requires understanding of such concepts as scaffolding and ZPD and results in equitable (fair) access. In Classroom 3 we could definitely see teacher’s high expectations of students’ academic lift. This was reflected in the type of questions the teacher asked. Specifically, they were aimed at higher-order thinking skills development and not merely answering yes/no questions. The teacher used Spanish at times and a Swahili-speaking tutor was also assisting students whose native language is Swahili. The way this activity was organized shows that language-as-resource approach was in place. In addition, the types of questions being asked (the ones that promote thinking, analysis and reflection), the types of activities performed (argumentative writing) and the kind of feedback that encourages self-reflection illustrate the application of the Principle of Educational Equity, Additive Multilingualism and Affirming Identity.  
In addition, The Principle of Affirming Identity was reflected in Classrooms 1 &2 in the activities’ content. For instance, reading passages in Classroom 1 included texts about Martin Luther King, Malala and Islam, while in Classroom 2 students were working with a story from Mexico; thus, helping some of the students to make certain connections. Designing culturally responsive activities is essential for EL’s effective learning process and outcomes. In the study by Kisker et al. (2012), researchers created a culturally responsive math curriculum to improve achievement of Alaska Native students. The results of this intervention were amazing: the new curriculum, which incorporated students' Funds of knowledge, significantly improved math achievement. This empirical research shows the benefits of culturally responsive pedagogy for learning outcomes in various fields.
However, Classrooms 1 and 2 vs. Classroom 3 differed in applying the principle of Additive Multilingualism. Classroom 1 was a 10th grade shelter class with all the students speaking Spanish as their first language except for one student who spoke Swahili. In both Classrooms 1 & 2 teachers used Spanish (and other languages in Classroom 2) to provide instructions. Nonetheless, this usage of different languages does not reflect ‘language-as-resource’ orientation for learning and might be seen as a subtractive model that is aimed at monolingualism in the societal language. In Classroom 1 Spanish is used primarily to give directions to students because of their low level of English, while in Classroom 2 directions of the task were presented in 4 different languages on the PowerPoint slides. In addition, Classroom 1 teacher used both Spanish and English to explain some concepts to students when they were working independently. There also were bilingual posters around the classroom.  These tools are the examples of using a ‘co-languaging’ (Lewis et al., 2012) technique in the classroom. Overall, this support is beneficial for the students, and it allows them not to feel lost in the classroom. However, the holistic approach of Additive Multilingualism can yield even better results for students with multiple languages being used as resources for learning and not just as the means of giving instructions. According to August et al., bilingual instruction results not only in academic achievement, but it also improves cognitive flexibility, family cohesion and self-esteem & identity. One way of doing this is extending the ‘co-languaging’ practices that mostly focus on translation of classroom instructions to ‘translanguaging’ techniques that are aimed at emphasizing the use of bilingual processes in learning with the goal of deeper learning: language & cognitive development, content understanding (Lewis et al.) and raising  metacognitive & metalinguistic awareness of students. 

Glencliff High school’s service model choice of ‘Co-teaching’ with students having access to both sheltered classes and mainstream classes reflects the ‘same does not mean equal’ policy. On the one hand, students have an opportunity to improve their content and language skills in a sheltered classroom, on the other hand, they are not denied of an opportunity to interact with classmates whose first language is English. Also, EL teachers have multiple opportunities for professional development in the form of trainings, observations and feedback provided by the EL coach to further master their pedagogy that celebrates cultural assets and equity. 
Question 2:
	Interaction patterns in the classroom is an important factor that can either foster or hinder the learning process. Thus, I was paying attention to whether the teachers incorporate small group activities where learners co-construct knowledge or whether the classrooms are mostly organized using the initiation-response-evaluation (IRE) pattern (de Jong). The former type of classroom design allows for interaction, collaboration and critical thinking skills development. Classrooms 1 & 2 had a typical classroom arrangement where students sit individually behind their desks. However, even with this arrangement there was quite a lot of discussion between students when they were performing the activities. Students wee eager to help each other and to explain the task to their peers. The majority of students were using their L1 to do that in Classroom 1 as all the students there except for 1 EL were Spanish speakers. This type of spontaneous exchange between the students was less common in Classroom 2 as students were multi-lingual. This observation can be used to incorporate more deliberate classroom practices when students collaborate with each other or work in small groups to solve a problem or complete any other type of activity aimed at higher-order thinking skills development. For example, a reciprocal teaching activity can be organized (Palinscar&Brown, 1986). This type of instruction allows for collaboration, metacognitive skills development and more autonomous learning. 
Questions for further exploration as an Educator:
1. How to organize activities to ensure all students are engaged in a multi-lingual classroom?
2. How to better apply translanguaging techniques in a multi-lingual classroom to ensure more effective learning processes for all the students?
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	Teacher: Anastasia
	Date: 04/12/22

	Students in Small Group:
A group of students during PLT time
(10-12 students)

	Group WIDA Rubric Levels: 
Grade/EL level: 3rd grade, Levels 1-3.6


	Focus Questions:
How schools can be different or similar in different countries?


	WIDA STANDARD(S):

Standard 2: Language for Language Arts

Reading Literature:
CCSS.ELA-LITERACY.RL.3.1
Ask and answer questions to demonstrate understanding of a text, referring explicitly to the text as the basis for the answers.


	Content Objective of Lesson (on the slides):
I can compare & contrast school systems in different countries using a Venn diagram.
	Language Objective of Lesson (on the slides):
I can use language for compare & contrast in writing.

	KEY VOCABULARY:
Language for compare & contrast 

	Materials Needed:
Google Slides
Venn Diagram – print 6 copies
Text (Handout A) – print 6 copies 
Realia

	Feedback:
Both corrective & motivating feedback is provided when appropriate (both content and language-related)
	Support for EL: 
· write instructions on the slides
· visual support (on the slides & in the text)
· appropriate pairing 



 
	Stage & Time
	Purpose 
	Interactional Focus 
	Procedures

	Objectives 
2 min
	Introduce Lesson’s Objectives
	
	Today we will watch a video and read about schools in China.

Introduce Content & Language Objectives (slide 2)

	Into
7 min
	Set the stage & activate students’ background knowledge 
	Class work
	Students watch a part of a video A Day at a Typical Chinese Elementary school (up to 2:47)
(turn on the closed captions)

What do you notice?
· Take notes on students’ responses on the board


	Through 
7 min
	Distinguish between similarities and differences 
	Class work 
	Part 1:
Based on students’ responses, ask them if this aspect is similar or different in their school – mark on the board (S – similar, D – different). If necessary, show an example on the slide. 

Part 2:
Work with realia (notebooks, English textbook) and continue the list of similarities & differences 


	Through

5 min
	Listen and follow the read-aloud to grasp details 
	Teacher reads aloud 
	Teacher reads the facts out loud; students follow in the Handout.

	Through

10 min
	To fill out a Venn diagram with information from the reading – To identify similarities and differences 
	Pairs or small groups:

Angel & Isabella

Nieve, Bassim & Carlos

Joshua & Victoria

Tania, Juan & Mateo



	Students fill out a Venn diagram with information from the reading 
(model with 1 fact from the board/the text)

Emphasize: we only write key words in the diagram, not full sentences.

	Through

5 min 
	Introduce language for compare & contrast
	Class work
	Language to compare (Slides 5-7) 
Introduce phrases and demonstrate their use in sentences.

Ask student to provide some examples based on the Venn diagram 

	Beyond

10 min
	Apply compare & contrast structure in writing
	Pairs or small groups (the same)
	Students write 2 sentences: 
1 similarity & 1 difference
(on the other side of their Venn diagram)

	1 min
	Review Lesson Objectives 
	
	




Handout A
In China, there are six years of elementary school, three years of middle school, and three years of high school. There is an exam at the end of middle school to decide who attends high school.

School begins around 7:30 with a flag raising ceremony and a lecture from the principal who speaks through a bullhorn on Monday mornings.
[image: C:\Users\Anastasia\AppData\Local\Microsoft\Windows\INetCache\Content.MSO\F63A97DA.tmp]

Children typically go to school from 7:00am to 4:00pm. Elementary school begins at 7:30am. They study mathematics, Chinese (reading and writing), English, computer science, physical education, science, art and moral education. During recess children do physical exercise and relaxation exercises that consist of pressing two fingers on one's eyes, nose or cheeks.
[image: Chinese Children Rub Eyes to Improve Vision - WSJ]

For lunch, of course, they all eat something with rice, or noodles, and they eat it all with chopsticks – which they have no trouble at all using.
[image: For China's 'Left-Behind Kids,' A Free Lunch : NPR]

Chinese children have a lot of exams to take and a lot of homework to do. The really big important exam doesn’t happen until the end of high school, but there will be an exam at the end of middle school to even get into High School, and it’s never too early to start getting ready. And there are lots of other smaller tests like unit tests and exams along the way to show where they are placed.
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Changes based on feedback for Unit Plan Proposal and Lesson with Material Adaptation Changes based on feedback for the Unit Plan Draft

(Template Adapted from: ACTFL Keys to Planning for Learning by Clementi & Terrill, 2017)

[bookmark: _Toc115383784]Top research principles that are guiding my Unit design:

· Depth of processing (Nation & Macalister, 2010):
I think this principle is closely related to the Zone of Proximal Development introduced by Vygotsky, 1978. Both concepts are important for my Unit design because I want to ensure learners benefit from intellectually challenging activities within their ZPD and do not perform a series of exercises suitable for children with the same beginner proficiency level of English. ‘Collaborative dialogue’ (Swain & Watanbe, 2012) in a form of peer-to-peer interaction can also enhance depth of processing.

· Motivation, specifically the choice of relevant topics & attainable subgoals (Nation & Macalister, 2010; Dornyei, 1994):
I think for beginners it is important to see how their learning correlates with real-life situations they find themselves in. Thus, this curriculum will allow for a ‘partly negotiated syllabus’ when it comes to the choice of topics/situations. For instance, the last topic ‘Communicating with school’ will be relevant only for students who have children. Needs analysis in the real- life setting will allow to make necessary adaptations. In week 2 I will administer an in-class survey using one of the online tools for students to vote on a topic of their choice for lessons 11 & 12. In addition to relevance, attainable proximal subgoals play a key role as a part of course-specific motivational component, according to Dornyei, 1994. I believe this motivational component is crucial for beginners as it allows them to have a sense of satisfaction and reflect on what they can already do using L2.

· Balance of meaningful input & output, language-focused learning and fluency activities (Nation & Macalister, 2010):
From my experience, lessons for beginners are usually primarily focused on language learning, such as memorizing vocabulary and studying basic grammar. I do agree that this approach provides the basis, yet I am convinced that even at this level of expertise, students have to be exposed to all four strands in order to have a purposeful learning process.

[bookmark: _Toc115383785]Needs analysis:
To conduct needs analysis for this project I did the following:
-analyzed websites of similar organizations alongside information about courses for beginners on language schools’ websites
-interviewed 2 Russian immigrants who came to the US with no or very limited English skills
  Conclusions made:	The main short-term goal of learning the language as a beginner is to be able to speak and understand people. Thus, this Unit will mainly focus on the development of listening & speaking skills.
· The majority of students will have a long-term goal of using the language more extensively in rigorous academic and/or work-related settings.
· The course has to provide multiple opportunities for practice in authentic contexts, otherwise students might become demotivated. This is also tightly related to the appropriate level of challenge in the classroom: activities have to be within students’ ZPD.
· Teacher’s role in motivating students to learn is immense.

	
Learners
	Adult ESL immigrants & refugees from various linguistic backgrounds
	Approximate Length of Unit
	7 weeks:

7 topics – 14 lessons

	
Institution
	Non-profit organization that helps immigrants & refugees
	
Mode of Instruction
	
In-person

	Performance Range
	
Novices
	Approximate Number of Minutes Weekly
	100 minutes (2
lessons/week, 50 min
each)

	



Theme/Topic
	Theme: Communication

Topics:
Self-introduction Going to a café
Housing: finding a place to live & utilities Going to a bank
Scheduling an appointment Communicating with school

	Essential Question
	How can I communicate effectively in different situations?

	Unit Goals

	


What should learners know and be able to do by the end of the unit?
	Learners will be able to:

· Introduce themselves in formal and informal contexts and talk about their interests & activities (Presentational).
· Express basic preferences using practiced & memorized words and simple sentences in familiar contexts (see Unit’s topics) (Presentational & Interpesonal).
· Use their personal information to fill out forms related to Unit’s topics (Presentational & Interpretive).
· Engage in conversations to provide and obtain information in familiar contexts (see Unit’s topics) using high-frequency vocabulary, simple sentences & questions. (Interpersonal)



	Learning Objectives for each Lesson Incremental approach to achieving goals (bold purple color)

	Lessons 1 & 2: Self-introduction
Learners will be able to:
· Introduce themselves & engage in a basic conversation about themselves (Functions: introductions & greetings; asking for information)
· Talk about their interests & activities
· Express basic preferences
· Fill in a form – (this goal becomes more complex as we move to the next topic)

Lessons 3 & 4: Going to a café
Learners will be able to:
· Order food & drink in a café (Functions: requesting, asking for information)
· Express satisfaction & complain (Functions: expressing opinion and politely complaining)

Lessons 5 & 6: Housing: finding a place to live & utilities Learners will be able to:
· 	Do the housing search using their knowledge of housing-related vocabulary
· 	Communicate over the phone with leasing offices & utilities services

Lessons 7& 8: Going to a bank
Learners will be able to:
· Engage in a basic conversation in a bank to open an account & apply for a credit card
Grammar: modal verbs of ability, obligation & necessity
· Fill out financial documents

Lessons 9 & 10: Scheduling an appointment
Learners will be able to:
· 	Schedule a doctor’s appointment – transfer grammar objectives from Lessons 3-6 (polite requests & modal verbs of necessity, ability & obligation)
· Use their knowledge of body parts and health-related vocabulary to explain symptoms at the doctor’s & their severity
· Fill in medical forms

Lessons 11 & 12: Communicating with school
Learners will be able to:
· Engage in a basic conversation with a classroom teacher/academic advisor Lesson 13: Chosen based on students’ needs identified throughout the course Lesson 14: Final Assessment

	Potential Activities or Tasks

	This Unit emphasizes the development of listening & speaking skills, so potential activities might include:




· Analyzing scripts of real-life conversations in different settings
· Listening to real-life conversations (Catchcart, 1989 writes about authenticity in Survival English Curriculum) in different settings
· Learning high-frequency vocabulary and appropriate grammar structures for each topic
· Applying linguistic tools in role-plays/conversational activities
· Using graphic organizers for scaffolding (Clementi’s video) To prepare for role-plays
	Word/Phrase Bank
	Key information
	Questions


Or a graphic organizer with personal information (Lessons 1 & 2)

[bookmark: _Toc115383786]Final Assessment:
Students choose a card & perform a role-play.
Students in class provide feedback to their peers using Rubric 1
Instructor assesses students’ performance by using a rubric and provides both oral (in class) and written (via email/platform) feedback.

The final assignment will be introduced during Week 3 of the course as by that time students will have a general understanding of course goals, structure, and necessary basic linguistic tools to interpret the final assignment and an evaluation Rubric 2.

Time: 1 class period (50 min)

*if possible and approved by the organization:
Students and the instructor go to a café together at the end of the course.

[bookmark: _Toc115383787]Rubric 1 (peers)

What did you like about your classmates’ dialogue?
What recommendations can you give? You can use the verb ‘should’ to do that 


[bookmark: _Toc115383788]Rubric 2 (instructor)

As this is a very low-stakes assessment, instructor provides comments in each category.

[bookmark: _Toc115383789]Criteria:

	The use of vocabulary
	The use of grammar
	Communicative purpose

	I liked:


Suggestions:
	I liked:


Suggestions:
	I liked:


Suggestions:






Questions for feedback: Feedback is implemented in the lesson plans’ design & learning objectives for each lesson.

1. Balance of meaningful input & output, language-focused learning and fluency activities (Nation & Macalister, 2010):
I believe this principle is crucial for effective & purposeful learning. However, I have noticed that standards for the Novice level of expertise focus a lot on vocabulary memorization. I agree that basic vocabulary and basic grammar structures are the necessary tools for further successful application. So how do I balance the 4 strands in case of Novice learners? Can this balance be ensured by the choice of materials and activities that do not solely focus on language-focused learning?
2. Can you please share your opinion about 2 versions of the Essential Question I came up with?
3. I would really appreciate your feedback on formulating goals. Are they specific enough? I also think there is no incremental approach to achieving unit goals, it seems to be linear in this case.

[bookmark: _Toc115383790]Lesson Plan with Materials Adaptation

Lesson 3: Going to a café Length: 50 min
EQ: How can I communicate effectively in different situations? Goal: Learners will be able to order food & drinks at a café Functions: making polite requests, expressing preferences Content objectives:
· I can order food & drinks at a café.
· I can express preferences when ordering.

[bookmark: _Toc115383791]Language objectives:
· I can use the phrases to make polite requests: ‘I’d like…, please’, ‘Could I have … please?, ‘I’ll have…’.
· I can use adverbs of frequency to talk about food preferences.

[bookmark: _Toc115383792]Materials:
Lesson Adaptation of American English File 1 (p.74-75) Practical English ‘At a restaurant’ (Fig. 1) Video 1 https://www.youtube.com/watch?v=RmqLoSRg2iQ

Video 2 https://www.youtube.com/watch?v=80QjtjNrK6c

Adaptations made:
· The Into tasks were added to set the stage & activate students’ background on the topic of ‘Food & drinks’.
· The second video was added to provide more complex input and opportunity for students to practice expressing preferences & using adverbs of frequency.
· The final role-play task is adapted by suggesting bringing in a real menu from a popular café to provide more authentic context.
· The video comprehension task (exercise 3a&b) was replaced by completing a graphic organizer task to give students an opportunity to notice typical questions the waiter asks and typical phrases to order food.
· All the pronunciation tasks from the textbook are included in the lesson as this aspect is important for adult ELs as mentioned by interviewees in the needs analysis.




	Stage & Time
	Purpose
	Interactional Focus
	Procedures

	Into
3 min
	To set the stage
	Interpretive mode

Class discussion
	Students watch the video from 1:31 to 1:49. Pause & discuss:
-Where are the people?
-What are they doing?



	
	
	
	

	Into
7 min
	To activate students’ background knowledge (food-related vocabulary)
	Interpersonal mode

Pairwork


Class discussion
	Step 1: Students discuss in pairs, instructor circulates & makes a list of words on the board:
-What’s your favorite food?
-What drinks do you like?

Step 2: Students volunteer & share what their partner likes, instructor monitors for the use of Present Simple as this was the focus of the previous lesson

	Through
3 min
	Students develop the skill of reading menus
	Class discussion
	Exercise 2a & 2b Completing the menu + pronunciation of dishes

	Through
7 min
	Students develop listening skills and learn typical phrases to order food
	Interpretive mode



Class discussion
	Step 1: Students watch the video 1:30 to 3:00 (*the other parts of the video might not relevant for the students) & fill out a graphic organizer (Fig. 2)

Step 2: Fill out the graphic organizer on the board by asking students what they have written down. Alternative: 2 students write phrases on the board

Step 3: Exercise 3c - Students
repeat the customers’ phrases with attention to rhythm

	Through
7 min
	Students develop listening skills and learn typical phrases to order food
	Interpretive mode




Interpersonal mode
Pair work
	Step 1: Students watch Video 2 and continue filling out the graphic organizer – only the phrases to order food/drinks and a new bubble ‘Phrases to express opinion’

Step 2: Students discuss the phrases they have written down with a partner

	Through
10 min
	Students learn adverbs
of frequency to talk about food preferences
	Classwork
	Work with a sentence from Video 2: Well, I like honey, too.



	
	& apply this knowledge in a conversation
	
	Sometimes I have honey, but
usually I have jam.

	
	
	
	Ask students about the meaning of 2 highlighted words (they can translate them into their native language).

	
	
	
	Display the chart from Fig. 3

	
	
	Interpersonal mode
Pair work
	Students work in pairs to make sentences about how often they eat or drink something.

	
	
	
	If necessary, provide sentence stems:
I often eat 	. What about you?

	Beyond
10 min
	Students apply knowledge in a speaking-intensive activity
	Interpersonal mode

Pair work or small groups
	Students role-play conversations in pairs/groups of 3
*you can use the textbook’s menu for this activity or make copies of a real menu from a popular café to increase students’ engagement & provide authentic materials
*if necessary, students can use the graphic organizer


[bookmark: _Toc115383793]Fig. 1
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Lesson 4 Activity (presented in class)

Lesson Plan 2

Lesson 7: Going to the bank

Learners will be able to:
· Lesson 7: Engage in a basic conversation in a bank to open an account & apply for a credit card
· Lesson 8: Fill out financial documents

Length: 50 min
EQ: How can I communicate effectively in different situations?

[bookmark: _Toc115383794]Content objectives:

· I can participate in a basic dialogue to open an account & apply for a credit card

[bookmark: _Toc115383795]Language objectives:

· I can use bank-related vocabulary to answer questions in a bank
· I can use modal verbs ‘need’, ‘have to’, ‘can’ to express necessity, obligation & ability.

Materials: Presentation Handouts 1&2


	Stage & Time
	Purpose
	Interactional Focus
	Procedures

	Into
7 min
	To set the stage Interpretive mode
	Whole class discussion
	Open the Bank of America’s checking accounts page

Ask students:
-What’s the website for? How do you know?

Discuss the image:
-What is it?
-When do we use debit and credit cards?

	Through
10 min
	To introduce key vocabulary
	Whole class discussion


Pair work
	Point out the key words & discuss their meaning using the presentation (Slide 2)

Discuss the necessary documents to open a bank account: students



	
	
	
	create lists in pairs (the use of devices is allowed for this task if students choose to do so) & compare with the list on Slide 3

	Through
25 min
	To re-create a coherent dialogue

Interpersonal mode
	Pair work
	Students put the phrases in the right order (see Handout 1 below). Assessment:
1. monitor while students are completing the task

	
	
	Class discussion
	2. Ask volunteers to read the dialogue aloud – make necessary corrections along the way by asking other students to agree/disagree with the order.

	
	To discover a typical grammar construction for the context (inductive approach to
grammar)
	Pair work
	
Students notice the verbs & underline them.

	
	
	Class discussion
	Discuss as a class when ‘need’, ‘can’, ‘have to’ are used Expanding Lesson 3 grammar: emphasize that students can use phrases to make polite requests as well.

	
	
	Complete-pair- share
	*Students complete a quick gap- filling exercise (Slide 4), emphasize that in some sentences more than 1 option is correct but the meaning can be slightly different – check with a partner – discuss as a class.
*only if time allows, alternatively this will be a home task

	Beyond
10 min
	To apply new knowledge in an oral activity
Presentational mode
	Pair work
	With a new partner students role play a conversation (see Handout 2 for scenarios).

	
	
	
	Model first with a student



	
	
	
	Assessment: monitor while students are completing the task & take notes on the board (note the good use of grammar, vocabulary, phrases & also common mistakes in the use of grammar, vocabulary & pronunciation).



[bookmark: _Toc115383796]Handout 1 (print, cut & mix the lines)
Adapted from: https://www.youtube.com/watch?v=QcvYDpwgXyY https://www.youtube.com/watch?v=nvLjLuZyTWw


· How are you doing today?

· Great, thanks.

· What can I help you with?

· I would like to open a bank account.

· What kind would you like to open?

· I need a checking account.

· Would you also like to open a savings account?

· No, just the checking account, please. What documents do you need from me?

· Do you have state issued identification?

· Is my driver’s license okay?

· That’s perfect. I also need your SSN or ITIN. And in order to open the account, you have to deposit a minimum of $25.
· Okay.

· I also need proof of address.

· Can I show you my electricity bill?

· Yes. Now I need you to sign some papers. And would you also like to get a credit card?

· Yes, I was about to ask you about this. What can be my maximum credit limit.

· For the first year your credit limit will be $300 and this amount will increase if you make payments on time.
· Great, thank you!



[bookmark: _Toc115383797]Handout 2
Scenario 1
Student A is a bank assistant, Student B is a customer.
Student B would like to open both a checking and savings account, he/she needs a debit and a credit card. Student B also asks additional questions about how he/she will get the cards and when this will happen.


[bookmark: _Toc115383798]Scenario 2
Student A is a bank assistant, Student B is a customer.
Student B would like to open a checking account only and he/she needs a debit and credit card. Student B asks additional questions about monthly fees and credit limit.

[bookmark: _Toc115383799]Questions for Feedback – feedback is taken into account:

1. I am wondering about how appropriate some of the tasks are for my learners (Lesson plan 2):

Task 1: Discuss the necessary documents to open a bank account: students create lists in pairs (the use of devices is allowed for this task if students choose to do so) & compare with the list on Slide 3

I am wondering if this activity is purposeful. My initial goal here is to activate students’ background knowledge in a collaborative task.

Task 2: Ask volunteers to read the dialogue aloud – make necessary corrections along the way by asking other students to agree/disagree with the order.

I feel like it is also important to focus on pronunciation at this point, so maybe students would rather listen to a recorded version of this conversation? I am also a bit confused once it comes to pronunciation in beginner adult classes: is choral drilling suitable in this context?
2. I got really curious about a design thinking approach and how it can be done with novice learners, I might try to implement a part of it in my 3rd lesson plan. Do you think this approach will be beneficial in my context or maybe it is more appropriate for a course that lasts longer?

3. When I was planning my 2nd lesson (Going to a bank), I realized that the structure can be quite repetitive as students listen/read dialogues in different situations and then practice. Thus, I tried to vary at least some of the activities. On the one hand that seems like a good routine, on the other hand, students might get bored. Do you think each lesson should be structured differently or is it sufficient to have a slight variation of activities but keep a similar lesson structure?

4. This is not a question, just a comment: I have added a Final Project as a Summative Assessment but I am still thinking about this part of my Unit.

[bookmark: _Toc115383800]Lesson Plan 3

Includes elements of Design Thinking Lesson 8: Going to the bank

Learners will be able to:
· Lesson 7: Engage in a basic conversation in a bank to open an account & apply for a credit card
· [bookmark: _Toc115383801]Lesson 8: Fill out financial documents

Length: 50 min
EQ: How can I communicate effectively in different situations?

[bookmark: _Toc115383802]Content objectives:
· I can understand the fields and fill out a credit/debit card application form.

[bookmark: _Toc115383803]Language objectives:

· I can spell words related to my personal information correctly.

[bookmark: _Toc115383804]Materials:
Printed copies of BofA application form Sticky notes
Index cards

[bookmark: _Toc115383805]Activities:

1. Empathize: ask students to write their associations with ‘going to the bank’: they can write on sticky notes and post them on the board. Students can use L1 and translators at this point.

Discuss the associations – if someone mentions filling out documents, point to this topic and introduce lesson’s goals. If no one mentions this, ask students additional questions (What do you have to do in a bank? What can be challenging?) to elicit the problem.


2. Ideate: Students in small groups brainstorm possible fields in the credit card application form, write each field on an index card.




Credit card Application Form


			









3. Compare students’ fields with the application form (Bank of America), discuss.
4. Modelling: fill out the form together.
5. Students fill out the form in pairs for an imaginary character
6. Beyond speaking activity:
Students continue practicing asking & answering questions for personal information: first name, last name, date of birth, occupation etc.
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[bookmark: _Toc115383807]Appendix F
[bookmark: _Toc115383808]Artifact F – Observation Lesson Plan

	Teacher: Anastasia
	Date: 03/22/22

	Students in Small Group:
A group of students during PLT time
(5 students)

	Group WIDA Rubric Levels: 
Grade/EL level: 3rd grade, Levels 2.7-3.6


	Essential Question:
How do stories help us understand immigrants’ experiences?
Focus Questions:
· What challenges do immigrants face when they move to a new country & how do they respond to those challenges?
· What old traditions do immigrants bring to their new home?



	WIDA STANDARD(S):

Standard 2: Language for Language Arts

	Content Objective of Lesson (write on the board before the lesson):
I can understand the main ideas and details of young immigrant’s stories.
	Language Objective of Lesson (write on the board before the lesson):
I can make questions in the Present & Past Tenses. 

	KEY VOCABULARY:
immigrants
first impression
challenges & solutions

	Materials Needed:
Texts from: Immigration stories of yesterday & today (print)

Handouts (print in color)

Video


	Feedback:
Both corrective & motivating feedback is provided when appropriate (both content and language-related)
	




	Stage & Time
	Purpose 
	Interactional Focus 
	Procedures

	Into
10 min
	Set the stage & activate students’ background knowledge 
	Class work
	Students watch a part of an interview with Taylor (up to 2:12) 
After each question pause and ask students to share their responses:
1. What is your favorite subject in school? – 4 corners (English Language Arts, Maths, Social Studies)
Opinion-Reason structure 

2. What are your hobbies? Are they similar to Taylor’s?

For the rest of the questions ask comprehension checking questions


	2 min
	Introduce Lesson’s Objectives
	
	Today we will read stories of young immigrants to understand their experiences  
Introduce Content & Language Objectives

	Through

10 min
	Read a young immigrant’s story for details 
	Pairs or small groups
	Divide students into 2 groups/pairs

Assign a story (Vandi or Gabriella) to each group.

Students read assigned stories & each student fills out a graphic organizer (Handout A) with key details 

	Through

10 min
	Make questions & develop listening skills while interviewing 
	Pairs or small groups
	In new small groups/pairs students interview classmates about their character using the headings from Handout A

Emphasize that they have to make questions based on the key words,  model the first 2 questions. 

Students come up with additional questions to ask about the character (hobbies, things they miss from their home country etc)

	Beyond
	
	Class work




Think – Pair -Share
	As a class compile a list of challenges and solutions to the board (from the stories)


Students think of other possible challenges & solutions




Handout A
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