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Abstract
With the number of English learning students growing dramatically in US public schools in the past decades, especially in New Destination states like Tennessee, teachers who have English language learners (ELL) in their classroom have been confronted with the huge challenge of serving the educational, social and emotional needs of English learning students. To meet these challenges, I propose that teachers adopt a culturally responsive approach to working with students with diverse linguistic and cultural backgrounds. It is important that teachers of culturally and linguistically diverse students value, respect and utilize the funds of knowledge of students, i.e. students’ native language, household skills and community’s cultural practices. Linking students culture to the classroom teaching and learning will facilitate students’ acculturation and transfer of existing knowledge into knowledge in the new language and in a new school setting.
In my capstone project, I synthesized the principles of Culturally Responsive Pedagogy, discussed the theoretical framework of its relationship to ELL education and did a mini field research in a high-poverty, high-diversity elementary school. The mini research project involves an interview with a teacher of a fourth grade classroom and classroom observations. I have also integrated the implication for instruction into the discussion and recognized the limitations of my project. Finally, I discussed the significance of Culturally Responsive Pedagogy in ELL education in relation to other well-established instruction models.




 Culturally Responsive Pedagogy in Action for Teaching ELLs 
Population of English language learners in US public schools in states such Alabama, Georgia, Pennsylvania and Tennessee etc. have been growing dramatically in the past 2 to 3 decades (Garcia, 2009; Echevarria, Short, & Powers, 2006). The combined effect of English-only legislation in many of these states (Crawford, retrieved November 13), the radical demographic change and the trend for accountability exerts huge pressure on teachers of English learning (EL) students. On the school level, EL students go to public schools facing multiple linguistic, cultural and academic challenges. The curriculum do not always explicitly relate to their existing knowledge or cultural background. Every teacher is not well prepared to provide meaningful opportunities to learn for these students. These issues invariably jeopardize EL students’ access to equitable education resources and motivation, creating opportunity gaps that will lead to their underperformance and early dropout. I am driven by these situations to examine the literature dealing with English language learners and culturally relevant pedagogy (CRP). My goal of this capstone project is trying to identify certain culturally responsive instruction practices that promote EL students’ bilingualism development and content knowledge learning. 
Theoretical Framework
My fundamental thinking on the issues and ideas in educating EL students are influenced by two courses EDUC 3530: Foundations for Teaching English Language Learners by Prof. Lisa Pray and EDUC 3590.01: Issues in ELL Education: Research, Policy, and Instruction of English Learners by Prof. Robert Jiménez. Through these two courses I have been familiarized with the changing demographics of public schools in the US and the challenges and needs of students learning English while learning content knowledge. It was Prof. Henry Milner who first introduced the concept of Culturally Responsive Pedagogy in the course EDUC 3900.01.2: Culturally Responsive Pedagogy. Prof. Milner also deeply influenced me with his compassion and care for the wellbeing and success of African American students. I have carried this compassion and care when I work with English learning students. My methodology in this project was shaped by the course EDUC.3170.01: Analysis of Teaching where Prof. Catherine McTamaney equipped me with a critical perspective in analyzing school setting, classroom environment and teacher discourse.
Principles of Culturally Responsive Pedagogy
The learners I am working with in this capstone project are English language learners who are in elementary grade levels and whose English language proficiency (ELP) levels are from level 1 to level 4 according Tennessee English Proficiency Levels (Retrieved February 26, 2014). These students mostly read 1 or 2, even 3 grade levels below their grades and are facing the double challenge of learning English and content area at the same time. A more detailed description of the specific learners I worked with can be found in Observations and Findings part. I will also describe the learning context for English language learners that I worked with in the same part. Recent studies show that more than a third of fourth-grade ELLs are behind their white peers in math and nearly half are behind in reading (Fry, 2007; Wright & Li, 2008; Artiles, Rueda, Salazar, & Higareda, 2005). More and more, researchers view ELL students’ lack of access to the development of academic language as a leading influence on academic achievement (Valdés, 2004; Cummins, 2000; Diaz-Rico & Weed, 1995; Chamot, 1995; Chamot & O’Malley, 1996). Anchoring my theoretical framework in sociocultural theories, I adopt the culturally responsive pedagogy (CRP) as a lens to examine teacher discourse in the classroom. Proposed by scholars in multicultural education and EL education as a way to rethink instructional practice in an effort to improve the educational performance of African American, Latino/a, Native American, and various Asian American students (Gay, 2000), CRP is a student-centered approach to teaching in which the students' unique cultural strengths, knowledge and skills are identified and nurtured to promote student achievement and a sense of well-being about the student's cultural place in the world (Lynch, 2011; Gay, 2000; Howard, 2010; Ladson-Billings, 2009). I find a common ground for scholars from both fields to agree upon: the importance of understanding culture and language minority students’ culture, language, identity and home literacy practices so as to provide meaningful and effective content area instruction to EL students (Jimenez & Rose, 2010; Gonzalez et al., 1993; Moll et al., 1992; Lucas & Katz, 1994; Rueda & Stillman, 2012). For teachers of EL students, linking to students native language (L1) will facilitate students transfer of knowledge acquired in L1 transferred to the learning of L2 due to their Common Underlying Proficiency (Cummins, 1984). However, dominant monolingual mainstream teachers who lack the socio-cultural awareness tend to infer through the lens of their own experiences to make sense of students’ lives, which would often lead to misunderstandings between the teacher and students (Villegas & Lucas, 2007). Therefore, it is necessary to discuss potential ways in which the teachers in mainstream classrooms can better serve the needs of students from linguistically and culturally diverse backgrounds. I propose in the capstone essay that one possible solution to this situation is integrating the principles of CRP to ELL education. Howard (2010) listed five key principles of CRP. These principles serve as the guideline of my conceptual understanding of CRP as related to ELL education. Based on these principles, I have 
1. The eradication of deficits-based ideologies of culturally diverse students.
2. The disruption of the idea that Eurocentric or middle-class forms of discourse, knowledge, language, culture, and historical interpretations are normative.
3. A critical consciousness and sociopolitical awareness that reflects and ongoing commitment to challenge injustice and disrupt inequities and oppression of any group of people.
4. An authentic and culturally informed notion of care for students, wherein their academic, social, emotional, psychological and cultural wellbeing is adhered to.
5. Recognition of the complexity of culture, in which educators allow students to use their personal culture to enhance their quest for educational excellence (Howard, 2010, pp. 70).
In my capstone project, I have integrated classroom observation with my practicum teaching. I will describe the teaching and learning contexts in later part of this essay. My methods involved a teacher interview and classroom observations. However, my classroom observations have been constrained because of changing teacher rotations and limited hours of observation did in total. 
On the integration of CRP to ELL education, I will extend my discussion closely tied to the five principles of CRP and literature dealing with ELL education. The discussion will cover four parts: linking students’ culture in the instruction of English and content learning and challenging educational inequities and opportunity gaps for culturally and linguistically diverse students and assessment of ELL students.
Connecting Home Language, English Learning and Content Area Achievement
Cummins’ Common Underlying Proficiency theory states that language fundamental skills in students’ L1 establish a foundation on which linguistic skills in other languages could be developed (Cummins, 2000). That is to say, language skills in the native language can be transferred to develop similar skills in the new language, for EL students, English. Cummins indicates that students in the process of learning English do not need to learn some basic skills and concepts again. These basic skills may include critical thinking, reading and writing. Here Cummins set forth the necessity to maintain and develop students L1. While this theory justifies the rationale of Bilingual Education programs, explicit instruction in and of the L1 is not applicable in states with English-only legislation. Nevertheless, there is a lot that EL teachers can do to utilize students’ L1 literacy as a resource (Ruiz, 1984). 
Scholars have done intensive qualitative research in how and to what extent teachers incorporate students’ L1 in the classroom, a strategy that is believed to be effective in engaging students and promoting learning for EL students. Howard (2010) in his fifth principle of CRP argues that teachers recognize students’ culture and allows them to use their personal culture in the pursuit of education. According to Cummins and Howard, I suggest that teachers encourage students to use L1 in small group work and engage students in metacognitive thinking in their native language. Specific examples would be teachers adopting culturally familiar texts materials to work with EL students. These materials may include storybooks with a Hispanic cultural background. One example of this kind of literature is Sandra Cisneros’s book The House on Mango Street. Second, teacher can have Spanish-speaking students form a literature circle where they can read together and use their cultural background knowledge to discuss the stories with Spanish-speaking peers. This will, I believe, foster EL students’ transfer of L1 knowledge into English language acquisition and help students get more involved into the learning of English literature and literacy. Additionally, teachers can carry out writing and translation activities of texts and curriculum contents and allow students to do online research in their L1 so that EL students speaking the same L1 can be engaged in developing their conceptual understanding of languages (Personal communication, Robert Jiménez, January 22, 2014). Teachers could also conduct demographical surveys and home interviews to understand students’ previous schooling experiences, home literacy practices and family language uses so as to build meaningful connections between his/her instruction and students’ linguistic and cultural identity (Gonzalez et al., 1993).
Societal factors play critical roles in EL students’ L2 acquisition. Schumann (1976) introduces the theory of social distance, defining social distance as the distance between different social groups. The distance could be between race, social class, gender or ethnicity. Schumann argues that acculturation could have positive impacts on students learning English. He proposed the following factors of acculturation: status of the L2 group regarding the English-speaking group, both groups’ positive attitude toward each other, L2 culture congruent with the English-speaking culture. The equal status and positive attitudes of both groups require the elimination of deficit-thinking models against students from diverse backgrounds. 
In the classrooms, teachers should have an authentic and deep care for all students’ academic, psychological, emotional, social and cultural wellbeing. A teacher’s care could reduce the social distance students may feel toward the mainstream discourse that their cultural or ethnic group may have experienced. It is important to create a culturally relevant classroom setting that lowers the affective filter (Krashen, 1982) and maximizes the student’s motivation to learn both English and content areas. Some language or ethnic minority groups prefer to remain isolated because they could function without the involvement of mainstream English-speaking groups. However, from interactions with immigrant parents from various countries, I find that although some parents have decided to remain an isolated lifestyle, their hopes for their children to acculturate and assimilate into the mainstream cultural are high. Therefore, it is imperative that teachers adopt culturally responsive strategies to create an environment where the student feels safe and his/her home language and culture are valued. 
A culturally responsive teacher might design classroom activities that capitalize different cultural traditions and incorporate artifacts from the students’ culture. Students can be held as experts of their home culture and share with the class his/her cultural heritage and values. Also teachers can encourage students document the cultural experiences that she/he witnesses. These cultural experiences may cause tensions or confusion to students. When reading the student work, the teacher should pay special attention to the students’ psychological and emotional status and respond to the students’ journals in a way that shows empathy, care and empowerment. Teachers can invite students to bring into the classroom artifacts, maps, national flags and cultural representations that could add to the classroom decorations. In this way, teachers create a safe and welcoming context to learn for students by sending informal messages in the classroom setting. 
In a longitudinal study of bilingual children’s school careers from kindergarten through middle school, Goldenberg, Gallimore, Reese and Garnier (2001) conclude that Latino immigrant parents want their children to pursue formal schooling beyond high school, and that educators must make an increased effort to reach out to Latino parents and enlist them to collaborative efforts to improve students’ achievement. This statement gives explicit recommendation that teachers reach out to parents and communities and engage parents into collaborative cooperation to improve their children’s educational experience.
Thomas & Collier (2004) assert the effectiveness of two-way dual language education for all, for students who are learning English and students who are more proficient in English than in their heritage. I contend that culturally responsive teaching can be beneficial for all as well, for students from linguistically and culturally backgrounds and students from monolingual mainstream backgrounds.
Social Justice, Educational Equity and Opportunity Gap
Bourdieusian thoughts claim that social structures transcending the interaction which they inform is present between two interlocutors (Bourdieu, 1991). While teachers communicate with students in and out of class, they represent a social capital that they inherently possess. This capital may be alien or even oppressing to students from underprivileged social economic status backgrounds. Anyon in her 1980 research finds out that teaching practices in three schools located in three different neighborhoods put emphases on developing different attitudes and skills, for example, the working classes for docility and obedience, the managerial classes for initiative and personal assertiveness (Anyon, 1980). Fairclough points out the critical awareness that students need to challenge the institutional inequity by stating this powerful quote: education is not just passing things on (though partly it is that); it is developing the child’s critical consciousness of her environment and her critical self-consciousness, and her capacity to contribute to the shaping and reshaping of her social world (Fairclough, 1989).
These thoughts align with the principle of CRP that teachers involve in developing a critical consciousness and sociopolitical awareness that reflects ongoing commitment to challenge injustice and disrupt inequities and oppression of any group of learners. EL students bear the double burden learning English while learning content area knowledge at the same time. English-only policies and the standards movement jointly put these students in an even less friendly learning environment. With teachers not well prepared for serving them, EL students often face the opportunity gaps created by the educational system, which will lead to EL students’ underperformance and dropout before finishing high school.
Milner stresses that culturally responsive teachers ought to avoid the blame-the-victim mindset and truly reach out to bridge the opportunity gaps that exist between minority students and academic excellence (Milner, 2010). In this sense, I envision that the teacher engages students into higher-order thinking activities that promote creative thinking and critical thinking skills. Teachers will not keep EL students in repetitive language drills or instruction that lack cognitively challenging contents. Teachers will also recognize students existing knowledge and capitalize the linguistic and cultural resource in making instruction more accessible and meaningful. Teachers who adopt CRP will not equate limited English proficiency with learning disabilities.
Assessment of ELLs
Civil rights advocates hailed the 2001 reauthorization of the Elementary and Secondary Education Act (ESEA), optimistically called No Child Left Behind (NCLB), as a step forward in the long battle to improve education for those children traditionally left behind in American schools — in particular students of color and those living in poverty, new English learners, and students with disabilities (Darling-Hammond, 2006). The broad goals of NCLB are to raise the achievement levels of all students, especially underperforming groups, and to close the achievement gap that parallels the impact of race and class on student achievement (Darling-Hammond, 2006). In the meantime, Durán (2008) press researchers and educators to rethink about the large-scale standardized assessments for the following reasons: (a) students' proficiency in a subject matter cannot be captured adequately by one-dimensional constructs of academic competence, such as those operationalized by existing large-scale assessments; (b) large-scale assessments can at best provide "thin" coverage of what students know and can do given students' background; and (c) current research on the social and cultural nature of learning contexts and cognitive and interaction studies of students' interaction in learning settings suggest new ways to design assessment tools that are different from traditional tests and assessments. Therefore, Solano-Flores (2006) proposes that psychometric measurement models need formally to incorporate information on how cultural, demographic, and psychological and personality profiles, as well as linguistic factors, affect ELLs' assessment performance. Along the same theoretical framework, O'Malley & Valdez Pierce (1996) proposed the following list of ways in which teachers could provide ELLs with opportunities to demonstrate knowledge in nontraditional ways:
· Involve students in performance assessment tasks.
· Offer students opportunities to show and practice knowledge in nonlanguage-dependent ways through Venn diagrams, charts, drawings, mind maps, or PowerPoint slides.
· Promote participation in nonthreatening situations that encourage experimentation with the target language of study. Assess language learning in the participation activities.
· Before assessing students, teachers can help ELLs develop reading strategies that in them selves could constitute alternative forms of literacy assessment (Lenski, Daniel, Ehlers-Zavala, & Alvayero, 2004).
· Use the Language Experience Approach as assessment rather than just for instructional purposes (Lenski & Nierstheimer, 2004). As students read their language-experience stories, informally assess their oral reading fluency.
Other forms of authentic assessments include anecdotal records, checklists, rating scales and portfolios (Boyd-Batstone, 2004; Lenski, Ehlers-Zavala, Daniel, & Sun-Irminger, 2006). These assessment methods will provide teachers to assess ELL students with opportunities to engage in tasks that can activate their background knowledge, demonstrate their learning through ways that are not language-dependent and allow students to develop academic language and content area learning simultaneously.
Observation and Findings
The understanding of the above-discussed theoretical framework urges me to take advantage of the opportunity of practicum teaching in a midtown high-diversity elementary school and see what is happening in the real world. This school is a Title I elementary school with grades PreK to 4. From the school profile (School Data, Retrieved November 15), the percentage of students receiving Free/Reduced Price Lunch Program has been gradually rising from 90.8% to 96.8% from 2008 to 2012. Students at this school who are eligible for English as a Second Program occupy 66.8% of the total students body (See Table 1). The teacher I have been observing, Ms. Tanner (pseudonym), is a seasoned 4th grade teacher who has a teaching experience of over 20 years. She had been teaching for 18 years in an urban school with high diversity and relocated to this school 5 years ago.
Walking into the school, one can immediately see multilingual welcome signs and instruction for parents. There is a world map in the hallway with students’ photos that are linked to their home countries on the map. Ms. Tanner has a full range of classroom decorations displayed. There are Dr. Seuss quotations, family photos, African American artistic artifacts, a small library, a statuette of a Native American man, one piece of Chinese painting etc. Round tables with 3 to 4 chairs are in the middle of the classroom. Around the classroom there are a computer center, a reading center, a teacher’s table and a resource shelf. The classroom environment is generally welcoming and representing some level of cultural diversity. There are 18 to 20 students in her classroom. Students switch classrooms for one hour of special reading group everyday. The group of students switched into her class has a wide spectrum of reading levels, from 3 grade levels below (1st grade reading level) to 1 grade level below (3rd grade reading level). All of the switched-in group students are EL learners. These students come from diverse cultural backgrounds including Mexican, Nepali, Malaysian, Burmese, Korean, Kurdish and Iraqi backgrounds.
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Table 1
Respecting the limitations of doing research in a practicum teaching classroom, I will only focus on one aspect of teaching practice of Ms. Tanner, building connections to students background L1 and cultural knowledge. Since I could not take audio or video recordings of the classroom, I took note while observing Ms. Tanner’s class.
In an initial interview with Ms. Tanner, she demonstrated great enthusiasm in the topic of Culturally Responsive Pedagogy by saying that “I feel it is vital for teachers to be aware of, respect, and appreciate the culture and background experiences of their students; … this conversation is directed toward EL students, but all students should have their culture validated” (Personal communication, Tanner, February 21, 2004). She also said, “Good teaching begins with appreciating and respecting what the students bring with them to the classroom. Culture is not just a different language and different foods.” I was excited by this good start of my communication with Ms. Tanner. The following is a transcript of our interview. 
Li: How do you think a teacher can convey high expectations to EL students? 
Tanner: I believe a teacher should take a student where he/she is at and move them as far as they can. Everyone can do something. Teachers can’t have the attitude that a student isn’t “ready” or “can’t do” something because of their language proficiency, etc. Find a way for the student to be involved and respond to what is going on in the classroom.
Li: How can a teacher attend to different kinds of learning styles of EL students? 
Tanner: Be willing to accept that learning and product can look different for different students. Encourage students to respond in a way that is meaningful for them.
Li: How can a teacher engage students into higher-order thinking questions and activities that promote creative thinking and critical thinking skills? 
Tanner: Provide opportunities for these activities. Realize that critical thinking is not dependent on a certain language proficiency level-students can think critically, but may have a hard time expressing their ideas. Allow for student responses in a variety of ways.
Li: To what extent can a teacher involve community literacy examples relevant to students in the content area instruction? 
Tanner: I try to make instruction meaningful and relevant to the students’ lives, however, I have not done a good job drawing the community members into the classroom.
Li: To what extent can a teacher incorporate students’ home language in peer or small group work? 
Tanner: Home language is an amazing way to make connections to the students. I use it often with Spanish speaking students, however, there are so many other languages in my classroom that are not romance based and it is hard to use home language with these kids.
Li: What's your view about the textbooks you're using? 
Tanner: I only use Math, Social Studies, and Science, but I am not really thrilled with them. I feel a certain obligation to make sure the kids know how to navigate through them and use them since they are moving to middle school next year. I believe they should be used as more of a resource than the entire curriculum.
Li: What do you think the impact of standardization may have on EL students? 
Tanner: I think it is having a horrible effect on education as a whole, but especially ELs. 
From the transcript, I can see that Ms. Tanner holds dear to the ideas that align with the principles of culturally responsive pedagogy. She realizes that students face challenges because of their limited English proficiency, but student are by no means less capable because of their language ability. Instead, she tries to encourage students to get involved into classroom activities in ways that make sense to the students. A forcibly imposed way of participation might shut down a student’s learning and motivation. 
Ms. Tanner is aware of developing students’ critical thinking skills, but she does not necessarily mean that she is encouraging students to critically examine the curriculum. 
One of the challenges in Ms. Tanner’s classroom it that there are multiple languages and cultures represented. She could build connections with Spanish-speaking students, but it is hard for her to do so with students with home languages that are not Romance languages. This is also a challenge faced by many other teachers due to the increasingly “diverse diversity”.
A teaching activity has left a deep impression on me. When Ms. Tanner was talking about taxation by European colonists in the American colony. The teacher assigned one student to be the King, two students to be tax collectors, and other students to be citizens. Then she gave each citizen 10 M&Ms. When each time she announced one taxable item, i.e. if you are wearing blue pants, or if you have more than 3 pencils, or if you are wearing jewelry, the tax collector will take away corresponding numbers of M&Ms from the students. After each of the tax collectors get their salaries of 10 M&Ms, the teacher asked students to count how many M&Ms they have left and asked the King to show how many he has.
The students are excited not only because they love M&Ms, but because they have had similar experience of brothers or sisters taking their candies or toys away. This experiential learning opportunity well connected to students’ background experience and promoted their understanding of taxation and the reason of the Independence War.
Sometimes, Ms. Tanner would quickly ask, “How do you say… in Spanish?” when a student has lost comprehension of a text because of new vocabulary. Usually the student will quickly come up with the Spanish word and build the connection to the meaning of the new English word, especially when it is a cognate between English and Spanish. I view this practice as extremely valuable in linking learning to student’s existing L1 knowledge. It is not easy to assess Culturally Responsive Pedagogy in action. However, an observer of a classroom will see evidence of its effectiveness through student engagement, student satisfaction, and students’ comprehension being facilitated.
It is true that I did not record much further evidence of culturally responsive teaching. Ms. Tanner has communicated with me on this matter that due to the students’ low reading levels and the standardized tests that students have to take in the coming month, she feels that she “hasn't’ been teaching for a long time” and “couldn’t wait till the tests are done and she can really teach”. From such a comment, I can see that teachers who have a strong awareness of attending to diverse students’ needs and cultural backgrounds are often reduced to teaching in a manner that prepares students from large-scale standardized assessments and disconnect English learning students from meaningful content area instruction (LaCelle-Peterson & Rivera, 1994). This is a situation that many teachers face after the adoption of the NCLB, especially for teachers working with large populations of students learning English. In my future work as a teacher and researcher, I will actively pay special attention to balancing students’ assessment performance and learning of academic knowledge. 
Conclusion 
From the case study of Ms. Tanner, I come to the conclusion that seasoned teachers have the awareness of valuing students’ cultural and linguistic backgrounds and teaching in a culturally relevant manner. However, the complexity of the educational context in public schools poses huge challenges for teachers to do so. That’s what has driven me to delve into this topic and explore more. A culturally responsive approach to teaching is not a substitute for “simply good teaching”.  It cannot take the place of well-constructed teaching methodologies, for instance the SIOP model. Rather, it is an addition to the “good teaching” and an approach to thinking about building meaning relationships and creating empowering classrooms for EL students to succeed both socially and academically. 
As a student researcher, I recognize to limitations of this capstone project, such as the relatively small amount of data collected from the fieldwork. For its future implications, the conceptual understanding of culturally responsive pedagogy will guide my future teaching and research in working with English language learners. I will continue to adopt an approach that values and engages the cultural and linguistic backgrounds of students who are in the process of learning English and meeting the academic challenges in content areas. I will embrace linguistic and cultural diversity and treat students’ background as an asset in classrooms. I will constantly endeavor to build meaningful relationships with students, families and the community that they come from. Meanwhile, I will make this relationship a reciprocal one in which the teacher empowers students and families while the students and families provide feedback to further develop the teacher professionally.

References
Anyon, J. (1980). Social class and the hidden curriculum of work. Journal of Education, Vol. 162, no. 1.
Artiles, A. J., Rueda, R., Salazar, J. J., & Higareda, I. (2005). Within-group diversity in minority disproportionate representation: English language learners in urban school districts. Exceptional Children, 71(3), 283-300
Boyd-Batstone, P. (2004).   Focused anecdotal records assessment: A tool for standards-based authentic assessment. The Reading Teacher, 58(3), 230-239.
Bourdieu, P. (1991). Language and symbolic power. Harvard University Press.
Chamot, A. U., & O'Malley, J. M. (1996). The cognitive academic language learning approach: A model for linguistically diverse classrooms. The Elementary School Journal, 259-273.
Chamot, A. U. (1995). Implementing the cognitive academic language learning approach: CALLA in Arlington, Virginia. Bilingual Research Journal, 19(3-4), 379-394.
Collier, V. P., & Thomas, W. P. (2004). The astounding effectiveness of dual language education for all. NABE Journal of Research and practice, 2(1), 1-20.
Crawford, J. (2012, February 1). Language Legislation in the U.S.A.. Retrieved November 13, 2013, from http://www.languagepolicy.net/archives/langleg.htm
Cummins, J. (1984). Bilingualism and Special Education: Issues in Assessment and Pedagogy. Clevedon, England: Multilingual Matters.
Cummins, J. (2000). Language, power, and pedagogy: Bilingual children in the crossfire (Vol. 23). Multilingual Matters.
Cummins, J. (2000). Academic language learning, transformative pedagogy, and information technology: Towards a critical balance. TESOL Quarterly,34(3), 537-548.
Darling-Hammond, L. (2006). No Child Left Behind and high school reform. Harvard Educational Review, 76(4), 642-667.
Diaz-Rico, L. T., & Weed, K. Z. (1995). The crosscultural, language, and academic development handbook. Boston: Allyn and Bacon.
Durán, R. P. (2008). Assessing English-language learners’ achievement. Review of Research in Education, 32(1), 292-327.
[bookmark: _GoBack]Echevarria, J., Short, D., & Powers, K. (2006). School reform and standards-based education: A model for English-language learners. The Journal of Educational Research, 99(4), 195-211.
Fairclough, N. (1989). Language and power. New York: Longman Group.
Fry, R. (2007). How Far behind in Math and Reading Are English Language Learners? Report. Pew Hispanic Center.
Garcia, E. E. (2009). English language learners represent a growing proportion of US. students. To meet these students’ needs, we must understand who they are.
Gay, G. (2000). Culturally responsive teaching: Theory, research, and practice. New York: Teachers College Press.
Goldenberg, C., Gallimore, R., Reese, L., & Garnier, H. (2001). Cause or effect? A longitudinal study of immigrant Latino parents' aspirations and expectations, and their children's school performance. American Educational Research Journal, 38(3), 547-582.
Gonzalez, N., Moll, L. C., Floyd-Tenery, M., Rivera, A., Rendon, P., Gonzales, R., et al. (1993). Funds of knowledge for teaching in Latino households. Urban Education, 29(4), 443-470.
Howard, T.C. (2010). Why race and culture matter in schools: Closing the achievement gap in America’s classrooms. New York: Teachers College Press.
Jiménez, R. T. & Rose, B. C. (2010). Knowing how to know: Building meaningful relationships through instruction that meets the needs of students learning English. Journal of Teacher Education, 61(5), 403-412.
Krashen, S. (1982). Principles and practice in second language acquisition (pp. 65-78). Pergamon: Oxford.
LaCelle-Peterson, M. W., & Rivera, C. (1994). Is it real for all kids? A framework for equitable assessment policies for English language learners. Harvard Educational Review, 64(1), 55-76.
Ladson-Billings (2009). The dreamkeepers: Successful teachers of African American children. 2nd edition. San Francisco: Jossey-Bass.
Lenski, S.D., Daniel, M., Ehlers-Zavala, F., & Alvayero, M. (2004). Assessing struggling English-language learners. Illinois Reading Council Journal, 32(1), 21-30.
Lenski, S.D., & Nierstheimer, S.L. (2004). Becoming a teacher of reading: A developmental approach. Columbus, OH: Merrill Prentice Hall.
Lenski, S. D., Ehlers-Zavala, F., Daniel, M. C., & Sun‐Irminger, X. (2006). Assessing English‐Language Learners in Mainstream Classrooms. The Reading Teacher, 60(1), 24-34.
Lucas, T., & Katz, A. (1994). Reframing the debate: The roles of native languages in English-only programs for minority students. TESOL Quarterly, 28(3), 537-561.
Lynch, M. (2011). Retrieved October 14th, from: http://www.huffingtonpost.com/matthew-lynch-edd/culturally-responsive-pedagogy_b_1147364.html
Milner, H. R. (2010). Start where You Are, But Don't Stay There: Understanding Diversity, Opportunity Gaps, and Teaching in Today's Classrooms. Harvard Education Press.
Moll, L. C., Amanti, C., Neff, D., & Gonzalez, N. (1992). Funds of knowledge for teaching: Using a qualitative approach to connect homes and classrooms. Theory into practice, 31(2), 132-141.
O'Malley, J.M., & Valdez Pierce, L. (1996). Authentic assessment for English language learners: Practical approaches for teachers. Reading, MA: Addison-Wesley.
Rueda, R., & Stillman, J. (2012). The 21st century teacher: A cultural perspective. Journal of Teacher Education, 63(4), 245-253.
Ruiz, R. (1984). Orientations in language planning. NABE journal, 8(2), 15-34.
School Data. (n.d) Retrieved November 15, from http://www.mnps.org/AssetFactory.aspx?did=12473.
Schumann, J. H. (1976). Social distance as a factor in second language acquisition. Language learning, 26(1), 135-143.
Solano-Flores, G (2006). Language, dialect, and register: Sociolinguistics and the estimation of measurement error in the testing of English language learners. Teachers College Record, 108(11), 2354-2379.
Tennessee English Proficiency Levels. (n.d.). Retrieved February 26, 2014, from https://oak.vanderbilt.edu/webapps/portal/frameset.jsp?tab_tab_group_id=_4_1&url=%2Fwebapps%2Fblackboard%2Fexecute%2Flauncher%3Ftype%3DCourse%26id%3D_223569_1%26url%3D
Villegas, A. M., & Lucas, T. (2007). The Culturally Responsive Teacher. Educational Leadership, 64: 6, 28-33.
Wright, W. E., & Li, X. (2008). High-stakes math tests: How No Child Left Behind leaves newcomer English language learners behind. Language Policy,7(3), 237-266.
CULTURALLY RESPONSIVE PEDAGOGY IN ACTION FOR TEACHING ELLS	1
CULTURALLY RESPONSIVE PEDAGOGY IN ACTION FOR TEACHING ELLS	21


image1.png
2012-2013 School Improvement Plan Information Form

Tusculum Elementary School (PK-4

20082009 | 20092010 20102011 20112012
School Grades PR [T PR PR
School Demographic Information 20082009 | 20092010 | 20102011 20112012
Pre-kindergarten Envollment ® £ 30 52

For grades K-12 oaly

Enroliment 629 552 SiL 554

9% Female S28% S2.0% 501% T3%

% Male 472% a50% 39.9% S2.7%

% Asian 91% 203% 19.0% T99%

% Black 19.4% 6% 3% 157%

9% Hispanic 456% 397% 2% 2%

% American Indian 0% 0% 0% 0%

% White 253% 264% 252% 224%

9% Free/Reduced Price Lunch Program Participation 50.8% 938% 563% 56.8%

9% English as Second Language Program Eligibility 52.6% 57.2% 58.9% 57.6%

% Limited English Proficiency 58.7% 65.0% 67.5% 66.8%

9% Special Education 9% 58% 76% S8%
Non-academic Information 20082009 | 20092010 | 20102011 20112012
% School Attendance (Target-98%) 95.4% 947% 95.2% 95.8%

9% Swdents in Attendance 95% 61.0% S73% 62.0% 67.1%
‘Mobility Rate (eniries & oxits after 2~ woek as % of enrollment) 58.0% 45.5% 53.0% 35.6%

9% Swdents Enrolled from Out of Zone 16.9% 19.9% 65% 58%

At this time commaunity demographic information, reflecting households in the school zone, is available only through Census data which is
not updated frequently enough to accurately reflect the dynamics of our urban district.





