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Abstract
Adolescent literacy has become a more popular topic in recent years because research has shown that most high school graduates are not prepared with the necessary skills to be college ready. In addition, many different immigrant populations come to the United States when they are high school aged adolescents. One of these populations are refugees from all different countries and continents. This particular population is growing in our country and schools and is not yet highly represented within our educational research as much as other immigrant populations such as Spanish-speaking students. Yet as this population is increasing, it is imperative that researchers continue to find ways to help refugee students achieve both English proficiency and academic content knowledge in our schools. First, the purpose of the beginning of the paper is to give general information on who the refugee learner is, their strengths and some of the needs they may or may not have. Second, this paper suggests a learning context in which this population can thrive linguistically, academically and emotionally. Next, this paper talks about cognitive-based strategies, curriculum and activities that can be used to motivate and help the refugee student in the areas of reading and writing. The final portion of this paper will dive into the two types of assessment that are best to use with refugee students: alternative or authentic assessments and performance assessments. The conclusion of this paper will talk about why this is relevant in the field of education, the limitations of this paper, ideas for professional development and my future considerations and ongoing research concerning this topic. 

Introduction
	The immigrant population has drastically changed over the course of the 20th and into the 21st century. In the beginning of the 20th century, many European immigrants came to the United States, while today there are a vast amount of refugees from different countries seeking asylum. Since 1975, the United States has resettled over 2 million refugees (McBrien, 2005). Unfortunately, there is little research on what strengths children refugees possess and there is “no formal framework [that] currently exists for integrating refugee children into American schools” (Lerner, 2012, p. 9). In addition, there is not much research on which curriculum or literacy practices benefit high school refugees in particular so that they may simultaneously learn both language and academic content in the English Language Arts (ELA) classroom. There is however, research on how to help culturally and linguistically diverse (CLD) students with varying levels of language proficiency, acquire academic content knowledge. Using theory and research, this paper seeks to provide information on who the high school refugee student is in the classroom by giving insight into their strengths and needs, and with that knowledge suggest the best learning context for these students, curriculum and literacy practices that are best suited for these students in the high school ELA classroom, and the assessment measures needed to ensure that these learners achieve a high level of proficiency in the area of English Language Arts. 
The Learner: Who is the refugee student in our classrooms?
	The United Nations defines a refugee as someone who is unable to be protected from persecution due to race, religion, membership in a group, or nationality or is someone who is outside the country of his nationality (McBrien, 2005). However, some refugees do not have “refugee status” in the U.S. even if they have left their countries for protection. In light of this information, this paper will define refugee students as those seeking asylum from persecution, regardless of situational circumstance. In the English Language Arts classroom, the refugee student may be at different points in their English language acquisition and academic knowledge. Cloud, Lakin, Leininger and Maxwell (2010) say that there are three types of CLD students or English Language Learners (ELLs): Exited, where ELLs have tested out of their ESL/ELD classes; Transitioning, where ELLs are attending some mainstream classes for credits, and Out-of-Program ELLs whose parents have waived ESL/ELD services completely. Within the ELA classroom there are very different refugee ELLs with varying levels of proficiency and knowledge of academic English terms. This paper will be centered around these various refugee ELLs within the climate of the mainstream ELA classroom since this is a reality within American schools.  
The refugee students coming to our high school classrooms are immigrants who are different from other minority groups. Besides the commonality of resettlement and assimilation, refugee students have experienced traumatic situations such as family separation, human trafficking, poverty, violence and war. In extreme cases, some have been child brides or boy soldiers, as evidenced in Ismael Beah’s (2008) memoir A Long Way Gone. Refugee immigrants also do not leave their homes by choice but are sometimes forced out due to violent circumstances (McBrien, 2005). These situations make them a more vulnerable population in comparison to non-refugee CLD students. Researchers have discovered that behavior problems, depression and PTSD are common to refugee students (Lerner, 2012). In addition, McBrien (2005) states that this group is more likely to fail academically in U.S. schools than other immigrant groups. These problems indicate that education is paramount in order to restore social and emotional healing for these immigrants. However, many schools lack sufficient ELL/ESL programs, qualified teachers and fail to provide necessary services for students and their families (Roxas & Roy, 2012). Organizations such as the Nashville Center for Empowerment provide social services and ELL/ESL classes for recent arrivals, although these classes are usually reserved for adults since children must enroll in school (Nashville International Center for Empowerment, 2014). Other programs such as Refugee and Immigrant Students Empowered (RISE) provide afterschool programs for refugees so that they may have help with homework and practice English (Center for Refugees and Immigrants of Tennessee, 2014). While these organizations are working to help refugees resettle and learn English, this is not enough to help refugee students with varying needs in Nashville. In order to begin to understand what supports high school refugee students need, this paper will examine the refugee learner through research to obtain a more comprehensive understanding of this type of high school student, and what can be done to maximize learning potential. 
The Needs of the Refugee Learner
	Before teaching high school refugees, it is important to understand both the strengths and needs of each individual refugee learner. It is important to consider both the students background, as well as their emotional, social and educational needs. Diaz-Rico (2014) addresses the fact that both psychological and sociocultural factors play a role in acquiring a second language (p. 6), which stresses the need for teachers to put in effort getting to know their students. Diaz-Rico lists a number of practices teachers should use when learning a student’s personal background. For example, teachers should both learn to say each student’s name properly and understand their cultural naming practices, as well as know their likes and dislikes using surveys or class discussions (p. 7 & 12). Students need to feel like they are cared for, respected and know that the teacher is genuinely interested in who they are, not just what knowledge they bring into the classroom. The very label “ELL”, “NE” or terms such as “at risk” or “the bilinguals” can be damaging for these students (Nieto, 2010, p. 12). Psychological factors are also important and can relate to a student’s age. Factors such as self-esteem and strength in identity, motivation, anxiety and overall attitude about learning English all play important roles in how and at what rate each student develops (Nieto, 2010). Szente, Hoot and Taylor (2006) emphasize the difficulties of helping refugees who have been through trauma. In their study, many teachers had refugee students that exhibited a range of behaviors ranging from very quiet and reserved, lethargic and depressed, to extremely aggressive (p. 16). Parents of aggressive refugee students were immediately involved to help to look into the causes for this behavior. It is important to create relationships with families regardless of language constraints, and a translator can be used to foster deeper relationships with parents. The authors also cited other recommendations including establishing community through social activities with students, and having ongoing professional development sessions in which teachers learn the culture, traditions and some language of their refugee students (p. 17). While this study involved young refugee children, I believe these strategies are helpful and applicable to high school refugees as well. All children regardless of age culture or race need to feel respected and valued in the classroom. 
The last area teachers should look at are students’ current educational needs. First and foremost, teachers should look into each student’s educational history. Some high school students have high proficiency in their L1 due to the education they received there, or some may not know how to read or write in their L1. Some may have interrupted school histories due to the frequency of moving from place to place. My own case study was to observe and assess a 17-year old Congolese refugee named Janine (pseudonym). Janine was a very gifted, multilingual speaker. She knew five languages, including English, but had moved six times due to the ongoing war in the Congo. Finally, she had lived in a refugee camp before moving to the United States. Frequent interruptions can be commonplace in countries where there is civil unrest, and so it is paramount to know the educational histories and abilities of every refugee student by using assessments. 
CLD high school students are also one of the most difficult populations to teach since they must learn how to speak the language while simultaneously learning how to read, write, speak and listen using English in the academic areas. In the area of reading, Jim Cummins (2009) states that there are different aspects of word-level literacy and that most CLD students “frequently develop word-level skills to the same degree as their monolingual peers” (p. 382) in the earlier grades. After learning letter-sound correspondence and learning how to both say and read words, Cummins goes on to say that “significant differences tend to remain in text-level skills” (p. 382) or in this case, the area of reading comprehension and vocabulary. The main goal of the high school ELA teacher is to achieve comprehension and interest for their students. Most high school CLD students regardless of educational background have difficulty with comprehension due to the large volume of vocabulary they need to learn in the English language. Snow and Kim (2007) estimate that high school graduates need to know 75,000 words in English. That is 10-12 words learned every day between the ages of 2-17 (p. 124). Clearly, high school refugees are at an extreme disadvantage when they have to learn both basic and academic vocabulary. In addition, most high school CLD students will have issues with achieving critical literacy, a problem common for both non-native and native students alike due to inappropriate instruction or assessment. All these needs should be observed in the four areas mentioned above in order to begin creating a classroom environment and differentiated curriculum for these high school refugee students.
What strengths do these refugee ELL students possess? 
	I have heard teachers in the field say that they believe knowledge should be poured into CLD students since they come lacking language and academic knowledge. Research has shown that this is in fact, just the opposite. Cloud, Genesee and Hamayan (2009) call CLD students “resourceful learners” in that “they use whatever language, cultural and other background resources they have” (p. 9) during the learning process. These resources are what Weaver (2009) calls “schematic context” or schema theory (p. 16), an organized chunk of knowledge or experience which students can retrieve when making connections to a new piece of information. All refugee students possess many schemas when entering the classroom, and this schema continuously develops as they begin to interact with those in and outside of the classroom. Cloud, Genesee and Hamayan (2009) say that providing students with the opportunity to use their existing schemata can help them to “acquire new skills and knowledge more quickly” (p. 10). These students can use their existing schema, which contains experiences and knowledge, to begin to understand texts in the ELA classroom. For example, refugee students also come already possessing a host of literacies in their L1. Orellana and Gutierrez (2006) say that “if we look at what youth do outside of school we see a wide range of language and literacy practices that involve complex social, cultural, linguistic, and cognitive skills” (p. 120). This relates to Moll, Amanti, Neff & Gonzalez’s (1992) work on “Funds of Knowledge” which talks about the knowledge students bring from their homes and communities and the literacy practices enacted in those places. A good way to observe these literacy practices is to conduct home visits with refugee students. This data can be used to inform the teacher’s instruction and embed it within the curriculum.
The concept of “resiliency” or a “resilient nature” is emphasized by Collier (2002), who posits that there are internal resiliencies that children possess in order to succeed in school. Children who have been in refugee camps and in poverty have been found to have a resilient nature when certain things are present in their school and/or home life (p. 88). Collier (2002) says that “caring relationships that are trusting, compassionate and respectful, high expectations that are explicitly communicated, and meaningful opportunities for engaging in valued family, school and civic activities” (p. 89) are indicators of resilience in children who have had difficulties or traumas in their lives. Evident within this concept are connections to family connections and culture, therefore showing that these kinds of relationships are in fact a strength rather than a detriment to the refugee student. Teachers should also foster healthy relationships in the classroom for the students.
Another strength that these students possess is biliteracy, a concept championed by Reyes (2012) who says that biliteracy is the “connection between oral language and print” which helps bilingual children “develop reading and writing competencies and eventually maintain biliteracy” (p. 308). Some refugee students come to the United States being bilingual and/or biliterate like Janine. While bilingualism and biliteracy are still not fully understood, theories such as the psycholinguistic theory look at how bilinguals cognitively and linguistically complete tasks to each literacy in their L2 (p. 310). Research done in French immersion programs in Canada showed that those in the “bilingual French-English immersion cohort outperformed the monolinguals on both verbal and nonverbal measures” (p. 312). Cummins (2001) did a host of studies in the 1970s which showed evidence for using literacy in the L1 to gain literacy in the L2, and that when a child reaches what is called a “threshold level” in both languages, this can “positively influence cognitive functioning” (p. 45). Bilingual children can also transfer knowledge from their L1 to their L2, whether it be related to phonological awareness or syntactic information (Reyes, 2012) depending on commonalities between the two languages. High school refugee students can be able to draw from their first language as a strength in order to become biliterate. In addition, MacNevin (2012) posited that research has consistently shown that “when students have strong academic literacy in their dominant language, they will learn a new language more quickly and easily than students who have limited literacy abilities” (p. 51). It is in biliteracy that CLD students can thrive, drawing upon their first language as well as their background knowledge. The strengths considered here are applicable however, to all CLD populations, not just refugee students. 
The Learning Context: Providing Care and Optimal Learning
	Resettlement and acculturation are two of the most difficult transitions for the CLD population that exists in the United States today. High school refugees are going through this process while simultaneously trying to adopt new school practices, learn English and academic content such as ELA. In order for these students to accomplish these monumental tasks, the learning context in which students are situated must accommodate them and provide opportunities to excel using cultural and linguistic tools. Jimenez and Jang (2011) use the sociocultural theory as the basis for showing the “critical role of the social context in cognitive and social development” (p. 142). The sociocultural theory, developed by Vygotsky (1986) says that learning occurs through social interactions in a certain cultural context. A collaborative, interactive environment also helps refugee students gain more linguistic knowledge of English and academic literacy. Each refugee student has different academic and linguistic capabilities, so it is necessary for the teacher to recognize these and create a classroom space in which students interact with ELA content by speaking, listening, reading and writing. An interactive and social environment can also provide scaffolding by having these students work with native English speakers, exposing them to vocabulary and the syntax of the English language. Students also have opportunities to use their academic and creative strengths with their peers in a cooperative learning context. The sociocultural theory will be prevalent throughout this paper, as many of the literacy suggestions in this paper will be centered around interaction within and outside of the classroom. 
	First and foremost, the emotional environment in the classroom should be welcoming and help all students to feel safe. McBrien (2005) talks about the different types of immigrants, drawing from research done by Ogbu (1982). Ogbu stated that there were both voluntary and involuntary immigrants, placing refugees as “semi-voluntary immigrants” (p. 331). It is integral that these “semi-voluntary immigrants” in the classroom feel welcomed instead of rejected because other social, political and economic forces may hinder families from feeling accepted in American culture. MacNevin (2012) stresses the importance of this fact when she says that refugee students “feel they belong within the school learning community depend[ing] on the values and attitudes expressed by the teacher and, by extension the students in the classroom” (p. 50). MacNevin (2012) also posits that research has consistently shown that refugee youth and their family place a larger importance on education. In addition, studies showed that “schools were the places where these youth most wanted to be” (p. 51). Instead of feeling marginalized, teachers and schools can create caring emotional environments for these students, and help them to thrive and enjoy school. 
In order to make the physical and emotional classroom environment a reality, teachers must consider the language and culture of the refugee student. Diaz-Rico (2014) states that there are many common misconceptions about how CLD students learn best, stating that full exposure to the English language and immersion settings are the answer, or that there is such a thing as a “one size fits all” (p. 3) curriculum. While the ELA classroom limits students from using their L1, it should not be openly discouraged. Instead, teachers should emphasize the value of the students L1 and allow the L1 to be used at times with peers to facilitate learning. The students L1 and the value of that language and culture associated with it should be respected and emphasized in the classroom so that students’ emotional and social needs are met. Whenever possible, the literature read in the class should have a host of authors from countries representative of the refugee students in the class, or pieces of literature with both English and students’ L1. 
In terms of the physicality of the classroom, Peng (2009) states that “spatial settings always render ideological functions” (p. 304) and that in her study, the “conceived” space in which refugee students resided was American and provided “the process of nationalization” (p. 306). Instead, Peng calls for a transnational setting where all cultures and languages are visible. In the ELA classroom, posters of diverse authors, flags of the refugees’ countries, pieces of literature and other materials should be present in the environment so that students feel like they are represented within the ELA population. 
The learning curriculum which has shown to improve second language acquisition greatly as well as improve academic knowledge is communicative language teaching (CLT). CLT is based on the idea that “successful language learning involves not only a knowledge of the structures of a language… but emphasizes the communication of meaning in interaction… [and] the functions and purposes that a language serves in different communicative settings” (Lightbown & Spada, 2013, p. 215). Not unlike sociocultural theory, CLT settings provide meaning and learning through communication and interaction. This kind of active, collaborative environment can provide refugee students with practice in all four of the language areas, more understanding of ELA content and provide a sense of community. Lucey, Chaffee, Terry, LeMarbre, Stone & Wiencek (2000) posit that teachers need to “intentionally create a classroom that encourages the development of a community of learners” (p. 13) by providing a tone and atmosphere, physical space, classroom management style and student commonalities. MacNevin (2012) says that it is critical to include refugee youth both “socially and academically in the learning community” (p. 59) for them to succeed. In Peng’s (2009) study the refugee class observed was separated by ethnic groups. In my ELL practicum at John Overton High School, the ELD teacher had mixed groupings with Nepalese, Burmese, Congolese and Hispanic students all sitting together. Mixed grouping is an excellent way to not only build community, but provides refugee students opportunities to work with native speakers of English and other ELLs to improve their English or their academic knowledge of ELA. Constructing a purposeful setting to communicate and interact can bring about more opportunities for learning in the ELA classroom and a sense of overall community and positivity for high school refugees. 
Curriculum and Literacy practices in the English Language Arts Classroom 
	In a content area classroom like ELA, each refugee student will have certain literacy abilities in English and certain abilities in the academic areas. Keeping these ideas and circumstances in mind, this portion of the paper will dive into some of the literacy strategies, activities and curriculum ideas teachers can use in the ELA classroom with their refugee students. The limitations of this paper lie in the fact that many of these ideas and practices are for the general population of CLD students. As Jimenez and Jang (2011) point out, L2 strategies have “gained notoriety” (p. 142) based off the observations of successful ELLs using learning strategies in certain settings. Since this is the main evidence for which strategies or literacy practices are effective with ELL students, the research-based suggestions given were not specifically geared towards refugee populations at the time they were written. These reading and writing activities and curriculum suggestions are in order to make ELA more accessible and enjoyable for refugee learners. Cloud, Genesee & Hamayan (2009) say that making connections between reading and writing whenever possible is beneficial in enhancing skills, and that these reading and writing activities should be as authentic as possible. In addition, authentic reading and writing will help refugee students see themselves as readers and writers. The following curriculum, strategies and activities are by no means the limit to what can be used in the classroom, but are suggested as a way to capitalize on refugees strengths and to accommodate their needs. 
Reading Curriculum Ideas, Reading Strategies and Activities 
	The National Council of Teachers of English recommend that teachers “support ELL’s literacy development by introducing classroom reading materials that are culturally relevant, connecting the readings to students’ background knowledge… and by having students read more accessible texts on a topic before moving to complex texts” (Vasquez, Hansen & Smith, 2010, p. 84). Faltis and Coulter (2008) also posit that letting CLD students have choice in what they read along with collaborative grouping promotes participation and creates a sense of “ownership over their own learning” (p. 72). Teachers can do this by having reading surveys, book talks or literature circles so students can choose what they want to read. Vasquez, Hansen & Smith (2010) recommend using adolescent literature as a bridge to classical literature since most high school ELA teachers must teach books within the canon of Western literature. One example the authors give is the novel Romiette and Julio by Sharon Draper, a contemporary tale that contains the same themes to Shakespeare’s Romeo and Juliet, and can build background knowledge for the students before reading the more complex text. During and following their reading of the adolescent text, students can make three types of connections using a T-chart or double entry journal: text to self, text to world and text to text (p. 89). Vasquez, Hansen & Smith (2010) also recommend using other types of adolescent literature or media to learn and reinforce academic language such as the terms in Freytag’s Pyramid. After learning the basic elements of plot, students can watch one of their favorite T.V. shows or movies and outline the parts of the plot for the following class. Teachers can also use companion movies to a text to engage students and help the refugee students attend to meaning using the visual images. Dong (2004) talks about the importance of parallel reading, which is when students study various versions of the same text. The new collection of classic graphic novels out today are not only useful because they have less complex text and more visuals, but are engaging for boys and girls alike. There are now classic graphic novels such as Moby Dick, The Odyssey, The Count of Montecristo and Fahrenheit 451. Using adolescent literature, choice or culturally relevant literature can work to bring out refugee students’ strengths by giving them texts that tap into their prior knowledge. 
	The use of cognitive and metacognitive strategies while reading is hardly a new concept; research has now shown that good readers do in fact use strategies to comprehend text across the content areas. In a professional inquiry paper for my EDUC 3390 class with Dr. Rowe, I used both cognitive and metacognitive reading strategies as one of the guiding forces to achieving comprehension for high school students. The strategies I found to be important to teach are the following: previewing, activating background knowledge, visualizing, questioning, monitoring, making inferences, summarizing, evaluating and self-reflection. After using mini lessons to model these reading strategies, students need to continuously use and apply those strategies when reading and through independent and collaborative activities. I will now introduce reading-based activities that use one or more of these strategies, and can be beneficial for refugee students in achieving content literacy. 
	Author’s Promise is one important pre-reading activity useful for refugee students. This is recommended by Vasquez, Hansen & Smith (2010) who posit that this activity introduces students to key ideas and writing style. The teacher first reads a chapter or portion of a longer text and has students write a range of questions down about the events, setting, characters, unfamiliar words or concepts, predictions and emotions evoked by the piece. Students then share their questions and the teacher explains that the author “establishes expectations” or “makes promises to the reader” in the beginning of a story. Students then keep these questions in a log or journal and can amend them with greater detail and eventually answer them throughout the course of their reading. Refugee students learn to preview the text, hear how it’s read, ask their own questions, make inferences throughout the reading and can be more motivated to see the outcomes to those questions.
	A Dramatic Tableaux is a post-reading activity in which students are asked to “physically construct a scene from literature through body placement, visual expressions and… props” (Vasquez, Hansen & Smith, 2010, p. 82). Students are provided with or choose a scene from a piece of literature they are reading and then form groups in which they use the 5 W’s and H questions to brainstorm their scene. Students then perform the scene and their classmates try to guess the scene and discuss its significance. The students who created the scene also discuss the purpose for the scene and the possible feelings and thoughts of the characters within it. A final discussion takes place about how the students initially visualized the scene when first reading it and compare it to the physical scenes presented. Students also discuss what reading strategies they used to create and prepare their individual scenes. Refugee students can choose a scene of interest to them that may be relevant to their lives, and depending on their skills or English proficiency, can assume roles within their group to combine their talents in developing the scene. 
	A Paideia Seminar is a formal discussion conducted by the students and can be used before and after reading a given text. For example, Romeo and Juliet is about forbidden love and a feud between families, essentially, two gangs. The teacher should provide students with study materials related to gangs in America, whether it be short texts, pictures or video clips. Then they must write down what they found to be the most important aspects of the information they have learned. Students sit in a circle facing each other and a volunteer starts off the conversation with their written answer. Teachers should always have prepared questions to create interest or friendly debates, and I believe the seminar should require all students to contribute to the discussion. Students at the end are asked to evaluate the seminar and what improvements could be made. This can be used as a post-reading activity as well to see if the concept of gangs in Romeo and Juliet parallels gangs in America today or even in the home countries of the refugee students. Refugee students can practice reading and speaking English about a certain controversial topic and have opportunities to express their opinions before and after reading. 
	 Finally, Project TRANSLATE is an instructional approach developed by Jimenez et al. (2013) which uses the act of translation as a means to improve reading comprehension. As stated before, bilingualism enhances cognitive development. The act of translation “requires students to compare, reflect on and manipulate their two languages” (p. 7). The purpose of this instruction was to help students gain metacognitive and metalinguistic awareness of how language operates. The researchers asked students to use a number of cognitive strategies during guided reading lessons, and once comprehension was achieved with the text, asked to engage in translation. Students took a piece of the English-based text and worked in a group to translate it into Spanish. Students used “conceptual understandings about lexicon, syntax and semantics to create their target text” (p. 14). The students worked together to translate the text while generating questions and making inferences. Students also used their background knowledge of different words in Spanish to be more precise in their translation to Spanish. The students’ comprehension actively changed once they made their way through the translation process. Using the act of translation not only affirms students’ L1 but also gives students a deeper understand of the levels of language and how they function. This can improve refugee students’ language abilities in English by providing linguistic awareness of the differences between two languages.
Writing Strategies and Activities 
	Writing that is produced in the ELA classroom should be as authentic and purposeful as possible. Cloud, Genesee & Hamayan (2009) provide some authentic instruction and activities in which refugee students can use their cultural identities and become better writers. In addition to providing authentic writing instruction, it is pertinent that refugee students see themselves as authors and not just writers. Teachers need to give students opportunities to “write text that is taken to the point of being produced as a book” (p. 166). Students create multiple drafts and go through writing workshops where they engage in peer editing and produce a final draft. Teachers can then “publish” these papers, whether they are put together as a class in a bound book or presented as a published work on display in the library or another area in the school. Cloud, Lakin, Leininger & Maxwell (2010) also suggest student teacher dialogue journals where a conversation occurs between student and teacher. I believe it is best when the teacher takes the opportunity not to correct writing skills, but provide comments or questions to students writing to prompt deeper thinking on the part of the student and show genuine interest in students’ ideas and observations. 
Writing instruction and activities should be related to students’ cultural backgrounds and experiences. Cloud, Genesee & Hamayan (2009) present a range of these, the first called “Community and Family Oriented Approaches” (p. 163). Some of these approaches include writing letters or postcards to family members from their home country. Instruction and activities involving letter writing or narratives can be more meaningful for students if it relates to students’ family, friends or culture. In my senior year of high school, we were given a writing assignment to create a “true war story” that connected to our lives after reading Tim O’Brien’s The Things They Carried. Cloud, Genesee, and Hamayan suggest similar writing activities to use with CLD students. Students can either write stories based on personal experiences like the “true war story” in my class or create stories based on personal photographs or videos. Students have the opportunity to “bring their personality and life outside of school into the classroom” (p. 164) with their own visuals. Students can use old photographs, captions or new photographs in their community. Students can write a narrative or shorter captions if the learner is still in the beginning stages of English. My case study Janine shared her own “true war story” with me during a SOLOM protocol. When asked to tell a story about her native home the Congo, she told me about her experiences during the war and moving to the refugee camp. This example shows that creating the space to provide authenticity in instruction is vital to helping refugee students become authentic writers and readers. The final type of writing that students can use to bring in their cultural background is “Intergenerational Connections” (p. 170). This type of writing has students make connections between their family and across generations. Students can write essays or stories based on interviews with different family members about their immigrant experiences and compare it with own experiences. All these writing activities however should be embedded within the context of a literature unit with a common theme or non-fiction unit.
A Word on Critical Literacy
	High school teachers want their refugee students to be critical thinkers by the time they graduate and prepare to go to college. However, Alford (2001) says that “published research into the needs and the experiences of ESL students engaging in CL in mainstream classrooms is indeed scant” (p. 238). While this information is indeed an issue and quite alarming, Alford goes on to say that CLD students can engage in critical literacy if given the proper tools. First, students should know the purpose of the reading and be given a preview of the book. Critical literacy can be “greatly enhanced, as is any second language learning episode, if some prior knowledge schema can be activated” (239) which can be done through before-reading instruction and activities. Depending on each students’ linguistic competency, teachers should tailor their instruction to scaffold activities so that students with limited vocabulary can understand the text. Alford (2001) suggests not only activating existing prior knowledge but also building on that knowledge from a “contemporary localized perspective” (p. 240). Lewison, Flint & Van Sluys (2002) say that in order to achieve a critical literacy perspective, students must actively “Interrogate multiple viewpoints”, “Focus on Sociopolitical issues” and “Disrupt the commonplace” (p. 382-83). After engaging with a text that causes students to take on a critical lens, refugee students should then be given the tools to actively think of ways to redress the issue and move outside of the classroom into the area of “Taking Action and Promoting Social Justice” (p. 383). This will help students to become empowered by what they read and have the chance to make their voices heard in U.S. society. 
Alternative Assessments
	Assessment, whether it be informal observations or formative and summative products, should be used to drive instruction in the ELA classroom. Alternative assessments, also known as authentic assessments, diverge from standardized or already-made tests. Authentic assessments are developed out of class instruction, activities and informal observations. In contrast to other types of assessments, authentic ones are less likely to have cultural biases which hinder CLD student learning. Herrera, Cabral & Murry (2013) state that authentic assessments should “identify and build on students strengths” (p. 23) by tapping into prior experiences, interests and funds of knowledge. They also posit that these types of assessments should be “process- as well as product-focused and that are capable of measuring incremental gains” (p. 20). It is important for teachers to use authentic assessments, whether formative or summative, that gather information about the gains refugee students are making in content literacy and continuing English proficiency. For teachers who have refugee students at different levels of ELP, these types of assessments can give information about students’ literacy abilities and in what areas they need to improve. Teachers can use informal authentic assessments such as anecdotal notes or in-class observations to see how each refugee student is progressing in terms of language and comprehension of academic content. Authentic assessments should have more student-constructed responses instead of responses that require students to recall facts and terms so that students can show what they know on a subject.
	Performance-based assessments are one type of authentic assessment. Performance-based assessments are a way to monitor students’ progress over a long period of time. One example of a performance-based assessment is a portfolio or digital portfolio. Portfolios should be organized and purposeful and contain samples of student work that show the progression of student work. Teachers can customize portfolios to each refugee student whether they contain writing samples or reading logs from a book club (Herrera, Cabral & Murry, 2013). For each piece of work completed for the portfolio, students can reflect and evaluate their work and identify areas for improvement. Students can make comparisons between their ongoing products and identify what they would like to know more about. Using portfolios as a means of self-assessment help students to use the same cognitive strategies they would during reading. Students can evaluate their own products and synthesize ideas across their work about reading and writing in ELA. 
Implications & Future Considerations
	So why is the high school refugee learner important in the field of education today? The Common Core State Standards calls for high school graduates to be college and career ready. It is the job of high school teachers to equip native and non-native students alike with the skills, knowledge and motivation to move into and succeed in higher education or the workforce. Refugee populations are steadily increasing, with students like Janine who have come to escape war and poverty. It is in the best interest of educational researchers to better understand the refugee learner and what supports can be given to them to bring them up to the same level as their native peers. While I have not been able to fully encompass the refugee learner within the scope of this paper, I have attempted to provide information about the learner and suggestions to help this specific population of CLD students thrive. I believe it is necessary to do more field research and for schools to develop professional development in the area of curriculum and psychological support for teachers who are at a loss as to how to help their refugee students. Szente, Hoot & Taylor (2006), McBrien (2005), and Lucey (2000) et al., all highlight the importance of mental health for refugee students in the classroom. In addition, after observing at Bailey Middle (which is a school that has primarily African American students), teachers said the biggest issues they faced were social-emotional issues, and wondered how they could improve instructional time while simultaneously addressing these difficult issues. Programs like the “Classroom Connect Project” (Weekes et al., 2011) in Australia provides volunteer refugee adults to tutor secondary refugee students, and has been proven to be effective in increasing confidence and self-esteem for these students. In the future, I want to begin to look more into the social-emotional ways to support refugee students because the research on this subject, especially for high school aged students, is scarce. Two practices I would like to use when I am an in-service teacher is to conduct home visits with my refugee students to understand their home literacy practices, as well as what DelliCarpini & Alonso (2013) call Two-Way Content-Based Instruction where content and language teachers actively collaborate so that ELA teachers like myself can receive support in helping CLD students gain both linguistic and academic knowledge simultaneously. 
Conclusion 
	This paper sought to skim the surface of the complex high school refugee learner and how to help them thrive in the United States education system. Lerner (2012) emphasizes how the issue of resettlement, acculturation and past trauma all work to cause “risk factors for academic failure and psychological distress… isolation, lower achievement scores and higher dropout rates” (p. 9). That is why it is imperative to use literacy practices, curriculum frameworks and activities which best suit the needs and strengths of these students, as well as provide a safe, inviting and language-rich learning context. Nieto (2010) defined the refugee child best when she wrote “They are children, and they each embody both wonderful individuality and the cultural imprint of their families and communities” (p. 36). The refugee population will continue to grow in our schools, and it is essential that we begin to create ideal learning contexts, engaging curriculum and authentic assessment within the classroom and school to provide these students with the tools to excel academically in high school and go into higher education here in the United States. 
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